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- .;structure task and iength of the passage affected the process of

”A#ST RACT"TT ': .

The main purpose of this study was to investigate how form, 1dea :;"

vvf?ndiﬁg main idea and the quaiity of the main idea prodﬁce:, It a]so B
| described ‘\grade six chiidren 5 definition oﬁ main idea and how their
| fstraiify use for finding main idea as well as. their seiection of

.'textuai information, was affected by the interactions ofathe variables

.Q.Lastiy, the study prdVided a conceptuai definition of main idea

The first five areas of enquiry examined the interactions noted
among the variabies of form,'idea structure, task and iength upon the '
scores achieved by grade six readers This was achieved through a ’
four-way anaiysis of variance The sixth and seventh areas of enquiry |

'were studied by interviewing proficient and very proficient readers as
‘. they formuiated main ideas The last area . of enquiry yie]ded a
j, definition of main idea. . j, o ~i\‘ o_’"

Resu]ts of the statisticai anaiysis reveaied that formuiating main

iaea was directly affected by task, form, and idea strhcture Length :
- was not a significant independent variabie affecting totai score, but
‘,it interacted'with form and structure influencing the subjects formu-

1::1ations of main idea. The interactions among the fbur variabies

‘ aitered the concius ons drawn when each variable was considered singu-

'1‘:m lariy These int actions emphasized the compiicated nature of the

interaction*between the reader and writer (text).
‘_ The interviews reveaied that whiie grade six subJects gave on]y
vague definitions when they were asked to define main idea, their

operations revea]ed a sophisticated understanding of the concept A

B 1

LI



: the topic of the passage Reader, aiso dis’arded information they

z

vciassification of their operations reveaied the use of ten major
: strategies for finding main 1dea Aithough the readers intuitiveiy
4anﬁ f1exib1y used these strategies their inabiiity to 1inguistica11y

'Mdescribe their mentai operations hampered their expianation of their

» .

actiens. - o o L ’,.f’

| The reader s strategy use and the fOrm of the passage fhtera’ted

with the reader s notion of what textuai information was significant

Nhen processing’narrative the reader se]ected infonmation rggated to

character and piot ' For exposition ,the main reason forfinformation [

being important was that it esta”iished the major topic or event Gf

no significance was information ot reiated to -he centra1 confiict or.

.aiready knew or which they beiieved to be superfluous.' The’ reader s .

‘use'of information from the text reveaied that context was not con-f

'tained within the text nor*was it static Rather, context represented

an. interaction between the reader and writer (text)

%

On the basis of these observations, a genera1 conceptua1 definition'

—_—

) of main idea was produced Aiso the operationai definitions for :

' finding main idea of narrative and exposition reveaied that only one
Wi

- definition of main idea” gloSSed over the differences in purpose and

' ;task placed upon the reader as he interacted with the writer through

each of the forms Main idea for exposition was a statement which -/'
identified the topic and the different points made aboat the topic

E The main idea in narrative was\ bolic in nature and therefore: pro-

-j duced other more general insights into life or themes ﬁ&-._\*_;) B

-
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S CHAPTER 1
| q  INTRODUCTION

From . the beginning of reading research the abiiity of a reader o
to find the main idea of a passage has been conSidered a measure of
‘that reader 'S abiiity to comprehend the passage Based on this assump-
tion, reading comprehension tests devote a large number of questions '
‘which ask the reader to select the main idea, the topic or the titie,
as if this message were contained in the work itself. ‘Teachers, in
turn devote a great deal of instructionai time teaching students
strategies that wil] heip them find the main idea of a passage. Yet{
to date, an explanation of how finding main idea reiated to compre-
hending text has not been deveioped

Several important questions need to be asked when research into
finding main idea is undertaken First of ali 1s finding the main idea.
of a work: a valid measure of a subject S comprehen51on of a-passage?
Perrine (1956) suggests ‘that the object of reading is not merely to
find the message as if the idea were the oniy important ingredient in
the ‘work, but that the idea is only part of .the total experience which
the work communicates If the selection of main idea cannot be equated
with the ;omprehension of the total message of the work, then why f
should it be stressed or studied at all? It may be significant in that
estabiishing the essential idea which is common to all of the maferial
in the passage heips the reader organize .all of that information in the
passage so that he can understand the information and a551mi1ate it more
easiiy How much of the information he requires from the passage in:

order to determine its commonality and in order to assimi]ate it may

1



' »depend upon his background experience In this way, “the main idea does

g not theoretically lie in the work, but with the 1nteraction between the ‘

reader and the text. Such an 1nterpretation would suggest that
finding main idea should not be taught nor tested as-an end
' é: 1tself Rather it should be ‘considered as a means to an end,
‘ ‘the end being the total comprehenSion of the work based upon
the 1nteraction ‘between the reader and writer (text)

The categorizing ability required by. the reader to determine the :
. elements of commonality and then to. generalize them into a single

thought seems to be complicated and complex Yet, little or no research

has been undertaken to determine how the reader processes information to

find main 1dea and how he uses main idea to help him comprehend the
work. While strategies for teaching main idea abound, they are
largely based on teacher intuition of how readers find main idea.
Finally, the most significant question relates to the concept of

| main 1dea itself Researchers have prov1ded a number of definitions

. for the term. Hhile one researcher defines main 1dea as a sentence
summary of a passage, another defines main 1dea as a generalized insight
or as the most important idea found in the passage The problem in

definition 1ies in the ambiguity agver what the term represents It

may be that researchers:believe ey are measuring one concept, whereas

/the reader has processed the info ation in the passage on the basis of .
a different concept. No studies/to date have explored what children

: understand main idea to be. Wh t is missing, yet nécessary, is a

. conceptual definition which re ates the’ process of finding main idea

to the process of comprehendin_ text



| \g

Past research in the fieid has not been helpful in developing

) this conceptual understanding of how’the use of processes and strate-
gies enhance the refinement of ski11 deve?opment Rather the fie]d
represents a fragmentation of phiiosoggg 'On the one hand the
perception of main idea as a skill has done littie to- provide an

understanding of how main idea fits into the comprehension process

“‘Yet it has been a major influence in’ education from Davis early factor

’i

analysis studies through to ‘the hierarchica] lists provided in the
sixties. On the other hand the cognitive strategies approach which
attempts to describe the menta1 operations underiying the process of
'finding main idea needs to. be related to the refine;th of -skill
performance and comprehension What is. required is a multi dimensiona1

mode] which focuses "on the integration of components between and .
.,within p]anes“ (Swanson, 1982 p. 315) : $°“§vﬁyé
‘Seemingly, two distinct studies emerged A statisticahwportion _
‘reveaied the effects of textual and task variables on'a ‘reader’ s choice
or formulation of main idea. This part of tHe study served to estabiish .
| that textua] and task variab]es did affect a reader s proficiency in the
skill but did not explain how the ‘variables affected the reader s |
processing. The .second aspect of ‘the study, through observation of the
processes used by the readers, explored the interaction of the variabies
as the reader searched to find meaning The studies comp]ementzd one
~ another in that the first indicated that answers did vary because of
text and task variables" whi]e the second emphasized the significance of
the reader. as he dea]t with text and task. variab]es to find meaning

From the observation of a11 of these aspects in relation to each other,

the researcher was able to produce a general conceptua] definition of



' :.main~idea-uhich;accdunted'for'reader, text and'tasg variables.
) . - .' il . . . . R /

Purpose of the Study',

It was the purpose of this study to 1nvestigate how finding main |

, idea re]ated to the process of comprehending, and to determine how B
vspecific text and reader variables affected not only the process of h
findihg main idea, but also the quaiity of the<main idea produced .

* Furthermore, it was the purpose of this. study to investigate and

v describe children s definition.of main idea, and to report what aspects '
of textual context children used to find main idea and why. Their'
conceptions of what’ 1nfbrmation was important or was not important

was investigated to observe how the reader created the contextual-
framework used to interpret the main idea of the work ’
| Since the research to date had not ascertained how the form and
structure of the passage, the length of the passage, and - the task de-
manded of the reader influenced his ability to formulate a main idea, it
was the purpose of this study to investigate the effects of these
variables upon the reader's proceSSIng for and production of, main 1dea'
Specifically, the effects of narrative and expository forms, of
explicitly stated and implied main idea structures, of short and long
passages, and of" produc1ng or: recognizing the main idea were investigated
“~

Definitions

‘Main ldea

* + At the outset of this study, the-meaning of main idea was

ambiguous A major purpose of this research was to define’ thevterm.
Therefore,:the definition of main idea is_presented in»Chapter,7;_ ;

[
s,



c Aprehension ’ .

The Dictionary of Reading and Related Terms (IRA, 1981) defines

comprehension as a) the process of getting the meaning of a communica-
tion, and b) the knowledge or understanding that is thehresuit of
‘such a process (pp. 60, 266) This overall process of getting
meaning is a. complex of interreiated processes which result in an
‘understanding of sequences of connected sentences (Frederikson 1982).
The reader interacts with the writer's expressed thoughts=through the
medium of print to fbrmulate a message or multiplicity of messages

| To the extent that the reader and writer share a _Common context
asocia]ly, linguistically, and iogicailx, a reader wi]l be abie to
share the message intended by the writer. The reader, though will
also construct persona1 meaning based on his unique constructs and
attitudes _ In this way,, the comprehension of a work represents a
shared meaning by the reader H interaction with the writer s ideas.
The degree to which a common meaning is shared is dependent upon the

structure and intent superimposed by the writer on thegwork, and by -

the reader's purpose for reading as well as by his facility in decoding;
- ahdfinteracting‘with'the lTogical constructs and language of the writer.

N
Proficient and Very Proficient Readers

A proficient or. very proficient reader was a- subject ‘'who scored

at the SOZiIe or higher on. the reading sub-test of the Canadian Test

of Basic Skil]s and who was seiected by his teacher as a- proficient

or very proficient reader.

e I At
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o Research*Questions and Hypotheses
7 : . ' ¢
N ‘ ) ,
~In order to achieve the purposes set for this study, the following .

research questions and null hypotheses ‘were combosed and addressed.

Research Question 1

)
<

'Is there a differénce in performance”wheh the student finds

\x\g;?ajn idea for a short passage compared to when he finds the

th
ma

idea for a long passage%v

ﬁ}pothesis 1.1. There is no significant difference between
the total scores achieved by students for short passages compared
to long. -

Research Question 2 - .

. Is there a difference in perfbrmanqe when the student fihds
the main idea of passages which have the main idea explicitly
stated compared to implied? . '

Hypothesis 2.1. There is no significant difference between
the total scores achieved by students for passages explicitly
stating the main idea compared to those implying the main idea.

Research Questfohf§ﬂ£ '

Is there a difference in performance when the student finds
the main idea of passages when the task he is given is to
‘recognize the main idea compared to produce the main idea?.

Hypothesis 3.1. Therelis-no’significant difference between
the total scores achieved by students when they recognize main
idea compared to when they produce main idea. o

_Research’ Question 4

.’(’7

Is there a difference in the performance of students when
they choose main idea for narrative compared to exposition?

Hypothesis 4.1. There is no significant diffeéénce between
the total scores achieved by students for narrative passages.

. .compared to expository passages.

ResearchiQuestion.S

Dogé an interaction between two,“thréé«or.four of thé,form,
-1dea structure, task or length variables affect a student's
performance when he finds the mai? idea of a passage?

-



~ Hypothesis 5.1. There is no signffiCant‘difference‘in the
total scores achieved by students due to the interaction between . -

. the length and the idea structure of the passage.

Hypothesis 5.2. There is no significant diffefence in the
total scores achieved by students due to -the interaction between
~ the length and the form of the passage.

‘ ﬂxpothesfs‘5>3. There is .no sighificaﬁt differencelin the
total scores achieved by students due to the interaction.between
the length of the passage and the task given. L

‘Hypothesis 5.4. There s no significant difference in the
total scores achieved by students due to the interaction,be;ween
the idea structure and the form of the passage. - T

Hypothesis 5.5." }ﬁeré is no significant difference in the
total scores: achieved by students due to the interaction between
- the idea structure and the given task. : S :

HYPothesi; 5.6. There is no signifiéant difference inithe

total scores achieved by students due to.the interaction between.
form and task. . 3 4 :

Hypothesis 5.7. There is no significant difference in the
- total scores achieved by students due to the interactions among
length, idea and form. '

 Hypothesis 5.8. There is no significant difference in the
total scores achieved by students due to the interactions among -
length, idea and task. - ' s .

N S

ﬂybofhesis 5.9. There fS'ho significant difference in the .
total scores achiéved by students due to the interactions among
length, form and task. : N

.~ Hypothesis 5.10. There is no significant difference in the
total scores achieved by students due to the interactions among
idea, form, and task. - e

Hypothesis 5.11. There is no:significant difference in the -
total scores achieved by students. due to the jnteractions among
idea, form, length, and task. ' : I

Research QheStion 6 N

[s there a difference in the\Students‘ conceptual undersfandings
of the term "main idea", as evidenced by their definitions and
by their performance. :



’Research‘Question 7

How'does the student process the infonmation in the passage
in-order to determine main idea?

7. 1 What strategies do very . proficient and proficient
readers use to find main idea? ‘ ,

_ “7.11 Are any strategies form specific, length
speeific. structure spec1fic, task specific or oY
passage specific? '

\‘-"‘ . r

t' 7.2 what context is relevant to proficient and very
proficient readers when finding main idea? -

7.21 Hhat context is used by the reader?

7 22 For what reason does he\find,information
important? T '

7 3 What context is not relevant to proficient and
. very proficient readers when finding main idea?

7. 31 Uhat context is not used by the reader?

7.32 for what reasons does he not find information
- important? ’

Research_Question 8 | S 3

/'l-). -~

Hhat Is'main idea? v
'x 8.1 Nhat definitions are provided by researchers?
8.2 Nﬁat definitions are provided by students?

wt-gsganization of the Study

The study was conducted in three stages. During stage one, pas-
sages and questions were selected for the study. Two pilot studies

were conducted to investigate the suitability of the pasSagesfand the
questions, and to predetermine the possible effects created byﬂthe
form, idea, length and task variables. On ‘the basis of the insight
provided the major tests used in the study were generated and the

questions for: the in-depth interviews were formulated

A
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Stage two involved the administration of the tests to 240 grade

six students Each subject was required to silently read four passages. -

He was asked to recognize the main ‘idea for two passages and to produce

the main 1dea for the remaining two passages. Thirty-two different

'asubjects were interviered in depth in order for the researcher to.ascer-

tain how they processed the information provided in the same passages as

B those in the tests, and to determine what definition of main idea they '

o hwere using to determine their answers. "The in-depth interviews were

ﬁalso undertaken to determine what information from the text- was ‘
‘considered important or non- important by the reader and to determine
what comprised the contextual frame the reader used ¢o formulate main :
idea

The last stage involved an analysis of the data A four-way
analy51s of variance was uSed to answer research questions one thrppgh
five Research questions six and seven were answered through the
categorization of interview responses Relationships between the
interview response 1nformation and the significant,statistical informa-

tion arising from the data analy51s were then inferred and reported

Limitations of 't‘hef Study

The limitations of the study are as follows

1. The study was exploratory in nature.’ Nhile the researcher

 was aware that many variables affected the formulation of main

~ idea, only four major variables were controlled<3f§\:::;pulated.
The effects produced by the narrative or expositor . the
: implied or stated main idea, the short or long length and the

recognize or produce task were observed The resul»s;found:toibef;
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‘narrative and the expository prose.j The conclusions of the study

- thus relate only to these two forms. o

‘passages.

10 -
significant need to be substantiated through further research

2. The study was - limited to two types of prose the story

.3. Only one aspect of the 1nternal structure of the passages ,
was taken into conSideration That aspect was whether the main idea
was stated or implied quow other aspects of the structure affected
the results and the reasoning of the subjects was observed through

the in-depth 1nterviews In that certain strategies,.for example,

) categorizing. occurred more fonucertain passages than for others,'_

the conclu51ons which were based on the comparisons between two

esingle passages need to be substantiated through research with

several paSSages For example the conclusions of a three-way
analysis of variance were based on the results of only one passage

Therefore, these results could have been produced by other factors 'l

j than those observed because the other factors ‘could not be randomized

. 4. ‘Due to the complexity of the study, and the manipulation !

“of the various combinations of the variables both of the narrative

ﬂ=ui!passages were presented priOr to the expository passages in the

tests.: Hhile the order of presentation was altered in the

in-depth interviews and dﬁd not seem to produce any effect, the

.order of presentation of the passages in the test may have

'efaffected the results This order may have affected the comparison h

‘between the scores produced for the narrative and expository

5. The research techniques used to probe the subJects

"i»vstrategies and use of context did not necessarily provide direct

e
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very prodicient readers Ratherf subdects related in retrospection
what they oonsidered important and why HoWever, 1t is hoped .
that such retrospection provided insight into the: actiVities ‘y
un&ertaken by the subjects and into their definition of main idea
'-aigh“ﬁt' On]y proficient and very proficient readers ‘were inter-
; vféued The conclusions}based on their'responses cannot be applied
to non-proficient readers Further research would have to- be
;i undertaken to observe how non-proficient readers _process information ,
"* when finding main idea and to determine what definitions non- B \;,
proficient readers have for main idea. '/u“f\; ' | |
7 The population of the study was limited to grade six
', students. The eonclusions based on the analysis of - the results

| aare restricted to sixth grade students only.

ey

- ET“Significance',;”

v o o i .--‘f-';'"'

QThis study was generated 6 investigate the effeCts of text >
structure and fonm on the reader s fonmulation of main idea.fﬁlt'_ )
assessed when grade six students had the least difficulty in giving ’yi K y
the main idea By observing the effects produced by the interactions ;
among length task fbrm and: structure variables, the researcher .\ ‘ff
was able to determine what factors and interactions of factors most 3
:i ’” significantly affected grade six students abilities to find main :
| yidga; The conclusions produced by this study will serve to create A‘

a c0nscious awareness of what tasks are more complex for a grade
six student and why R ;'w‘g _ 5,“? o
FUrthermore the study produced insight into why these ,
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'variables altered the answers given by the students . The interviews
| revea]ed the significance of the reader and writer (text) 1nteraction,
“in that context could not be regarded as a component located in the
text. It revealed the flexibility in strategy use. and why aspects
“of the content were or were not important to a reader The insight
also suggested that “important ideas" were not wholly determined by‘ |
the writer of the text but were important only in relation to the -
reader's needs and tasks

; This" study examined some of the assumptions which underly past
research studies on main idea. Furthermore, whether grade six
students possessed a metacognitive awareness of how they . found main
1dea had not previously been ascertained. Also Tittle was known
about their concept of what information in the text is important and’
why. Since this study related their strategy use to their sense of
what s important it stressed the significance of.purpose and task,
as well as background knowledge, in. creating a contextual frame for

the interpretation of main idea Hopefully the study will generate
further research which will :larify, even further, the role finding
.. main idea plays in comprehending. Some directions for - further

research in this area have been prov1ded

Many of the prevxous studies concentrated on the product of
'comprehension and ‘main idea was studied ‘in terms of the student s
~ability to find main idea How the individual attempted to find

_fmain idea was not studied previously The conclusions of this

.

research will aid teachers by creating an awareness of the pur-

poses for teaching the finding of main 1dea and by prov1ding an HJ.#;;:;;g:«;

e -

operatiqnal definition.,.The~study also indicated that a nuﬁberyof -

e e e e Y
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: interacting influences affected chiidren s selection of main idea )
and out]ined strategies used by proficient readers It outlined those
'strategies most conducive to finding main 1dea for .narrative and for

. exp051tory passages Hopefu]]y, these resuits can be pract1ca11y

app]ied to aiding children in their attempts to find the main idea

Plan of.the Report ‘

t

Chapter two surveys the related 1iterature and presents a ‘
theoretical framework for the study -Then(chapter.three exp]ains the’
design of the research, describes the instruments, and .explains the

treatment of the data. . Chapter four summarizes and discusses the

reSults of the;statisticai anaiysis iChapter five sUmmarizes the

results of the interviews, and provides insights into the subjects
concepts of main idea, their use'of strategies and their utilization -
of context in finding main idea. Chapter six presents a conceptual
definition of main idea. Fina]ly. chapter seven contains a summary
of the results, concluding remarks -and 1mp1ications for teaching,

research and theory

w4



v .. CHAPTER 2 |
REVIEW OF RELATED LITERATURE |

This chapter was designed to present the theoreticaT framework

: from which the concept of main idea was studied ‘In order to ‘examine

"a reader's formulation of the main 1dea it was necessary to consider .
the effects of two major factors on‘the formu1ation of any message ~ The
“reader and the text (an icon of the writer s thought) both play a sig-
nificant ro1e in the formulation J‘?the message. For this reason, thETP
roles are described in detail in the foi]ow1ng sections of this chapter.
Lastly, an overvreW‘of the‘studies on main idea is provided, and the
present research study is reiated.to the past research conducted in the
field.: |

The first topic. to be explored is the formulation of the message.

‘The Formu]ation of the Message~,

“To study the process of finding main 1dea 1nv01ves the study of
how a. message is formuiated In ora] communication, both speakenland
1istener are’ necessary for the formu1ation of the~message In this ’
sense, comprehension of meaning 1nvo]ves primarily neoo]e and on]v

'vsecondarily, a message The message is the product of the 1nteract1ng

- - -‘between two- minds 1t 1s not a message created by a speaker and

- L ]
- = -

passed on".to the listenen ~ihe messagé is construeted-only as the = 7
_listener act1ve1y contributes his wealth of experiences and hts under,:« ;‘«.‘
- Standings of 1anguage.‘ Thus, the message may be defined as the degree iw |
’;;of shared meaning achieved through an active interaction between readerl

~- -and listener. This bi-construction of the message’ determines to what'i'

14



degree-comprehension, or shared meaning,.wiil‘occur In oral com-
_munication, then, comprehen51on is not an aTT or nothing phenomena
ﬂGomprehenSion is. the degree of. overlap of common meaning The degree |
of over]ap will be determined by the degree to which both speaker and.
Tistener share purpose Tanguage and experience, and by the degree
to which_they,can overcome barriers restridting that communication.
'Figure 2.1 outiines’the_process of.sharing meaning.
| A similar process of formu]ation occurs,when a reader interacts
with print whiie reading comprehen51on invoives primarily a reader
and a writer, yet a third factor is invoived. While on the one hand
the print can enhance the formulation of the message, on the other hand,
it can,provide‘a barrier, for it removes the reader from the writer
and disaiiows,further communication to cTarify aspects of the messagev
contributing to the sharing. Furthermore if the reader finds decoding
‘.'the symbols difficuit the written symbolic system provides a barrier h
“to the 1nteraction between writer and reader. The paradox of written
commun1catton,,then, 1s that in one sense, the print removes the reader
from the writer thereby restricting the potential for an enTarged
~ amount of shared meaning, on the other hand, print immortalizes the
writer's share of the meaning The reader may reread, reconsider, and
\freformuiate his,share of the message through ‘interacting with the print

_.Yet this- freedom to rethink and reread necessitates contro] on the A'

’part of the reader to ensure that he adequateiy samples ai] of the text :

~for the wrjter is not abie tb te11 him that he has not considered all

L of the information This negotiating with text repiaces ‘the negotiatingw.

i"with the writer making the process .doubly abstract Text, in this

sense, is an icon representing a writer's contribution to the formula-
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tion of a mess;ge._‘ | . | S . .
; Comprehension of text,.then,'invoiveS‘far more than a reader's
recall of'the author's ideas. Shared meaning necessitates the reader’s
going beyond the information given“ to construct a: message he can
internalize within his knowiedge constructs. To,whathegteptvthe,v h
; intent of the writer matches the message formu]ated by'the;readerj

remains‘difficult to ascertain, as does the process used by the reader

C17C

to formulate that idea. What research from seVera] fiejds has ascer-- - - .

'tained, however, is that a proficient neader ba]ances‘his strategies

and processing to maximize his message construction For examp]e the

reader may use only a few metamemorial structures for finding main 1dea

if he possesses a wealth of knowledge reiated to the topic he is reading
-about. If he possesses Tittle of the know]edge base necessary for

~esharing meaning with the author, he may rely more heavi]y on. these
abstract processes to aid him in his devising of meaning.

Theibalancing of the use of these strategies and knowledge stores
reflect the highly interactive nature of a great number of variables
(see Figure 2.2). The reader- re]ated variab]es affecting the formu]ation
of the main idea of a passage relate to the use of knowiedge to the
processing and acquiring of new information to the utiiizing of infer—w
_encing, and to the utiiization of text structure to react to various
"demands for various_purposes. ~The writer-reiated variables are
inherent in the logical organizational framework of‘the text.:’These.

factors will be discussed in more detail in the next section.

Factors Affecting the Formulation of the Message

’ What message the reader will construct will be influenced by the
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level of processing demanded by the task,“and.upon hisvability to -
vuse prior know1edge and cognitive strategies Furthermore the message
he formu]ates will be affected by his ability to infer meaning, and
by h1s ability to cope with text structure. Lf 1earn1ng new 1nforma-
“tion is involved, the reader may rely more heavi1y on the text, and
meaning may be a]tered _ | |
| The amount of structure imposed by the writer upon the text
reflects a‘togica1 organtzational trameworkywhich.inf]uences,task;and:\
' strategy\demands;< The reader-related factors will be considered
first. o

The Use of Prior Know1edg_

Dfscourse process1ng stud1es ind1cate that readers remember the

oo < LN

: g1st of a p1ece of d1scourse because they possess background knowledge»;
of what const1tutes a story or a piece of expositfon (Kintschcand

' van Dijk, 1978 van Dijk, 1977 van Dijk and Kintsch 1977); ffhey '
br1ng their prior know1edge to the current reading situatioh“and - |
abstract information on the basis ot this past‘framework of-knonledge;
Non-essent1a1.information within the text is ignored; so that the

gist of a message may:be attended to and remembered (Zangwill, 19725
" Continuous proceSSIng operations are utilized by the reader to "glean
what m1ght be considered re]evant units from the text, and to summarize
the ideas into manageable form in accordance with what can be handled

wQ< the memory system (Tierney, Bridge and Cera, 1978, p. 552).
Simu]taneous]y, the readers construct meaning by "using 1nformation
from the text in assoc1at1on with their,background of know1edge9 _
(Tierney, Bridge and'Cera, p. 554).° A"meaninofu1 interpretation of the

- text necessitates.simplifications (omissions), consolidations



. (additions) and retransformations (substitutions) ‘How‘readers
se]ect1ve1v attend to and process the 1ncoming 1nformat1on seens to be
\influenced by the integration of the1r know]edge of the wor]d w1th
. the know]edge conta1ned in the text ‘ .

Many studies have corroborated the s1gn1f1cant ro1e played by the -
reader's store of knowtedge in h1s comprehending and reca111ng of text -
(Dooling and. Lachman, 1971 Bransford and Johnson, 1972; Carro11 1972 ) |

':Hav11and and C]ark 1974; Phi111ps Riggs, 1981). Prior know1edge seems

' especial]y 1mportant when the reader draws implicit conc]usions

; (Gordon, Hansen, and Pearson, 1978) '

X " The k1nds of: know1edge a reader ut111zes in. searchlng for the'g1st‘fi7*33f

of passage meaning wil] now beecons1dered The menta] process 1nvo1ved‘

C o in, searching_for the g1st is out]ined by Kantsch and van D1jk (1978)

First the meaning e1ements of text become organized into

. a coherent whole, a process that results in multiple

'~processing of some elements and, hence, in differential-
retention. A second set of operations condérises the full
meaning of the text into its gist. These processes are -
complemented by a third set of operations that generate °
new texts from the memorial. consequences of the compre-
hension processes. (p. 353) '

whether these mental processes ‘can be broken down into three sets of
operat1ons or. not, the reader 1s 1hvo1ved in transformlng, reproducing
and reconstructing text 1nformat10n In.all probab111ty, the reader
uses his knowledge of the wor]d his know]edge about 1anguage and his

' metam¢m0r1a1 know1edge simu]taneous1y ‘to some degree Researchers have
attempted to describe the system the reader uses to relate the new

. tnformation contained in-the text to his present world of. experiences
_(BartTett, 1932; Norman and Rumelhart, 1975; Kintsch, 1974; Schank,

-

1972). " Whether the label used to describe the systematiiation“of prior
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knowledge is iabeiled "schemata“, “conceptua] framework" "schema" or

scripts“;,thgy refiect an organization of” 1nformation which is used

TN

", ag\Eﬁ ant1c1patory framework in determ1n1ng what information from the
text wiii be se]ected and proceSsed In any one given situation,_a,
- lack of deveiopment in one area- ofﬂknoﬂiedge wOuid necessitate the ;
‘greater use of another kihd of knowiedge in order to construct the
'.gist of the passage | It may be due to this very versati]ity in manipujw
B iating the kinds of knowiedge that some readers are more profic1ent than
others at comprehending main idea. ‘ '

Giboney s (1979‘ concept of intersubJective knowiedge attempts to

describe the reiationship betwéen the knowiedge of the reader and his

interaction wnth ‘the knowledge stated in the text (see Figure 2.3). He

_uses KJolseth s (1972) description-of four kinds of shared knowiedge
- background foreground emergent and transcendant whiie Kjolseth .

‘ defines background knowiedge as the ‘background competence to understand

the message that is the knowiedge of the symboi system Giboney (]979)

suggests that the knowledge of the different cultural, institutional
conventions and ruies governing behavior needs to be inciuded This

'basic knowledge of language and of the worid provides a potentiai base,

;o

«4out of which the second kind.of knowiedge 1abe11ed~foreground knowiedge.: k

is se]ected according to the needs of thetreader contextuaiizing within"»

- a. particuiar meahing context According to Giboney (1979) it is the

encounter ‘that bridges this background and foreground. knowledge. During'

the reading encounter as the reader shares speciaiized knowiedge with
the writer to some degree, the meaning unfo]ds in a constantly evo]vihg
51tuation Through the interpretation of the message by means of the -

background and foreground know]edge, thetthird and fourth,kinds,of



F1gure 2 3 has been removed due to copyrwght

a restr1ct1ons

Y

~ The model presented in th]S f1gure is GIboney s

........

Model of Intersubject1ve Know]edge, and- riay " be S

found on page 188 of G1boney, V. Communicat1ve
Aspect; of Read1ng Comprehension A Theoret1ce1
Stedy of the Role of Intersubject1v1ty in Written
Language Commun1cat1on UnpubTrshed Doctoral
Dissergation.‘Department of Elementary Education,
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‘dtransform or maintain 1nformation at a given level of processing

.23

s

knowledge emerge. Avknowledge of the meaning of thelpaSSage asiit has -

evolved to the present moment, or the emergent ground, and the trans-

"»cendent ground\or a knowledge of how the situation is most Tikelv to.

P

4

ﬁ'evolve .are activated These two forms immediately become prior knowledge

.which is then applied to the text as the meaning continues ‘to unfold.

A reader could conceivably Possess a number of knowledge frameworks
he could manipulate to compensate for an insufficient store of informa—

tion related to the subject of the passage - For example Pace (1978)

..........

Alnoted that the importance of prior knowledge seemed to decline with age.

: It may be that a reader s awareness of metamemorial strategies enables

“him to maximize his‘understanding of the gist of the passage, Brown

(1974) describes‘tgislknbwledge.about'memorial strategies or plans the
reader can instigate for the sake of cognitive economy. (but secondary

to the goal of remembering, Meecham, 1972) as "knowing how to know"'

‘Through the use of these strategies and plans, a reader can organize,zj-;zéﬁ,;j,

(Craik and Lockhart 1972) .

. The final form of knowing, "knowing about knowing » Or the plan to

iform a plan,>requires that a reader has an. understanding of the state
and functioning of his own processing strategies and realizes that he

lneeds ‘to- usé~certain strategies This element of 1ntr0spective knowledge

adds an 1mportant dimension to the understanding of how a reader inte-
grates new information with the old in order to comprehend. Memory
monitoring (Flavell, 1971), executive control of mnemonic'activities
(Butterfield Nambold and Belmont 1973), and. strategy transfer (Brown,
1974 Campione and Brown, 1974) emphasize the significance of the wide

variety of kinds of. knowledge a reader uses . to create meaning for a-



-

passage. _

‘In conclusion background know]edge may stand 1n a reciprocai
re]ationship to the processing that the reader must do different
qualities of processing are rbquired with different degrees pf instruc-
tion-re]evant experience in order to achieve instructional success
(Rothkopf, 1978, p. 465) Such use of prior knowledge seems related to
Craik and Lockhart's (1972) concept of 1eveis of processing '

 These organizational frameworks would also influence the acquiring
of new ‘information. " The know]edge structures prepare a reader for
anticipating certain kinds of information but not other kinds Schemas,
in this- sense, could be considered as "plans for perceptual action" and
"readiness for particular kinds of structures" (Neisser, 1975 p. 21).
On the other hand, new]y a551miiated information modifies the originai
schema. How this process of acguiring knowledge affects tﬁe reader 3
~"abiiity to comprehend is discussed in the next section

Information Processing. Re]ating New Information to 01d

"Meaningvis a]ways a matter of re]ation" (Upton 1961 p. 30)

) According to Piagey (1957} and Bruner (1962) cognitive processing
involves the formation of new categories of thought through a combining,
reshuffiing and rearrangement of existing frames of knowledge While .
the cognitivists genera]iy describe the interaction that takes place .
between the writer and reader tqrough the text, artificiai electronic
communication theories describe a one-way mode of communication which
1nv01ves the sharing of signal and code systems between a transmitter :
and a rece1ver who decodes the signal. The cognitivists would argue
that the reader 1s far more active in creating the message through the

selective choosing of cues and through the use of prior experience

24
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Likeuise, the linguisttc theorists such as Smith (la7li'and Goodman hi';”'ki
(1976) who base thetr theories on- linguistic competence as described

' ; by Chomsky (1957) rather than on communicative competence exemplify

fhe 1nadequacy of one view-over another to explain how'information is “n
?processed Due to the complexity of the mental operations involved and

thei\ implicit nature no adequate\theory explaining tnformation proces-

o sing has emerged but a number of experimental strategies has yielded

-h information that might partially explain the process
. ' The discussion on background knowledge revealed a process of analy~ .
_tsis and synthesis The reader analyzes thg structuralgﬁnits within the
| text and assimilates representations of these intog%;; existing knowledge "
J‘”structures Thjs processing of structural units seemingly occurs at .a
.number of levels simultaneously at a letter leVel, a word level, sent-
‘ence, level or discourse level As noted by Frederikson (1977)
”lgdiscourse is processed as a,multi level structure containing units as
;,small as individual concepts and relations connecting concepts and as _§
| large as’ macrostructures consisting of networks of connected propositions 3

. (p 58)". As noted by Giboney (1970) information acdiired early in the
‘ text influences the processing of related information further in the text.

‘These basic units of understanding have been studied by a number of re-
searchers by analyzing the recalls of subjects A comparison of the
| pre-identified semantic structure and the structure used by the reader
| .reyeal that readers recall only a portion of the semantic content

(Brothers 1972 Frederikson 1975a, 1975b l"eyer. 1974}, Furthermore, -

TS SRR -
the recalls are organized in clusters such as concepts and events, _ '
| How existing knowledge is organized to allow such integration of the

structure of the text discourse into the reader's ‘own knowﬂedge frame- :

: . . o - .,
. . ) . -
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' o _work has been tentativeiy exp1

Mned by frame theory (Mingky; 1975)

~and schena- theory" (Norman a[\dRume'I hait, 1975; Kintsch, 1074". . .,

Schank 1972) Pinsky s notion of memory con51sts of an‘organized

“group of. structural units called" frames'Which aﬂ]ow for the inc1u51on

of new information by the changing of the detai]s of - the-frames Eachj )

Q*‘ .
frame is a network structure of visuaT concepts. experiences events,
and semantic content. Each frame contains slots, some of which are

re]ativeiynfixed The others are fiTTed on the bas1s of the incoming -

information which rounds out the conceptual framework. ‘These frames

- are related into systems which represent action sequences cause -effect -

'ff relationships, etc.
The . notion of organization 1s central to all theories attempting
 to expTain the cognitive structures The notions of schemas or schemata

are'used to explain how the mind acquires new information Mandier

(1979) describes a schema as "a cognitive structure - an organized body -

.

of knowiedge formed on the basis of past experience with objects,
scénes, or events and con51sts of a set of (usua]]y unconsc1ous) N
expectations about what things w111 Took 1ike. and/or the order in‘which'
they will otcur" (p. 7). Repeated experiences of similar events and
| situations generate mental structures or schemas (Kintsch 1974 :
| Mand]er, 1979) which create a phenomenon of familiarity. The notion

' that these schema can reflect .anything from physical obJects to the’
common structure of . stories has led to an intensive study of stories in

order to describe what the overa]i ‘common structure might be Kintsch .

(1977) ani‘zintsch and van Dijk (1978) broadly describe story structure

while Mand r and Johnson (1977) Stein and Gienn (I979), and Thorndyke '

(1977) prov1de a more- detai]ed analysis of story grammars . The use of

such, schema for "top down" conceptualiy-driven processing assist in the



S T S S

- - ..3 FE N P - “ - <

synthe51zing of incoming information Text schemas may, in fact be

" a prerequ151te for the utilization of other variables such as. the

use of prior knowledge and the generation qf 1nferences,. ot e

= 'ﬁ'fu Readers can utilaze a: schema of story stnucture to direct compre-..’;

w T a

hension‘?Johnson, 1979 Mandier and Johnston ”ib77 -humelhart 1975;
nyarris and Smith 1972 Kariin, 1978) A ‘story may be new, but the

reader s set of. expectations about story structure aiiows him to

shortdcircuit" the comprehending process (Mandier -and Johnson 1979).:
'"gz"As a reader reads, words are maintained in the working memory until

. they. can be group@d tﬁto a e&auseﬂ(Foder 'Bever and Garrett 1974)

At this stage the;representation becomes abstract and the reader

bl‘
tends to store concepts. The«categorizing of words and ciauses 1nto
‘ 1arger higher units seems imperative the 1onger and more complicated

- .the story becomes 4

0n‘the~other hand, if-a‘reader‘doeS'not possess the schema for

- top-down processing, he is forced to engage in a "bottom-up“, text -
:based or data- driven form of proce551ng (Munro, 1979) where he starts

~ with the smaller bits of information and inductively chunks them 1nto
1arger units While both "top down“ and "buttom-up" processing are
«necessary in reading, the use of only one would make the task of com-
:prehending very difficult, if not impossibie o

. The processing of new information might infiuence the formulation
of the meaning since the reader might have to utilize strategies and :
_the context of the passage: differentiy from how he wouid use them if
he were famiiiar with the" materia1 His purpose -for reading might
~also change, since his most important task wouid be to make sense of

Athe passage rather than to remember the meaning of the passage He '
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‘ f, may attend more carefully to. the details of the .passage and Tess-
carefu]iy to. the overai] meaning of the passage. Seemingly, his
abiiity to infer meaning may be reduced because he would not possess

- an: adequate use- of  prior knowledge His ‘"tep down" proceSSing
,;wouid a]so be reduced, since the use of "top down" processing requ1res

the inferring of meaning |

The role of inferring, as it-re1ates~to-finding the'gist of a

passage will be discussed in-the next section.
kInference o _ » o

‘ Whiie rcading, the reader is in"a constanf state of re1ating cur-
rent text to previous text, to prior knowiedge, and to the task demands
1mposed by himself and/or others His ability to infer, to make J
finductive Teaps based on background know]edge is cruc1a1 if he is to
-make sense of print )

Research on 1nferencing is problematic due to the failure of
researchers to distinguish backward 1ooking inferences from forward-
._‘1ook1ng 1nferences ' They represent two different kinds ‘of 1nferenc1ng
Backward looking 1nferences are those which connect new information’ in

the text to previously read textual information (Schank;:1975; Macleod,

A 1978).' Forward-looking inferences are those using information given so
i‘far to predict a further state or action. Concepts that are 1abefied
" as connective 1nferences (Frederikson, 1975), enabling 1nferences

_(Hi]dyard 1978), text-connecting inferences (Omansen, Warren and

Trabasso 19781 presupp031tiona1 and consequentia1 inferences (Paris

and Lindauer. 1976 Paris and Upton, 1976) all seem to refer to backward-

' 1ooking 1nferences Omansen s et al (1978) s1ot fii]ing inferences,

Frederikson s extensive inferences and Hildyard's pragmatic inferences

-/

28
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" all séém‘to’re%eritofwhat7schanh and ‘Macleod refer to as forward-
looking inferences Such problems with termfno1ogy tend to confuse
the understanding of the stgnificance of inference as Tt re1ates to

f1nd1ng matn 1dea.

Regardless of the 1abe1s, though two signfficant 1ns1ghts affect

. the comprehending of text. One is that the abi11ty to fnfer may be

deve]opmenta] (Paris and Lindauer, 1976; Paris and Upton, 1976
Omansen et al, 1978; H11dyard 1978; and Pace, - 1978). Secondly, strate-‘

s o
w

gies, espec1a11y text connecting 1nferenc1ng may separate profvcienteﬂ
froh non-proficient readers (Hacleod 1978) |
Since inferring is crucial to prof1c1ent reading, inference

‘geheration as an integrating agent should be considered. In f1nd1ng main
;1dea the main idea may be more than the sum of the deta1is For exam-
ple, Animal Farm by George Orwel], considered as the sum of the details,
represents a story about a group of an1ma1s Through inferring from -
prev1ous know]edge the reader becomes aware. that the meaning is more
than the sum of the parts. A broad range of wor1d knowPedge must be m

fspontaneous1y integrated with the text to form generalizations that go
: «beyond the information given andmthat result in the formulation of
a theme about the Russian Revo]utJon It is primari]y in the area of
_1nference where sI1ght changes in the reader's input can result in a
great difference in the - communicat1on of the 1deas (Johnson et al,
1973). When main idea must be inferred from the passage, the use of
’prior‘knowledge as ‘the basis forafntuitive leaps greatly inf]uences
the meaning that will be generated by the reader and finding ma1n 1dea
is p]aced at a more difficu]t 1eve1 of processfng |

How the reader ut111zes his background know]edge and the extent



“:1.descrtbangaproposztions and-thefr retatfons,- > % e -

to which he must infer in order to generate meaningvuiil be'determined
to a great extent By the task- demands p]aced upon ‘him and by the 'struc-

ture of the text These text re1ated or wrlter related factors w111

T N - A -

"The Téxt Structure T

While the reader is active]y involved in formu]ating the mean1ng,

- the text is the representation of the writer's contribution tg the .

message Attempts to describe- textua} orgahization have 1ed to theories,

<~ w e s - L ° " B
a - s o .'Qa

Kintsch and van Dijk (1978) have postu1ated that the meaning of the

writer may be represented by a structura1 1ist of propOSitions inciuding

a relational concept and’ one or’ more arguments Fagan s (1978) concep-

,tua]ization of text adds a dimenSion to the work of Kintsch ‘Whereas

30

e now be discussed ‘”:fffiij, L ;[}Q.}s;7ﬂ~"o[f;‘ vﬂbf”?"“' MR T

Kintsch maintains that the proposition is semantic in nature and 1denti-_”

fied on semantic grounds’, Fagan proposes that although propositions may

~-be-semantic “in content, they are spec1f1ed syntact1ca1]y The reoresenta-

”'Jtﬁon of text structure through story grammars has already been discussed

from the point of view of the- reader " These frameworks from wnich one can

view text he1p the reader drganize and make sense of incoming’information,

While identifying text structure for the - purposes of identifying
the function of ideas as organized by the author (Mever, 1975; Rumelhart,
. 1975, Kintsch and van Dijk, 1976; Stein and Glenn 1977) has been one
‘procedure deveioped to describe text others exist Crothers (1972)
identified concepts according to their frequency of occurrence and
order, while Meyers (1975) described the reiationship between princ1pa1
and subordinate ideas. )

These descriptions of similarity and differences in discourse, for .
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- example,  between narrative and explanatory prose, has ied to a more :
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sophisticated understanding of how this variabie can affECt a reader'5‘74v*ni~

comprehen51on of a»passage Discourse ana1y51s has sen51tized re- _“'w -~

' searchers to reaiizing that readability of a passage is affected by far SRR

ypnmore than vocabuiary rarity and denSIty, or sentence iength Finding
‘ main idea. is infiuenced by the 1ogica1 organizagionai framework

.inherent in- the passage

The 1ogicai'organizationai{framework inherent in the text repre--- ' -

writing. It may be that discourse structures refiect different purposes

- for thinking, and .thus place different thinking demands upoll the

- . w8 3 - .

Coredder, T T —i”;_; SRR B

Vinacke (1974) differentiates between the purposes for thinking,

~and, relates purpose to use of different processes “Reasoning proéesses

o

‘are tied to a“purpose*or goai'which demands -a soiution tqﬁa task

np]aced upon the 1ndfvidua1 by the environment The imagination prq-.

' cesses on the other hahd are reiativeiy free from the demands of such
3 extrinsic conditions, and are intr1n51ca11y generated Yet.both»forms -

of processes are necessary for “the'organization and reorganization of

- past, 1earning in present 51tuations i (Vinacke, 1974, Pr;7)’.°r what

 Vinacke labels as. “thought®. ., . e o

The writer 'S control impiicit in the organization of thought 9n -

the text and the writer's purpose, may well be the characteristics

_ distinguishing narrative from expository writing (Pee] 1967). - If

consequence of the writing is that of affecting someone thematic

thinking will be- refiected by the work While the writer associates':

= -sents the-writen's thinking. process as: it relates. t5. his puipise for - -

¢

the writing is. bound by no particuiar prob]em and the on1y practicai_,:
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e :maintains cons1stency'and unity with the theme the authQr uses to cqn—,fjf:;i‘
liitrol the connecting of the eiements of the work Such a: form of
writing wou]d seem to be reflected by poetry or fiction where the
,'reader must generate much of the meaning thr0ugh what Vinacke terms as
‘-<intr1n51c, 1maginat1ve thinking v
- The dominance of imaginative thinking compared to the dominance |
of reasoning processes 1nf1uenced by extr1n51c forces wouid seem to
- ~pJace different“strategy demands upon theﬂreaden Ihe purpose of. S -
exp051tory writing, according to Pee], is to exp]ain events in order |
to control and manipulate the environment. The. thought is therefore
" more Controiied by‘the writer~ for. the direction of thought has- -to .
conform to a practical criterion of expiaining events The reader 1s
forced to” use fore- rationa1 thought processes, and his associations
wou1d be controlied not by a theme but by practical criteria a chain
.‘of reasoning which generates a. successfu] action or reduces a problem ~
. to a princ1p1e which makes action p0551b1e. This action or principal
?':might in fact be Tabelled "main- 1dea“ Expianation, in this sense,
carries the purpose of practica1 control through the manipuiation of |
" the env1ronment, for when an event can be expiained it is theoretica]]y;.
and perhaps pract1ca11y, possible to contr01 the event ar make use of
it in a new 51tuation Such a practical purpose for thinking would
necessitate the dominance of what Vinacke'terms as rational thought.
The logical framework 1mposed on the text by the writer would reflect .
‘!%he testing of hypotheses against facts _The_ru]es of Togic and hypo-

thesis testing, if followed by the writer, would place significant

e A L



controi Upon the reader s freedom to make assoc1ations He is bound

— -

‘ by practical criteria he 1s not free to create an 1nf1nite variety .“;d;.;

of assoc1ations, nor does the writer 1ntend h1m to
If the forms of discourse do piace different task demands upon

: the reader, as Peel suggests, thé reader would need to respond by

- using different proce551ng strategies for different forms of discourse'
It is as if the reader and writer bargain for the amount of structure
‘each will place upon the work In narrative writing, the intent of

the writer may be to share on]y minimaiiy with the reader, and aiiow

.33

the reader the freedom and pleasure to persona]iy 1nteract with the D

text makingiiimitless assocjatigns as 1ong\as thex are defensxb]e
within the broad framework outiined by the writer To give the main
idea of narrative, or the theme, would demand of the reader persona1
assoc1atiohs which would. generate an 1nsight that may . be very personal.
Little agreement as to the theme of a narrative work may result,
| especially as the work becomes 1onger and provides the opportunity for
more'associations In explanatory writing, however the 1ntent of the
writer wou]d seem to be one of max1ma11y sharing the message with the
_ reader, for the writer is 1ntent on explaining a principle or solution.
For this kind,of writing, there should be a high~degree of agreement
among readers as to the main idea of a passage |
Uitimateiy, the writer controls the amount of freedom given the
reader, Narrative, characterized by a writer explicit]y stating his
main idea, and presenting few images or associations, is considered
didactic. Writers, such as Shakespeare, who provide the potential for
| S0 many associations and combinations' of associations,'aiiow the reader

the pleasure of reading the work a multitude of times, each time



e Wt S e e e T T P . " Lo

“ o o
v .

P € [ s A n . P T . B ..
- e m e O e _ o - 34
. R E : Lo . . R .

A exploring ﬂew possjbiiities for meaning On the: other hand exp]ana-.n

[

‘Task Demands o DU oL

tory writing may. contain a considerabie amqunt of narrativeoon L;'* fii",

” inconsequentia] deta11 The reader reacts to this kind of writing .‘:?rf' o

< gem B L L

~w1th impatience-for -he, expects the writer to state the pdint as “":’

-

brief]y as possible

The proficient reader learns to expect certain demands created by

" the discourse form He is probabiy more: "1n ‘tune”, and is more able to

adapt to the necessary Timitations of the bargaining imposed by the

writer. Whether the reader can, and does, match his form of reasoning

to that imposed by the writer will affect not only his processing

-strategies but aiso the degree of -meaning the writer and reader share

w -

Tasks demanded of the reader in experimental conditicns have re-

. f?ected a continuum of depth of processing Eariy comprehension,

'fexperiments could we]i be c]assified as non- reading experiments They

ranged from counting Tetters in words to inventing sentences to follow

given sentences While these studies did not adequateiy refiect

,reading they did show that pertinent instructions prior to reading

enhanced thé comprehension and recaii of text (Mistler-Lackman, 19743 . -
Schallert, 1976) Zimmer (1In Furniss, 1979) assesses the effects of

eight orienting tasks on the short term retention of prose These tasks

_were described as:

1. Surface Feature Task: subjects were uninformed of the -

post- test and were asked. to estimate a random number of spelling

errors ‘while reading.
2. Reading Control - Incidental: subjects, uninformed of

the post-test, read as a materials vaiidation_exercise.
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R Reading Control - Intentiona1 subaects, informed of

'7the post test read passages as: carefu11y as’ p0551b1et

4, Superordinate Question Task : subJects responded to T

‘superordinate level multiple choice questions intersperSed

throughout text passages ‘ .

5. Superordinate Statement ReView Task:, subjects used
superordinate Tevel statements following each specific statement
passage, as review exercises.

6. Superordinate'OrganiZer Task: subjects were given

-‘superordinate Tlevel statements preceding passages and were asked

to use them as organizers for reading subOrdinate paragraphs

' 7. Semantic Eva]uation Task: subjects were asked to rate
each superordinate 1eve1 statement as to its heipfu]ness in
understanding or organizang‘a*preceding.specific levei passage.
o 8. Logica1 Eva]uation Task: subJects were asked to rate
superordinate Tevel statements as to whether or. not each statement

was a valid conclusion of a previous]y read statement array

- Following task completion, a 72 item multipie ch01de test was ad-

ministered. The tett performances of the subjects suggested the

upossibiiity of a hierarchy of processing tasks,_the most meaning-

ful beiﬁg number eight These results suggest that task demands'

may affect encoding strategies which, in turn, affect retention,

and para11e1 Craik and Tu]ving s {1975) results "which sustain the '

inc]usion of a contextua1 or processing activity in future mode]s

of prose memory" (p. 4).

r——
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'ImpliCations;From'the'Research:

The overview of factors affecting/the formulating of a. message
suggest that reader and text (writer) interactions need to be studied
to determine how main idea is formulated It also reveals that a
reader S prior knowledge may. affect the strategies used by the reader
'as well as how much information he uses from the text. Since the
logical framework underlying expository and narrative passages may be
different the form of the passage may affect the strategies used by the
readers. Finally, the task presented to the reader may affect his
processing and retention of main- idea ﬂ

- To date, studies have not explored the effects of these task and

form variables upon the processing of the reader What areas have been ﬂ:

‘researched w1ll be reviewed in the next section.

] »? .,Studies on Main Idea

First the studies exploring main idea as a skill will be summariZed;
Then, these studies examining main idea as a process of recall will be
reviewed. Finally, those studies examining children s understanding of
main idea will be related

T

Main Idea as a Skill

- While identifying the main idea of a‘passage’has“historiCally'been
regarded as a significant indication of comprehension, little research
directly examining main idea can.be found. What'Strategies children use
to find' main idea have not been researched, yet strategies for teaching

-main idea abound. More studies related to how a proficient reader under-
stands the gist of a passage s required to ascertain which. of the

4

strategies may be most effective and when.



‘The past research has identified the %1nding of main idea as a

signiffcant cbmprehension'ski1T The'development of standardized tests

:des1gned to measure comprehens1on sk111s automatically 1nc1uded 1dent1-“

-

fy1ng main idea. The ear]y factor ana1yt1c studies, through factor1a1
procedures, attempted to 1dent1fy the significant factors related to

comprehension. The problen w1th this early research is that the stand--
-

.- ardized tests were assumed to ref]ect a valid ‘test of comprehension

Ipso faCto the ab111ty to f1nd‘main 1dea was noted as a s1gnif1cant
facttor re]ated to. comprehens1on (Anderson 1949; Davis, 1944 .1968;
Gans, -1940; Hall and Rob1nson, 1945 Ho]mes and Singer, 1966 Lang;am,
- 1941, Thurstone, 19465 Vernon, 1962). The heavy emphasis on f1nd1ng
'ma1n idea 1n these tests were noted as early as 1926 by Alderman wha
stated that scores on the Thorndike- McCall Reading Sca]e (19?0) cou]d be,
dramat1ca11y improved by prov1d1ng ch11dren W1th dr111 work on vocabu]ary
building, retention and se1ect1ng central thought and author's purpose.
The prob]em w1th th1s research, -it seems,,1s the lack of validity:
what was found to compose read1ng comprehension were the same sk1lls
the reading tests measured. As stated by Davi's (1944)
_ The most important steps in a study that employs factorial
procedures for the investigation of reading comprehension
is the se1ection of the tests the scores of which are to
-be factored. - ‘Unless these tests provide measures of the
most 1mportant mental skills that have to be performed .
during the process of reading, the application of the most
rigorous statistical procedures cannot yield meaningful

or significant results. The significance of this point
can hardly be overestimated. (p. 185)

Because of his concern with. the va]idity of the test itself, Davis
(1944) had a test constructed spec1f1ca11y designed to measure the

sk111s considered most important by authorit1es in the field.

Of the several hundred skills identified by Davis,'nfne categoriza-:
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'tions emerged “one be1ng "formulating the main thought of a passage".
While Dav1s test was an 1mprovement over past examinat:ons, 11tt1e
cons1derat1on seems to have beeq.p1ven to factors affétting\Tain idea
such as 1ength of the passage, ‘the d1fference in task demanded, or the
position in wh1ch,the~ma1n idea was placed. 'Reading tests are still
based on a large number of assumptions, -and their va11d1ty is sti]]
questioned., However these factortal studies were s1gn1f1cant in that
they éstablished- that f1nding the main idea was a ski]] readers were
expected td deve]op | , o _d . .
In the sixties, Iists of necessary skills for effective’ compre-
. hension emerged - Often these were ordered w1th1n a hierarchical |
t:ionomy (Barrett, 1968 C]e]and 1965 SOChOF 1962; Wolf et al, E
‘__1968) Prevalent in these 11sts of sk1115 are: giving a new title for
‘a paragraph, finding the topic sentence, constructing a rebus of that
paragraph, summariiigg a paragraph into one's own‘words, andifindihg |
the main idea of the paragraph. Nht]e systematicforganizations of
skills resulted, these orderiy'presentations represented a precision
beyond what might be found in the actua1 process (CTymer, 1968)
Nevertheless, these skills were - popular with teachers even though these
categorizations such as Spache's (1962) often reflectéd three different
aspects of read1ng uses of comprehension, procedures for teaching
comprehension, and the psychological processes involved 1h reading
comprehension (Simons. 1971). For’ example, Spache-(1953) 1isted four y
_skills. re]ated to finding £L1n idea: (a) under11n1ng key words in
- a paragraph,”(b) offering new titles for‘paragraphs, (c)i recognizing
paragraph meaning, and (d) comprehending main idea as a sum@ation} -

> _
-gf sentences.
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Whiie they may be reiated to finding main idea, the first two do not
ldeal with main idea direct]y They represent a method for teaching

students how to find main idea v The first two ought to be treated as

strategies for finding main idea but because of this maJor confusion

"'in research teachers sometimes assume that teaching this strategy wi]i

automatical]y resu]t in: students being abie to find main idea, Furtber-f' |

: _hmore, finding-main 1dea is cousidered an end in itseif rather than a

Pt

'meansrto an end. Finding main idea on1y aids the comprehension of the

‘gassage. These 1isted skiiis have, furthermore 1ed to confusion in

eva]uating the ski]] Nhat are commonly measured as "process skilis"

'nhave not been researched adequateiy The claim that they can be

» separated and tested has not been borne -out’ by the 1atest research

" which describes the psychoiogical processes

S In conc1u51on the enumeration of 1ists of skiiis reiated to -.'

/":reading comprehension has done 1itt1e‘to provide an understanding of

how finding main idea re]ates to the comprehension processes The»~

ski]i has remained giobai in nature, and has been perceived as process,

ig'product or procedure for teaching comprehension but the reiationships

among the three have not been considered _ .
Present research has attempted to use an introspective technique

to study the mental activities invoived in finding main idea These

_ research studies represent a change in perspective from perceiving the

:”,:people process information ‘to find main idea o "n' ‘_;i

i_Main Idea as a Process of Reca]l _~f o ‘_ﬁ' S

| .jidentification of main idea as. a skiii or product to understanding how

A series of recent studies have reiated to children s aﬁi]ity to

®
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extract the maln theme of prose passages (Brown and Sniﬂey, 1977

S

-’ . .
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!/»

'Brown, Smiiey, Day. Townsend ‘and*Lawton, 1977?51“i1ey, Oakiey, Horthen,
._Campione and Broun 1977) As Broyn and Smiiey state: ' '

Extracting the main idea is clearly an: essentiai information
gathering activity, and the. abiltty to glean the main mes-
sage, to the exclusion of ndn«essentPat detaiT; must be a
naturally occurring ability given, of course,. a reasonable
match between the complexity of the message and the re-.
'ceiver s current cognitive status. (1978 P ‘106)

If effective reading invo]ves the abiiity to extract the essentia1 mes-

~

~ sage and discard trivia, then insight into whpt effective readers regard

'as tr1v1p and as important information might - prov1de insight into the

process To date ~when chiidren were. asked to reca11 text, they have

. been shown to be sensitive to the 1mportance af text sections and while

'oider ‘children recaii more thaw younger ohildren chiidren in grade ‘three

use an adult- iike pattern of reca]i (Brown and Smiiey, 1977) The meta-

cognitive awareness of what is important however, seems to be deveiop-

_;ﬂemental for different age groups of students asked to rate the importance

of textual elements to the theme of -the story were abie to. carry out the
task at differing leveis of complexity Col]ege students were able to
separate the units of text into the* four Tevels aiready 1dentif1ed by
other co]]ege students Seventh graders could separate iow and medium
'ieveis Fifth graderS'were ab1e to iso1ate oniy the most important units:

from the remaining three, but third graders ‘made. no re]iab]e distinction

‘between levels of importance. The concius1ons of these studies suggest
a deveiopmenta] aspect re]ated to finding main idea. As chiidren mature
ithey are better able to identify the essentia1 orgenizing features and

. crucial e]ements of text

These studies, though are fraught with experimenta] design probiems,

and what may be reflected is a developmentai change in perspective as., to

./:‘

Pres
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what is important or the recall of actions as opposed to descriptions

—

Most serious. perhaps, is the assumption that regiii of passages

_measures comprehension rather than memory, or that a Titeral recaTi

. of a passage ‘represents_the processing of the main idea of the. passagp

For exampie, Schmid and Kulhary (1981) in studying why organization
- for recaii was based on theme noted that giving the reader the task of
'searching for theme 1nterfered with h1S reca11 if he had troubie iden~

tifying the theme Such resuits may be refiecting the use of different

rd

- strategies and processes in recailing compared to comprehending or

understanding the passage ~ The results of such studies on reca11 may
not necessar11y refiect the processes and. strategies used in compre-
hending Further research is required to determine if similar resu]ts o
occur when a different way of tapping comprehen51on is used More in- ;
sight into the coordination of perceptua1 recognition, comprehen51on,
and memory (W11kinson, 1980) is requ1red Tapping what the reader does
and why, despite the many problems with introspection is essentia1

While the studies indicate that readers seTect and recall theme--
relevant material (Binet and Henri in Theirman & Brewer 1978; Korman,
‘1945 Christie and Schumacher 1975 Brown and Smi1ey, 1977), whether p
they perceive what is important in the same way 1s yet to be determined.
-For- example Richart's study (1980) revealed that when a child and an
iaduit are given the same perspective for a task such as viewing a
passage from the eyes of a-burglar, chiidren and aduits both choose. o
h simiiar ideas. This study questions the deveiopmental nature of finding ,
important information It may be that. ‘children have an abiiity to
choose what is important but - their seﬂse of what is important is

.differentv No study to date has interviewed chiidren to find out what



s important to them and why

Studies on: Children's Understandi;g of Main Idea '

Experimental investigations into children s understanding of main
idea have dealt with primarily the examination of Children's classifica-
tion of. the relative importance of ideas 1n a passage In alt cases

\ children listened to the passages and then ‘were asked to do one of the
| following tasks .
1. ‘recall the‘passage.

2. cla sify the information as td its importance Tevel.

3. describe the main idea of the passage in their own - ////

-

words; _
From thlS information researchers have made conclusions regarding
developmental differences in: finding main idea
Three maJor studies examined the incidence of main ideas in the

recall protocols: of children Binet and Henri (1894) noted that when
children recalled the prose passages of varying lengths to- which they had fiﬁi
listened the 1Mportant 1deas were better remembered than were the less
important ideas, regardless of the children S age. Korman (1945% in g
similar task concluded that ideas related to the theme of the" story

: were more frequently recalled than were those less related Christie
and Schumacher (1975) noted that recall was better for those ideas
Judged theme releVant The questien of whether all children, even kin-
dergarteners, can differentiate main ideas from details is still not

: answered however The studies used "rigged" stories and as Brown and
Smiley (1977) have observed the theme irrelevant ideas were not details

~of the stories but - deliberately introduced irrelevant 1nformation ‘To

conclude “the above studies seem highly suspect | o i\; o

it



In an endeavor to overcome- th1s prob1em Brown and Smi1ey (r977)

used an approach adopted from Johnson (1970) in which ch11dren were
\asked to c1ass1fy the 1nformat1on with1n a passage as to 1ts 1mport-;
ance level. The. fo11owing procedure was used _’

' 1. The passage was div1ded into units correspond1ng to points
at which a speaker would pause T S N

2. Raters were told the un1ts differed in terms of their
1mportance to the passage ‘and that some units could be omitted
without disturbing the . essence of the passage
3. Units were classified into four 1eve1s of structuraW import-
ance. . ' _.‘_ : T
_ Johnson s study noted that the- higher ‘the unit was rated, the more
1ike1y it was reca11ed by college students )
Brown and Sm11ey (1977) used the same approach to determine if

»these results app]ied to children as well. Again, in both- studies
the children listened to the passages and'then~reca11ed the passages.
Bronn and Smi]ey,conCIuded_that while strUctura] ratings seemed to be
an 1mportant'pred1ctor of reca]1, six year o]ds'coufd not differentiate
vbetWeen “the four leVels of -importance. While the most: 1mportant ideas
were reca]led the best, these studies do not estab]ish that young ch11-
dren can deliberately identify the main ideas of a text. Of significance
115 the observat1on that the 1mportant idéas were usua11y actions while
7'the ideas of lesser 1mportance were usual]y the static descript1ons
It may be that “memory for events and actions may be the point of
significance. affecting the results rather than the 1mportance of 1deas

Bart]et (1932) and Gomulicki (1956) have-noted that actions are better
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HrecaQTed’than static descriptions. It may also be that the very

nature of what a chi1d considers important may undergo deveiopmentai

changes Stein and Glenn (1978) noted that while first graders

generai]y focus on consequences of actions, fifth graders focus on

'_goals of the characters in the story  Whether’ information is considered

important because of 1ts moral va]ue or because 1t serves as an organizer-

~ that faci]itates the recall of text may suggest a deve10pmenta1 issue

" that requires consideration (Metamemory Brown, 1975b;” Fiavei] and

We11man 1977). These studies lead to the question of whether children s

: sen51tiVity to main ideas are beiow the 1eve1 .of awareness. It may be

that se]ective attention to important ideas occurs automatically during

the comprehension process, but that the overt identification of these

elements requires a more conscious evaluation of material that occurs

only after children attain know1edge about their own cognitive proceszes

To determine whether chi]dren were, in fact, consc1ous]y aware of -

" the differences in the relative importance of information contained

within a passage, Brown and Smiley (1977) asked students in grades 3,

5, 7 and college to perform a structural importance rating task Their

f resutts suggested that_third graders were unable to differentiate.the
levels of importance; fifth graders'couid separate'thethigh 1eve1 from

. the remaining three; and seventh graders could differentiate the first,

the second and the third from the fourth, but not the second from the

third The college 1eve1 cou]d differentiate a11 four. Nhiie this study

suggests deve]opmenta1 changes the conciusions of the study are suspect

Because of material comp]exity, the rating task was too difficult, and

the units for recall were too small. Thus the question of whether chit-

dren are consciousiy aware of differences of reiative importance of
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information within a'passage still.remains‘unanswercd.

The 'Relationsh'ip Between Past Research

The overv1ew of the studies undertaken indicated that the research

on main idea was fraught with problems Research had been carried out

with prose passages or with story passages but no study had compared the

differences between the two. Neither had the effects of length on the

underlying organizational structure of passages beeh observed Further-A

more the studies asking subJects to distingu1sh levels of importance

assumed that there were levels q; importance contained only in the text:

apart from the reader ‘No~ studies had investigated the reader s per-
‘sonal Judgement of importance or non- importance or why he perceived
information to be such In that the formulation of a message was ex-
plained to consist of 1nformation from both reader and ‘writer, to omit

‘

the reader invalidates the results of such studies Lastly, studies

vasked children to recall passages they had Tistened to. The results of E

these studies cannot be assumed to apply to the process of reading

/

The present study was de51gned to study the effects produced by the

variables of task, idea structure form and length It was also de-

signed to produce insight into the reader S processing of information to

determine what the reader finds important and why. and to describe what

strategies he uses to find main idea, or 1f these strategies change when»‘

the variables are manipulated ‘The results of this study produced a
base. upon which further research could be developed ‘Most significant
was the results which proVided insight into the meaning underlying the

label "main ideaP : A plethora of definitions had previously confounded

~ o,
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what was actually being researched, and whether children's definition

of main idea was 1n harmony with researchers‘_definitions of main idea.

Chapter Summary -

This chapter outiined sa]ient information from past research
which affected the present study of main 1dea Several major factors
were stressed.’ The first was that main idea was not contained in the
text, but was a formuiation produced between the writer (text) and the
_ reader. Secondly, the reader s prior knowledge and his learning of
new information from the passage affected his abiiity to infer meaning
as well as his strategy use. A]so affecting his formu]ation of the
_main 1dea was the 1ogica1 organizationai framework underiying the
passage ' '
| While these factors affected the formulation of main idea, Tittle
concern for them had been noted in past research reiated to main idea
A consistent definition for main 1dea1couid not be found, nor had any

researcher investigated whether -the children' s definition of main idea

matched the researcher's definitions. Past studies had not 1nvestig§ged

the effects of form, structure task and length variab]es on the pro-
ductions of main idea. nor . had any investigated the effects of these
;variables on what subjects considered to be - important and nons important
information Previousiy, the assumption had been made that what was
important couid be determined without . con51dering the reader s persona1
perception of importance ‘ |

The present study was designed to observe how the aforementioned

variables affected the.main ideas provided by subjects, but it also

investigated through in-depth interviews what information children found.

46
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* important and why, what strategies they used, and what definitions.
for main 1dea they possessed The next chapter will exp1a1n the

design of the study, and out]ine the stages of the research

!
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w . | CHAPTER 3 -~ 7 |
THE EXPERIMENTAL DESIGN C A

This chapter wili describe the de51gn of the study, and outline
" the procedures that wgpe—followed in determining the sample, in select-
1ng'tﬁe materialiggin formu]ating the questions designed to test ma1n~
idea, in administering the test.instruments, nd in scoring the test

responses and C&téQOPTZlﬂg the in-depth interview responses The first .

section w111 provide an,'ﬁdlview“of the design of‘the study

e TEE C T e
. EREEPWEY o B
0verv1§$ﬂof,the De51gn S e

.The studyvconsisted of two major parts' Part one involved a
statistica] ana1y51s of data designed to study how three text re]ated
factors (length, form, idea structure) and a task ng:or (produce, |
recognize) affected the subjects formu]ation of the main idea. A four-
way ana1y51s of variance was used to determine the effects of the main
variables and their 1nteractions Figure 3.1-111ustrates the design ofeu
the first part of the-research. ‘ _ |

The second half of the study consistediof the analvsis ofithe'
responses of‘thirty-two subjects who had been interviewed by the
researcher.. This part of the study was designed to pravide insight into
-~ the subjects conception of ‘main idea as well as into their use of -
context and strategies to find main idea Lastly, the researcher :
defined the term "main idea" on’ the basis of the insights gained from
the study.
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~ Figure 3.1

The Effects of Form, Léngth,vStructure
and Task Upon the Formulation
of Main Idea.
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Stages of the Study

Stage one involved the preiiminary planning and. piloting in order
to determine the passages and the questions that would be used in the

major study. Stage two invoived the administration of four tests to a:

50

total of 240egrade six students. Each of the four tests was administered

rﬁtoiSQfstudents Stage three involved the in-depth interviewing of 32
grade six students who hadvnot taken one of the tests. The passages
used in the tests were the same passages used for the in-depth inter-_
views. A1l student ‘responses were recorded and later transcribed The
final stage invo]ved the anaiysis of the data and the categoriaation of
the responses received during the interviews v

Each of these stages: wii] now be described in detaii The selection
of the Sample and the reasons fOr the selection will be expiained in the
Rnext section. | '

The Sample

In tota], a sample of 310 sixth graders was drawn f}oﬁ ten suburban
and country schools within the Coﬂhty of Strathcona-No 20 and the Red
Deer Public School District No. 104 0f the tota1 sample, 38 subjects -
were used to piiot the passages and questions, 240 were administered
the tests, and 32 were interviewed during the in-depth study. . |

Two school districts were seiected to offset ‘the effects which
may have been generated by county-wide objectives which stress or do
not stress the teaching of main idea in all of the schools within the
system. The two school districts also ensured that the subject had

been taught through a variety'of‘programs from a number of prescribed
;Aiberta series, '

A
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The schools chosen were Selected“because they represented different
geographic and: socio -economic areas served by the e1emen§ary sch;o]s in
the systems The schools were seiected by the researcher upon consu]-,
tation with the Red Deer Language Arts Coordinator Two schools, one. -
country and one urban were used to pilot: the materials in order to
produce as wide a response as might be represented in the study. The
six schools selected for the statistica] study permitted a random -

sampling of subjects which served to offset as. much as possible the -
teffects which might have been produced by reader~re1ated variables such’
asﬂverbal and cognitive abilities, sex, attitude and reading profi-
: ciency The random sampling of c1assrooms minimized the effects of
confounding var1ab1es It provided for the controlied study of the
effects of 1ength task idea structure and form upon~€he scores
achieved by the subJects

The tests were completed by 241 students 1in eight classes ranging
in size from 28 to 31 students To ensure the comparison of equal
samp]es. the researcher accepted the first 60 papers of each test
administered Because 61 students wrote the C test, the last paper in
the group was ignoréd Thus, §O subjects wrote each .of tests A, B, C
and.D, resulting in»a-totai sample of 240 subjects.

‘The.remaining.32 stUdents who were interviewed in depth were
seTectederom one country and one urban school. Only proficient and
very- proficient readers were selected for the in-depth 1nterviews To

explain what metacognitive strategies they used may have been a dif—
| ficult task for grade six readers. Also, non- proficient readers might

have been proceSSIng information at a. 1etter or word leveJ. inhibiting
&

"their attention and memory of information at the sentence and discourse
. | - . P
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1evels (Craik and Lockhart 1972) » .

' While the statistical part of the study focused only on the

RN

answers provided by the subjects, the interviews prOV1ded information

regarding the process used by subjects in order to find main idea It

L)

was imperative that subJects who were not afraid to vo]unteer their -

- ideas be chosen. Therefore the teachers from six classrooms were

asked to identify their best readers. These selections were corrobo-

—

rated by the reading scores achieved by the subjects on the reading

section of the Canadian Test of. Basic Skills, administered in May,

1982. One subJect who had been seiected by his teacher was not inter-

viewed because he scored.below the 50%ile on th% reading test. Another
student was.identified and interviewed The doub]e check system for .
_determining reading proficiency served to.ensure that the 32 seiected
were deemed best on two accounts rather than merely one. Table 3. 1

outiined the scores achieved" by the subjects on the Canadian Test of

Basic Skills. | e

The results of this study are 1imited to’an insight into the work

of .grade six students. Si»th graders were chosen because past re-

’

searchers had ascertained t.”tkwhile seventh graders/were able to

explain what strategies they-used to find main idea fourthﬂgraders

could not. Grade six subjectsvwere chosen in order to determine

" whether they were mgﬁgpbg?itive]y aware of why the context they used

was either importan; or non-important. Also, grade six represents the
&

final e]ementary year in the students' first: stage of school. What a

student's conceptiom;of main idea is, and how able he is to formulate

it immediately prior to entering junior high schooi would have impii-_ :

-cations regarding the junior high curricuium

~
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Grade six students were also chospn because they have experience
reading expository as- well as narrative passages. Harris and Smith- f, .
(1972) and Karlin (1975) noted that upper elementary students are sub-;’

fdected to content area reading more so than are primary students who ol
{are mostly given narrative Grade six sUbjects have had practice

finding main idea for narrative and expository passages |

’ _;- For these reasons. and because children generally by the age of
~‘ten toitwelve are. capable of applying the inferential processes and
,abstract thought demanded by the tasks in this study (Rawson 1976),
h'fgrade six subjects were selected Further research could administer f o
the same tasks to subjects of different ages and grade levels to deter- N

A

;mine the developmental nature of a subJect 63 ability to find main idea.

g . i_'_ : _Test“InstrumEnts

) In order to attain the information required fbr the statistical
. analysis, four separate tests Were designed to provide for. samples of
,leach of the variable combinations These tests were comprised of eight-f
experimental passages (fbur fbr~Tests A and B four for Iests C and D)?j»
The tests will be described in detail under "Design of the Test Instruj-‘l
ment". P “ : S o '
' For the in-depth interviews. questions were designed to tap the i{ﬂ;fr\:-t
Tprocessing undertaken by the subjects in formulating the main idea._ e j
TrThese questions will be outlfned under the section on. formulation of the :'; '

'7questions.,

Lastly, the Canadian Test of Basic Skills was used to corroborate |

-the teachers selectionsqu proficient and very proficient readers..u]f]d~



The next section will describe what passages were selected for the
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study, and how they were selected ¢ It will also discuss the construction L

of the questions used to elicit the students responses to the passages

Passages
Eight experimental passages ‘were’ used to answer the research
“questions developed ‘for this study., These passages Mere selected to -
: represent the various combinations of the maih variables, length form,<

sstructure and task

= .‘ >

Four of the eight passages represented the narrative form and four ii

-represented the expository form. Two. of the narrative and two of the g
;expository articles contained a structure that explicitly stated the
main. idea the remaining two samples of each form contained a structure
,~:which implicitly stated ‘the. main idea. Lastly, fbur of the passages
.were short, hanging from lll-lzo uords “and four were long, ranging
| from 609-700 words._ o : | E f” Lo
The passages were established at a grade 4.5- 5 0 reading level

vaccording to the Dale-Chall Readability Formula. This reading level
was approximately one grade berowvthe subjects grade level This ‘_
:reading level was used to ensure that the complexity of*the language |
.patterns and vocabulary did not interfere with the processing of the .
'-’subjects and confound the effects produced by variations in length
=form, idea structure and task A description of the selected passages :
is given in Table 3. 2 | o | | )

{v The eight pas\ages presented information which all grade six subﬁects
'?would be familiar ith in order to minimize the effects that passage

'ftiunfamiliarity woul' have on the readerfs use of background knowledge- -
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A Description of the Experimenta] Passages
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" TITLE ' FORM

. STRUCTURE"

/LENGTH'V

READABILITY

“LEVEE
GRADE

The Faithfu] Dog NarratiVé‘

: Tak1ng the Plunge

Lily ja"*%ﬂ‘k,Nhrrative]

- Mary Jo s n ST
- Responsibility

N

An Interesting Expository

Story
. Keeping,cool.,

a Chimps and Humans Expository

«Tricky Tongues _'

Implicit,

Inplicit,

 Explicit,
Implicit,

Impl cit,

/Explic{ts
.Exp1iciﬁ,

Short

‘Long’

Sho}to

Short

Short

Long |

© 120 wds
-700 wds
700 wds

rlzovﬁds

'}GOO wds

111 wds

Loﬁg .

600 wds

's74i5, i

4.5
g0

5.0

4.5 |

5.0

*



e

57

. :"The Faithful Dog" relayed the story of a faithful dog sav1ng a child s
:life {"Taking the Plunge" told the story of a young girl involved: ina
_;‘swimming contest ﬁ%ﬁly“ reflected a day in the life of a young girl
”when everything went _wro, and "Mary Jo s Responsibility" reflected the
'difficulties of training a puppy. . Of the expository articles, “An
: Interesting Story" explained the origins of two words ahd "Keeping
Cool" explained how' people found -and ;tored ice throughout history. ’
"Tricky Tongues" explained the many uses and shapes of animals* tongues
and "Chimps and Humans" described an experiment using a chimp and a
human baby These passaées were selected from twenty four passages
_ that were piloted and are located in Appendix A | ‘ '
How familiar the subjects were with the passage information was |
| judged on the basis of a pilot study This process of passage |
selection will be outlined in the next section. o

Selection of passages and formulation of questions. In“order

to select appropriate passages which the. subjects found interesting
: and were able to establish the main idea'for two pilot studies
B were undertaken._ Since the studies were also used to test the questions
| designed for- the study, the formulation of the questions will be '
-explained as well |
vPilot-study one. Pilot study one, undertaken .in October 1981

[

'j'was designed\to ascertain whether the narrative and{the expository _
<forms of writing affected the student s ability to find main idea and
the strategies he used ‘ '

Previous studies on main idea had omitted testing this variable

'Yet Furniss (1979) had described the different structures underlying N

fﬁth B :."_1' o S \\~7//. :



Toa

. 58

story narrative" and. "descriptive informational" passages ‘vHer .
‘description of the narrative story structure was - 51milar to that off..'
Rumelhart (1975) Thorndyke (1976), and Stein and Glen (1977) Her
description of the expository emphasizes the lack of plot structure;
-‘Rather a series of attribute statements which were concrete and tem-
porally ordered were contained in the.structure. This pilot study
attempted to determine whether these differences in structure affected
the subject‘s formulation of main idea. ' ‘
A ‘further purpose of the study was to test the questions which

had tentatively been devised to tap':he subject 3 thinking during the
~in-depth interviews. Also the researcher wished to’ explore what ,'
fquestions might best be used to ask the student to find the main idea S
- 0f the passage | _:4 S
| Lastly, what technique could be used to tap the subject s proces- o
sing without interfering with that very process was a concern of the : _
researcher This pilot observed the subject's behavior when he was - ﬁr;f
asked to underline the. parts that were the most important to him ) ?é&hh
The underlining occurred-after the subject had stated the main idea
and explained what general straﬁ;gy he used | '1
' Hhether grade sixsstudents could perfbrm the tasks demanded by
the study was: observed Six sixth.g aders who were profieient readers |

'were chosen from two classrooms in the County of Strathcona No .20,

Two short passages one expository and'one narrative. were used.
"The faithful Dog" contained a. plot structure and implied the main
'idea. "Tropical Fish" explained the steps for raising fish Each .,l
passage was rated below a grade five to six level of difficulty They

3.

J;



59

‘ were assumed to be easy reading material for sixth grade proficient
readers R | | ) ‘ ’
Each student was individually interviewed Prior to the processing
of the paragraphs, he was asked '"Nhen your teacher asks you to find
the main idea of a passage. what is he asking you to do?“ Upon answer-
ing this question the subject silently read. the first passage and
immediately wrote down. the main idea He was then asked to underline
- the information he found most important in formulating his answer He_
“was then asked to express why the information he underlined was impor-
tant and how:he used the information to help him’ produce his answer.
Next he was asked to explain why the information he did not underline .
. was not important. The researcher was interested in this aspect of ‘
l" the research since other studies had ascertained that context was
| important and distinguished the good reader from the poor reader, but .
no- studies had determined what part of the context was considered
relevant or why Upon completion of passage one, the subject processed
passage two' in the same way - L B .
- The researcher experimented with a variety of questions which had i .
been designed to probe the subject s thinking, such as: |
L. Tell me everything you can. remember about- how you found the
main idea. LT - o ’ ‘
w2, th did you underline that information? How did it help you
| find the main dea? . ,
‘3. th wasn t this information important? |
‘The researcher wanted to use general questions which promoted responses o |

but did not lead the subje‘q: The responses were recorded and- trans- :



- been importan

'cribed ' . . v o
| The responses given by the students suggested that the proposed '_
- study was feasible, and that the narrative and expository forms j.
: influenced the strategies the reader used to find the main idea. Thef"n
techniques of underlining important information provided a frame for
- the discussion of what was significant without the discussion inter-
fering with he subJect S immediate recall of what infbrmation had
<t Even though this information may not be what he

, actually cued upon while reading. the SUbJect s explanation of what he
. considered important after reading helped explain the ba51sqon which
" he chose his answer. '

The preliminary study also suggested that re-reading and re-
considering what information was important was a strategy used by
R vsubjects when they found main idea.‘ To tap what processes were occur-“
ring only during a first reading would not have’ provided insight into
the changing dimensions of context which occurred during and after
the first reading. espdﬁ}hlly when the reader was given a multiple
choice question to answer Finally, this preliminary study indi-
cated that grade six students were - capable of explaining their
reasoning to the researcher : g .' ﬁ

Further-refinement was*needed "however Only two passages had
been used in pilot one. The researcher needed to explore the effect
produced-by materials written at various grade levels. and ‘to select |
‘ the materials which seemed most interesting and successful |

Pilot study two. Pilot study two was designed to choose the '

. eight most successful passages from. twenty-four which had been selected -



It was alsﬁygenerated to provide information on whether the inclusion »

',‘of the title with the passage affected the subject's proceSSing

B ~Lastly, what wording for the questions asking the subJects to find main

idea best encouraged a student's responses yet not interferfng with

them, needed to be ascertained

n selecting the twenty—four passages for pilot two, the research-‘

- er confbrmed to the following criteria

1. short passages were 111 to 140 words in lehgth A\
2. long passages were 400 to 700 words in length o _
3. the reading levels were grade 4, 5 to grade 6.0 in reading
- difficulty according to the Dale Chall Readability fbrmula
4. the topics of the passage would probably be common knowledge

to most of - the subjects. , | ‘ '

,; S. the passages were interesting and were written by an author
| ﬁor a particular purpose in contrast to being written by a researcher :

_ for the purpose of an eXperiment

These criteria were used as the base for selection because they
presented variables which might confound the effects provided by the \
dependent variables in the study. Varying lengths and grade levels
would’allow for vocabulary and syntactical structures of various |
complexities which would influence the strategy use of the reader as

well as his success in finding the main idea On the other hand,

: ‘passages written by the researcher may not reflect the actual process |

f' occurring when a reader reads in an everyday situation compared to an

61

experimental situation An attempt to balanCe these interacting varia- N

bles was made.,f



Lastly the balance between familiarity with the information being
presented in thevpassage yet not uith~the'passagelitself'needed to be'
| maintained ‘The amount of context- used from the text ‘could be altered
by background experience. The difference in ‘context use could be
estiblished with a later,study, if the pattern of<use with familiar
materials'were first established Also, the reader s strategy use

might be obscured if. he found the passage too difficult ..On the other .
hand the passages needed to be new to the reader S0 that his memory of
: f a. past reading did not alter his use of strategies or context The _
subject might also find passages he had read before uninteresting and
v not be motivated to carry out the task. whether the passage was inter-
_esting was, therefore, another criterion requiring testing |

The twenty-four passages which were. selected are located in Appendix

These passages were chosen from %?e Hars II SRA Reading Laboratory 7
_Kit because - _ "
1. ‘the passagesfhad previously been chosen by the company
'-“to :appeal to the interests of students at the Division II level
‘ and those chosen were considered by the researcher to be the most
’ interest)ng of those provided -
2. the readability-of the passages and length had already
been determined through the application of the Dale Chall fonmula
the producers of the kit had selected articles from various |
_magazines such as Ranger Ric These were passages composed by -
Writers with the interests of the reader in. mind They were not

contrived passages,constructed for the’ purpose’of an_experiment.

b



iThey therefore contained a_variety'of_struCtures and vocabuiary asf
) would be found in the writing students wouid'normaiiy be inxcontact
-with, | o |
4. the kit contained ampie examples of both expository and
jnarrative passages with the main idea expiicitly or implicitly stated
.S. the students from both of the counties were probabiy not
familiar with the passages since the use of kits is discouraged

in both areas, but. the passages ‘were similar to materials to which

< -

_ the students might have been exposed e ;,-“. . ot
6. the passages were recentiy written and related to the
lives of grade six students SRR R ‘_G@ "

4 Y.
of the twenty-four passages seiected, each passage type required for

", the main study was represented by four samples The variation in ;

) grade Tevel was used to determine which reading difficuity would =~ ) ﬁ

]

generate the processing for the mafn fdea without frustrating the
subaects. The® description of the passages which were pi]oted is
given in Table 3.3. ,' > '

M , Lo . -

‘ Piiot study two was aiso used to determine the best structure
for the questions which were required to tap the main idea for each
Ipassage, and for the questions which were required to prove the sub- _
‘Ject's processing of text during the in-depth interviews. Nhiie X
~reading examinations often use a° variety of questions to determine |
a student s abiiity to seiect main idea. the questions themseives
may encourage the use of different strategies. thus producing a |

different processing of information Because this study was examining



~

Table 3.3

5.0

. S .
A Description of the Passages Used in the Pilot Study
AN : . — —
[PAS'SAGl"*’\-_. FORM “STRUCTURE LENGTH _GRADE
: keepi;g Cool | . Expository f._imp1icit ’ Saolwds 4.5 |
‘The Hamburger: The Dish éxpositofyl'w vimp1icit. 766 wls 5.0 -
That's Been Eaten With - C . '
‘Re]ish : -
What {s Lightning - | Expogitory. - Implicit 500 wds ; 4.5
Besides Scary- : v S |
Behavior df‘Crows. Exposigory | Imp]icit- 116 wds 5;0 :
Rattlesnake! | | Expository iImp]icit: - 140 wds 6.0
An Interesiing‘Sfofyfil '\Expositoryt_,uxlmbliéit ~120 wds 5.6
‘Tricky Tongues fiExpository | ~Exp1icit _Tiu§Q0'wds 4,
Tfaining the Séﬁsés o Expository ‘Explicit j706;ﬁd$ .~f5.
Bats. | | Expository >~ Explicit, jSOQAw&s;;.. 4;5
.Mothers Don't Always , Exp&siiory T Explicit : 120 wds.:} 5.0
Care : ' . ' B ‘ — B
~ Finding Ou_t About Words Expos ftory CEXplicit 111 wds 4.5
. Chimps and Humans | ExpoSitory‘ Ekblicit 120 wd#; : 5.'
','A Baker and His Neighbor Narrative Implicit 800 wds 4
',Taking the Plunge _Narrativé Implicit ~ﬁ700 wds 5
Rgindeer.winter o Narrative Impiicit_' 700 wds 5.
The Faithful bog ‘Narrative Implicit 120 wds 4.
Turtle 'Nar;ative ~Imp]icitf{3' 1§5iwds. 5
Capturedl | ‘vNarrétiye; B Eﬁpiicit‘ J"BOO’st 4
Mary Jo’s Responsibility Nafratiye‘-' ;Exp1iCit9: 700 wds - 5,
The Fisherman and the Narrative Explicit 60d wds 4
" King's Chamber]ain L B
| :'Li]y ; Narrative - Explicit = 133 wds
‘Ant " Narrative 2EXﬁliciti 114 wds

a5

oo 'w o

. L .
(3] o (3, o

P
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3
) A _ o L
'the:process,‘the question had to remain~constant for ‘the production
task andjfor the reCOgnition task; The piiot investigated the resuits
2 produced by the use of: the foiiowing stems in the multiple choice
: questions used in the recognition task~ ‘ )
1. The title that best describes the most important idea of
this passage is: -~ L .
2.t The best titie for this passage is:
'Choose the best titie
ThiS‘article describes-vﬁ
.' This passage mainiy tel]s tbat

3
4
5
_Gt"The main idea of this passage is:
7' The sentence that best teiis what this passage is about is
8

8. The title thﬁ% best describes the main 1dea of this
| passage}is:~ | ”
~ ;9. A title that best describes what this passage is about is
10. This story mafnly: S \-
i 11.‘.Nhich sentence best describes uhat this story is about?
12. Hhich of the foilowing titles best summarizes what this

story is about?

-

13. The title that best. describes( what this story was meant

" to tell you is: | |

'7:-16;' This title s meant to show ) you that o~
15. ﬂhat is the author s main purpose in writing this story? |
16. What is the main idea of the story? : "j ) ‘;* | L*Q‘
17. Choose the sentence from the story that best summarizes

S e

v

. . . . et ) .
. . ‘. N - . . . . -
o . y

<«
-
.
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a]l of the details 1n the story S v
18. Choose the t1t1e that gives the moral of the story
19 This fable 1s meant to show you that p
.'féb; The: tit\e ‘that would best reveal the moral of this fable
would be | | '
'Similar stems were prepared for the productfon questions- _
1. Hrite a title that best describes the most 1mportant idea .

of this passage

2. This article main]y te115 o 4. - . | -'; o

3; ﬂrfte a title which best explains to the reader what th1s g

. article 1s about R v',;_ ,if,}_: N ;zg;?-
4, Hhat is this story a11 about? - R .
Write a title which best describes what this story is about

This article: main]y tellssthat : : L .

5.
6.
Y A This ppssage ma1n1y te]ls ypu that
| 8. . What is the best. title for this’passage? )
9r what do you think the author was trying to. tell You in thts
passage? | e 4 |

10, This passage 1s main]y about Coe e - .

11, The sentence which best tells what this passage is. about

e

fs

lé Hrite a tit]e for this passage and teT1 how your title\
‘ 'descr1bes the main tdea of the passage

13. The most 1mportant statement in this paragraph is
’ ' 14 This, passage mainly says that




“?Fftg_iathjuhat is the purpose of the tit1e? e L
L '~19;;[Hrite a title that best describes what this story was meant:.f:"'

S 21 Teli in your Own words what you think the lnora'l of this

v

)\“

in each pachet‘ -

15 Hrite a tit'le that best describes what this passage is about

o 15 "'_“""te a tit'le which describes what this stor.v is main'ly f

o 17".;-,_5";iirite a tit'le ‘that best sumarizes what this story is out, -~

"zo“-.,_‘ Hhat 1s ﬂGTnain idea of this story?

story i s

22 After reading the story you can conc‘lude that v~

2 A title t'nat wou]d reveal the mora1 of this story wou'ld -

Nhiie many of thelquestions were similar, the researcher was concerned
that onq word could change the intent of the question as'ivt. was in- ;;

terpreted by the reader. Also many of the questions were.,designed to

' observe the effects of using the title with.the passage, for some of

the tit‘les reﬂ-ected the main idea of the passage, a/ng,migﬁt&'have
af‘fedted the use of different strategies just as varying the ques- -

tions might have O A . L AN
The 3esignated question was then ‘placed under the appropriate

passage The passages uere arranged so;that four passages were p‘laced

ﬁic" packet Cont" ned: two;": narrative an:' two expo- e ".T",f:'




ffetwo answers. el

The packets were distributed to»thirty-two grade six students

“;lfin one classroom in the Countyrof Strathcona No. 20 The class

_ﬂ3j7represented a. cross-section of good average. and poo? readers._gfhe*“

u‘¥'could and to star which long passage and which short passage they

-, “found to be the most interest.ing They were also told to write a

‘bipreviously. Each teacher was asked to time the student who required

,‘the most time to complete the task ,"ip" ?"1_1 .J'fi'{ Jf' ;Vf-=5f"‘

’
L3

The responses to the passages are listed in Appendix B These .

o responses were compared for each passage and across passages 5Tn _f;_
“ ‘ i L

f'Aorder to determine the acceptability'of the answer. criteria were

p7criteria.:, fﬂgf.t ggg'f, | ft.;“1g§a;,

S /
the passage title as an indication of the subject s grasping of

| '.main idea was ineffective in the production task especially, fbr it SR

.hn;allowed too great a range in the reader's interpretation of the
i}"task Some readers produced a key subject hut others produced

" N”che generalized statement about the subdect. Still other subjects 5-"'d:.

_ | 'produced both subject and the generalized statement made.r Because
:“.4'such a question did not limit the task sufficiently, a deciSion not

- to use it was made by the/researcher-f,,"ﬁ ,:f';3_&'jz”ﬂiff:f‘n”"3'“”t

‘:f”ffstudents were directed by the teacher to- provide the best answer they::_'

.i'_"note stating they were familiar with the passage, if they had read itf:f_f,.

ff.i_wgenerated to award points for ‘the’ answers Table 3 4 outlines these_i,yi_,,ﬂ_;

The results of the second pilotﬁstudy reveaded that asking fOr eu.‘u¢



Tab1e 3 4

Criteria for Assessing the Correctness of Answers

C .

CRITERIA e TN T
DESIGNATION ’.'v--'.‘?RILER-IA.-;__«_--.;,j,z; IR AHARDED |

‘ﬂA{‘ihvft'ljafAnswer accounts for al] of the : “‘.f”-fq:,j_f
I j;context S : ' T

"'?';ZLEQAnswer produces the key subject of BT
1 the passage AN RN R

: 3.. Answer’ produces one genera] point
Lo - about the: -subject "that covers -all SRR F
“”f S other details provided'1n ‘the passage. L e

B 1. JAnswer accounts for a11 of the A'~,~f~~}; 2ol
S ‘context N e _,.' SOE TR
> Z:I'The key subject 1s stated very e BT
= ‘T“ggenera11y and/or the gereral - point SRR R
... ~about. the- subject 1sxvery general so SR T PO
.- that. the -answer.: cou1d 1nc1ude,many
: ﬁ?_“.articles besides tbis one. ;jj«um

,'”;ﬁgAnswer accounts for part of the vf_;;ﬁb"‘liﬂ
1;'context g -F-~~ SR

ﬂ;Z;;*The-key subject is stated but the o
-7 -general’ statement is ‘toa specific. OR
-+, The subject is. ‘too specific but the“);?-.
* .generdl. statement ‘covers the: details*OR.\
- "The. subject and . general point- account
~ " for some ‘of the. details but: more than one,OR
- Either. t) the subject;pr the ‘gen ]
1dentified _
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“"a‘statingfof the“generaliaed idea. Again the question was discarded
: because it did “not- specify the task clearly enough A decision not

‘5fl ;,to use- questions asking for the most important statement in the

‘ftpassage was based upon the ambiguous-meaning of important.. BecauSe
::past research has not ascertained what information a grade six student
tConsiders important information this question form was also omitted
| The pilot study also revealed that some subjects used titles, o |
l\but others did not In that the title did alter the responses made : l, ﬁi
':by some of the subjects. depending on the amount of information given g ;
'in the title. it seemed plausible that titles also affected strategy :
) use as well as contextual use, Therefore titles of the passages were _
| Finally, ‘the’ pilot ascertained that subjects required apprexi-

i pmately forty-five minutes at most to complete the test upon which o

'.fchosen wene :

"f._;;the statistica@pomon of the ‘study would be based | S

| Several decisions arose fromttbe pilot studies and preliminary SR
'_ﬁfanalysts These will be outlined in the next section ! .' - »
| Decisions arising out of the pilot studies On the basis of

. ifstudent interest. comparable grade level and length and success ‘
in responding to the task. eight passages were selected The passages
“The Faithful Do " 'Taking the Piunge > l'Lily “Mary

.'1“J° s ReSP0ﬂ51b11lty ;:”An Interesting Story s 'Keeping Cool“ '

'.‘I'-”Chimps and l-lumans" and n-rricky Tongues .,.:, : hes passages were a”
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' -<,i‘permit the reader to mereiy recaii the titie without having to produce

: f:the main idea by synthesizing the passage Also, nly one question was

used to tap the main idea generated by the subject whether he seiected ‘
or produced the answer. The question stem "In this passage the author L

' ;mainiy tells you that ' ,,_1' , 53‘ necessitated the use of context L

.;to synthesize the meaning, and forced the reader to produce a subject and
La generaiized statement for his main idea uniess he ignored the syntac- '
| ticai restriction produced by the word that A]so this sdem did not

| use the iabei main idea but asked the subject to te11 what the passage
'was mainiy about The one question.specified the task for the reader, :f}
and. provided for a comparison of. the responses for the production and ‘

>.vse1ection tasks._ It aiso prbvided for the comparison across changes in ,f.',-?

. vform, structure, and’ length

On the. basis of the resuits ﬁrom the piiot the researcher alsov

| decided to create four forms of the test, so that an adequate number of

L responses wouid be generated per each combination of form structure: :"
-llength, and task Fbur of the passages were USed fbr Tests A and B “‘t'>}3

- Y
'whiie the other four'f ; ‘;ests ; ahd D These tests and their

N 4

passages wili be describéd'in more detail in the-next section on instru-_"1.3

‘ ment dengﬂ-‘.,-';';-;,:i.'j-i";_-v"-i;:-:':‘; v | B | : _ .‘

‘: Furthermore, in order to assess: the correctness of the answers for
‘3ithe questions which were piioted a set of criteria were produced These .
’chriteria wene then used to design the muitipie choice questions used in !
the statistical study sthhat a reiative vaiue of the answers couid be

RN ascertained Aiso the repfesentation of vqiues were the same fbr bOth :.“ ”

fl;?gfmuitipie choice and production questions. providing for a vaiid

e~



_ , Lo .
},comparison of scores required in the statistical analysis _

: ¥ N _
The piiots also provided usefui information regarding the“time( e

. required for the in-depth interviews and the questio_sgf’fws\inter- - o

B ,aview sessions wouid occur with each ‘Ebaect During each interview'_

' ~the subject would process one Tong and one. short passage The probe '

"questions were modified as were the instructions given to the subject
7'These questions wiil be outlined in the next section as wiii be the B

>

! ydesign of the tests.zi.

‘,fDesign of the Test Instruments Q",.' R ;A-j e ﬁ:i

Four tests were used in order to generate the information required
-~
for the statistical anaTysis. and 2 set ‘of general questions was .

'fffldesigned to probe the reader s thinking during the 1n-depth inter-:

":viewing. These two instruments wiTT be described in detaii in this o

| ".;section. f'f o 74.3 "' T *<$~;» S .'vﬂxf&qda\'? '

o _;_recognized the idea for two.

Tests. As previously stated four separate tests were designed
to provide sampies of each of the variabie combinations. Each of fo.
‘-the tes;s contained four passages. Two were short and two were Tong.
”d.‘two were narrative and two were expository. two had the main idea :

_ 1mp1ied whife two. expTicitTy'stated the main idea.. Each subject o
‘ _wrote oniy one test He produced the main idea for two passages and

: in order to manipuiate the recognize/produce wariabllu
f'and B contained the same passages, but the students writing.Iest B

jrecognized the main idea fbr the two passages that the students writing

';5LrTest A produced Likewise, the writers of Test B produced answers ‘

s R S v):"'.ﬁ-_'



“'7for those passages the Test A writers recognized A description of ‘
ilveach test and the task required is presented in Tabie 3 6 on page.76 o
::A sample of each test is 1ocated in Appendix C '_ ‘ - | :
B Two questions were constructed for each passage, one for the fi-‘ :
B recognition task and one for the production task The muitipie choice
. :question provided a choice of four options to the reader Each option _fif'h
;?E;represented a: variation in the degree of acceptability as a main idea,rwgf
A@These options were designed according to the criteria set out and
'i fdescribed during the second piiot study One option (designated A) |
accounted fon a11 of the context in the passage, produced the key subjecgii -
‘and made a statement about the subject that covered all of the detaiis .j
\iprovided in’ the passage.} A second option (B) accounted for aii of the /
led the key subject very generai]y and/or made a very’.

e ‘é-:’-‘ . f

'ftgeneraT'statement about the subject that couid appiy to many articles 1f-:

f"context but pr

inciuding the one - presented A third Option (c) 3Ccounted for oniy part si f

'1‘of the context in that ‘the key subject was missing or too specific and/
"'yior the generai statement was missing~or too specific eovering"hly some
A.of the detaiis proVided in the passage Option D precented fauity )
- _ninformation conf1icting with the detaiis in the passage 'and contradicted'

‘part or all of the context qor presented an inference that might be

based on the subject s background knowiedge but could not be’ substanti- o

~'ai:ed by the information given in the context Thﬁ mUFIipie choice R

iﬁquestion designed for each passage is stated and the option designation ?‘,.4-"

of each choice is giv_"f _'_'1n Tabie 3 5. T oo

:l'"

: & For the production task, 0n1y one question was used for al'l of the
\paj;ages. This statement was "The author mainiy telis you that 3

N R

i»_

o -

i Thestudentsmt‘"%\f 65t A recognized the ma fdea, by answering



Tab]e 3. 5

Mu1t1p1e Choice Questions Designed to Heasur
the Selection of Maln Idea for a lissage

o,
. - )
e

T " OPTION
PASSAGE --QUESTION DESIGNATION

-

?heQFadthfuI_Dog~f -'gIn this passage the author ma1n1y
’ L B 7 telTs you that:

-

- S a. dogs are 1oya] and faithful
- , friends ©
g ' . - b. -dogs are: strong and pro-
' tective ,
: - . ~ ¢. man's senses are not as
~ L - . - developed as dog's senses.
L T - d. wolves are very dangerousv
- p S 'pIaymates

oo @ »

Taking the Plunge In this passage the~author main1y
e -tel]s you that: - T
7 -a. swimming can be a dangerous €

- sport . o e
“b. acceptance by others may - - Aﬁjr

. .depend ‘on ‘how well- you ‘ S
~perform . .. B

. c. taking a chance Can be LB

- worthwhile . o -

o .d. -Marti was a better swimmer b

S fhan Betsy d o

N

) .J_In this- passage ‘the: autﬂor main]y

‘f'tells you that: - " .
‘ ‘ a.a.EVerything had seemed to go-r .
L “wrong this-day - o :
$ . 7 b, 'Lily closed her eyes: for a- I
' ' -+ _moment and thought about her SR

. »morning . N

e . c. going to school on Mondays D
e T - . issparticularly hectic A .
) }f ‘;v:f;:‘ _0 0 dy  haste makes waste o B

. Mary Jo §- o In this passage the author mainly .~
e Responsibi!ity B tells you that: L
: - AT . gparents sometimes makea
<Vwa‘:'-pvz%‘£.i“3'f7¥; " unreasonablg T
L s 0 ber -everyone ha .some k1nd of .. B
. responsibility - s

D

B
LT PR d;,-:'eeﬁ‘fa good dog ‘owner’ must take A
w0 L responsibiTity for his pet- :
T SRSV ‘ﬂzf;ydg:zraising a puppy 1sn‘t easy C




. An Interesting

e e e ey

s In this _passage- the author mainly
'Story - . tells you that:
_ o o © a. words always have comp11-
- cated origins .
" b. words are difficult to
. understand . o
C. _spoonerisms were named after

- Spooner who a1ways mixed up..

. his words
d.  nearly every word has a story
tbehind 1t

Keeping Cool In this passage the author ma1n1y
T tells you that:
_ a. . there are many ways to keep
- ‘drinks cool. :
b. throughout. history people have

tried to find ways' to save ice_

N o : through. the summer
S c. the first icehouses. were
. created in Canada .
'd. " on ahot day a cool drink 1s
L very refreshing .

Te
[

Chimps and‘HUmansh < In this passage the author ma1n1y
A w‘tells yqu that:

-a. baby: chfmps‘]earn faster than

~ humans do .. °
b. human babies 1earn fakter than
- chimps.do -

c.  chimps and humans grow and '
~ Tearn in the. same way.

b i | . d. chimps and humans. grow and
o o - '”_learn in different ways

.‘~-Tr1hky’Tonguesf‘ | In this passage the author mainly
AT ST tells you that:

a. your tongue 1s very 1mportant
b. animals' tongues: are designed - '/

.to perform in special ways
gpst animals tongues are
tened at the back of the

th

anima]'s death

Igues . may be respons1b1e for

75
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asked:

l

a muitiple choice question for. passages one. and three They pro- .

" duced the main tdea for passages tuo and. four, Those uriting Test. -

c ﬁrocessed the passages Tn the same order. Hith Tests B and D,
the opposite order- was foi]owed o

Interview Questipns. The fo1iowing questions were designed as

general questions which the researcher used' to. probe the thinking of
the subjects during the in-depth interviews Prior to the reading

“_ of any passages the researcher asked questiOn 1 or one of 1ts

variations when the subject was-not certain what he was being-

what is she asking you to do? Lt o

the main idea, what is she asking. you to do? R _ ,
b; Nhat do you think you wou]d have to do to find the main
idea?

- 2. Can you give me any information about any techniques that
you have or any strategies that ‘you use’ to he]p you find the main

idea?

a. What do you do when you try to tind the main idea? How_}\

doyoufindit? ', T |

bl Hhat things do you do- as a reader to he]p you find the

‘main idea?” - | 4 | e
The next set of questions was designed to prove the reader s
tﬁ?nking after he had selected or produced the main idea fonithe _

Passager oL e

S T

© 1. Tell me av‘efry'zmg; you can ma.baa.ssout'haa;ygu;fagnd -

. oo - -
N ' : . B R

1. If your teacher asked you to find the main idea of a passage, .

If your teacher gives you an article and asks you to find.

76"



;f:‘

~the main idea..
*what

"that

o

1

:a. Tell me how you went about.finding the main idea

did you do? ,'LQV T

-b. Te11 me everything about how you went about finding
answer. "_ t; ‘u . b DEEEE ’t,_.

.

,2_‘ Look at the parts ‘you underlined_and te11 ‘me why each idea“

you underiined was so - important for you as' you read

main

'

you found important?

1find

LY

Admin

* How" did that information he]p you? .

~ b. th was that information important for you? D ‘h:ii>'f '

- How did 'You use that information to heip you find the |

4

1

V2

.d. Did that part relate in any way to the other info” ation

_atwwdwmtmuﬁm 3'»7:‘  inportant?”

'_4,, Tell me: which words were most important in helping yqp

the main idea o ‘] L <fn»_‘ : o fi« '; S

a. How were they important?

b How di you use them? : ?’f}‘ ’ 'f R
c. th as the word such a key word for you?

: 5. Has there anything eise'that heiped you find the main
idea? Hou did it heip? |

B

istration df the Test Instruments

s The Canadian Test of Basic Ski1is. Form 3, Levei 12 was administered

Lhto al

{1982

1 grade six students in the County of StrathconazNo 20 during May, -

Since onIy County of Strathcona students were given the in depth

“interviews, the reading scores of this test were used to corroborate the A

77



;[ passages

- teachers selection of proficient and very proficient readers

Tests. The four. major tests designed for the statistical study were

“administered to a total 8F 240 students from eight classrooms " The

system for selecting which tests would be written by each subject is

outlined in Table 3 6 Each test was administered to two classrooms,,

- and produced a total of 960 samples which could be used in the statis-

'tical analysis The smallest number of passages for statistical analysis

——

was 60 per cell while the largest~number~of passages per cell was. 480

The students were given as much time as they required to complete

. the task, Directions to the teacher and student were plaeed on the -

. title page of the test. Directions to the teacher read:

“Please allow each student as much time as is necessary to -

complete the test.,

' _'Directions to. the student read I - . o -

: the Language Arts cla

"There are 4 passages Please read each passage carefully.
After you read the.passage. give the best answer that you
can to the question asked.‘ :

: Each)passage was’ clearly marked 1, 2 3 4 and each question number k

agreed_yith the passage number- 1, 2 3 4, Eachwpassage began on a

: new page.,

ATl tests were adpinistered in the morning of June 1, 1982 during -

. Teachers collected the test packets andr

'déTE.f The in-depth interviews were conducted gi"A”'

' by the researcher during the first two weeks in June of 1982, Eight
of thezyixteen students from one school processed the narrativet%assages,.“\:




S - " o NUMBER-
' PASSAGE _TASK " CLASS :533§2T OF
- —_— — e EASSAEE&
Test 1 R T _Recognize 1;‘2 60 240
'Narrative,.Implicit,,Short . ' ' :

Table 3 6

A Description of the Tests and the Tasks f

Compieted by the Subjects

: 2 - Produce
S Narrative, Exp]icit Long »‘

|

. ‘ Recognize' o
Expositor;} Impiicit Long ;r Vo -
-4 " Produce R
) v ExpositorY; Explicit, Short.“ e ;/-, |
Test2 . 1 Produce ,3:_Zf,. 60 - 240}'-
: Narrative, Implicit Short o R R
' vRecognize‘ N
Narra_ ve, Expi¥¢it, Long R LN
. LT3y Produce
: Expository,‘lmpiicit, tong. "~ - ..
4 ‘Recognize o
i‘Expositor_y, Expiicit Short , T a e
— —
‘Test 3 5 ' Recognize 5, 6 60. -~ 240
: Narrative Expiicit Short 4 - S
6 Produce 3 .
m_-Narrative, Implicit; L%ng a
- . O o
S e 7o _TReCOgnize
‘Expository, Expiicit Long SR
-8 o Produce
Expository, Imp]icit, Short T '
Test 4 5 Produce urf,,afi LJGOfT'w'i?40.
O Narrative, Explicit, Short 4-5"«'-v- : -
6 .. o Recognize; .
Narrative,;lmpiictt 'Long- A - i
7 Produce o o
Expository, EXpiicitQ Long -
. 8. ' Recognize ”f' e SR
EXPOSJtory. Imp]icit Short Coo ey S
TOTAL . ' ' T 240 ;‘:9557
R , : R i
L 2 - '.,, .
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‘.'{. ’ @ ) B - ) - ,:g;..'
"The Faithfui Dog" and "Mary Jo s Responsibility during the first

' session while the other eight processed the expositionai articles

e "Chimps and Humans" and “Keeping Cool®. The first eight students frun ,J"A

K the- second school interpreted “Tricky Tongues and "An Interesting
.-Story" during ‘the first interview, and “Lily" and 'Taking the Piunge
: during the second interview. The second eight interpreted the pas-,.‘
sages in the opposite order. The system for presenting the passages
during the interviews is described in Table 3.7, Hhiie the order is o
described for onty the first sixteen sub:jects, the same order of -
presentatjon was ‘used with the second sixteen. In totai each subject
processed two narrative 5aﬂ two-expository passages.- One narrative &
and one expository passage éxpiicitiy stated the main idea. whiie the s
remaining two implied the main’ idea. Two were short and two were '
' iong.: These passages were the exact passages used for the tests. .
Each passag@ was typed on 8& X 11 inCh white paper The appropriate
' question (either the multipie choice or the production question) was
4,‘utyped at ‘the end of ‘the passage . . q '
) During the first interview thesresearcher introduced herseif and
Lexplained the purpose of .the study, | The subject was . toid that he might

find the task difficult because he probabiy never thought about ‘how: he foun'd*/h

;'an answer,before., He was told - that questions wouid be asked to heip him
”‘recaii what he did‘and why, and that his answers wouid be recorded for
‘ ,the researcher to recall his answers at a iater time. He was also ton

.to ask questions if he did not understand the task and to teii the | B

\w..;

researcher if he'had encountered-the passage previousiy 1“',” i".r./:L'“’ ‘

fePriGn to the reading of any passages the subject was asked two

'general questions'iq t-p S '_“f '.‘-/." ST S‘ o

‘<o



e Tab1e 3.7
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":;\' The System for'Preseuting Passages toﬂSubjects
’ ' During the In Depth Interv1ews '

) .

RPN

s

o SToENT

~UTASK

. _:’,;_b /\

.~

Y U

5,

9,13

326;';0: i; .‘

e~
~

nNarrative, Implicit Short
- Narrative, Ekplicit Long |
_“Expo§3tory, Imp11C1t Long -
'.‘Expository, Exp]icit. Short £

'Narrative Exp]icit Long

”;ffNarrative, ImplfC1t, Short'i
"jfExpository, Exp11c1t ‘Short X
”fExpository, Implicit Long

“"_11,‘15"t9Narrat1ve, Imp]icit Short

: /JfNarrative, Exp11c1t Long

‘/"3;E:Expository, Imp1ic1t, Long .

- ~-_.”Expository, Exp11cit,.Short .

“\12,136.7; Narrative, Explicit Long
-‘Narrative Imp11c1t Short -
.Expository,\Epricit Short "

4?1.Exposﬁtory, Imp11c1t Long

\' .

| -Recognﬁze.
~ Produce
- Recognize”

Produce

Produce . - .
'_Reoogniie_
_'Produce

' :‘\"“'ﬁe&’gni ze

_Produce

" Recognize

Produce -
- Recognize

" Recognize

' Produce

Recognize

Produce

RN e

NN

e
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'1;_ If your teacher asks you to find the main idea\of a
‘paésage, what is sheéisking you to do? A \ L - c
Zﬁ\.Can you give me any 1nformation about any techniques or
strategies that you/use to he1p you find the main idea?” Is ‘
there anything else? i : ‘ .
~ Then the §ubject was given directions oraiiyqprior to the reading of
‘each. passage. - He was tbld: | : )
- "Name", I would like you to read this passage si1ent1y
| 3, Hhen you finish please answer the question stated agﬁi |
;_the end of the passage Then I wi]] ask you to-tei] me”
‘everything ‘you can recall about’ how you found your answer._

Is that clear?"

Y

When the subJect comp]eted the question he was to]d

. "Now tei] me everything yOU can remember about how you

) ;-found your answer." .

'n'He was encouraged by asking "Is there anything e]se?"' He was then given

his second task through the foiiowing directions ‘A
o "Name“, I would 11k you to'urderline a1l of the he ideas
“in the passage that seemed really important to you as
you were reading the passage ’ o o
:when the subject compieted this task he was asked a series of questions::;
i 1 Teii me why that 1dea you underiined was S50 importaht
to you as you were reading the passage _'
2. How did that information he]p you? :"fv.
.'3{ Nhy was that information important?'tb » ,
r4._\How d1d you use that information to help you find the

' main idea?.
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S o :

5. Did that part reiate in any way to the other information |
you ‘found important? L o T o
6. Why didn’ r./% find . importantr ,

After this probing, the subject was then asked to circie the words he
'.thought were key words which heiped him, ascertain the main idea After
 he circled the words he was asked |

1. Expiain how you used‘these key words to determine the
main idea o y _ " | - - .
2. You circied; .? | . Why was that such a keyword
" for you-?' S o .
0ccasiona11y, the researcher attempted to- he]p the reader extend his
exp]anations when they were: unc]ear through a series of genera1 questions
which encouraged further explanation but did not influence his answer.
For example,,subject two defined main idea as “It s the first 1ine "
The researcher then proceeded in the fo]lowing way i
| R: Okay, but would she - (teacher) be asking you to find
_the first Tine? |
| SE'ﬁNo, not»rea11y Finding the main idea would be like :
r "*what the story is about . 7v-' o ;*g”f't' S - f;hi
R: 'So why did you te11 me it was the first 1ine?
‘ fS: iWeli the first Tine usua]ly tells you what the story
is about usua11y
. Does it-a]ways?_
No.

Cai

R
S 4 :
R: No? Nhat do you. do if it isn t the first 1ine?
S: You just skim through until you find it.

R

1 see. Well, what do you do when you try to find the



,.“

The'same'procedure was . used with a1l four passages.

you use?

main idea? How .do you find it?
After the proce551ng for that passage had been compieted the subject
was. asked “' e S o B o o \\_Q
~ "Tell me again, generaily, how you went about finding
~the main idea - Was there anything else?'

At the end of the second interview the 5ubjects were asked the'

foTTowing question5°'

-

f.' Did you find the passages interesting?

v

: 2; Did you find/jny’passage(s) more difficuit than the others?

TWhich'one(s)? why?

3. Do you read'for main idea when you read for your own L _‘;ﬁi

purposes or only when someone telis you to?

4. Are there any other strategies for finding main idea that

3
\
¢

h Data AnaTysTS-A

~ The anaTysis of. the data occurred in two stages Stage one involved
the marking of the four tests and the analyzing of the scores through 3
four-way ana]ysis of variance The second stage invo]ved the catego-
rizing of the responses produced by the subjects during the in-depth
interviews. The procedure for marking the tests and compiiing the data
for the statistical analysis wiTT be described‘first.

Procedures for Marking the Tests -

g

Using the. predetermined marking scale for the mu1tip1e choice .
answers, the researcher scored and recorded the vaTues attained by the

subject on each passage_fbr the recognition task. Thesegscores were
' &

N ) o . i ' @
N v .
)
v

-

<

al



- pTaced in coTumns so that a summary sheet of informati@n was' provided

X

" Figure 3.3. AN ‘answers to the same passage were then compi]ed 1nto

”one~group R o ;, .

'(see Figure 3 2) Next aTT answers prov1ded by the SUbJeCtS for the

production task were transferred to white s]ips of paper approximateTy

| vBF" X 3"1a This sTip provided the\\ﬁbjéct s identification number, whatf

test he wrote and what passage his answer referred to. It also gaVe

~the Tength of the passage. An exampTe of this slip is provided in

Each group was then cTassified into four groups representing a vfgzg

score of’ 3 2 1, or 0, three being the highest possib]e score Three ‘
'y

markers plus the researcher classified the cards according to the

D

'criteria given The criteria were the $ame. as that used for the

'.mu]tip]e ch01ce questions and can be found in Table 3 4 on page 661

After each marker categorized the answers these marks were recorded

' sed by the\group. In most.cases, the group agreed upon what the

appropriate mark'for the answer woqu'be Those answers which did not

produce compiete agreement were recorded as a disagreement The

‘Arrington (1932) fonmula for determining the rate of agreement was used

- to assess the degree of inter-judge agreement. The number of scores

agreed upon by the committee and the researcher (dduble agreement) were

~divided by this totaT pTus the disagreements

2 X agreements . ol T

2 X agreements + disagreegents -

This ‘formula was used to determine the rate of interjudge agreements for

every story. The foTTowing resuits were obtained:

“The Faithful Dog" :.9920

85,

by ‘the researcher Any answers which produced disagreement were discus- .



e e ~ - RECOGNITION = = PRODUCTION,
_SUBJECT  TEST . 1 .. 3 2 a4

'.— - : Figure 3 2

The Summary Sheet of Scores for- Tests A B, C D :’“ﬁ“

Lo e ,'

2=

r,‘fStudent Identification NUmber

'TeSt' ;_;;__;}f Passage Number

'Le"9th of Passage-'

Main-ldea;_,”iﬁ'i_ RN :;:'f_ 3 i,f s

ngurev3.3'
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"Mary Jo's Responsibiiity"'fﬁ 1.000

'l"Taking ‘the” Piunge": . ,fg?;QQZG' | .TH
1"l'rick,y Tongues" f;;; . i-‘f'}:§9261h'j;;; ‘ } :1t:5f' >
" "Keeping ¢ AR SRR 1 ooo 3 L
. eP g Coo - . " A
‘_“Chimps and Humans“ ISR 9920'0't o L
"=“Am Interesting Story .hi;g 1 eooﬂ_gjﬁ‘*: L k*ﬁeadff

: Coe Two passaget received considerabie discussion betweéﬁ?the members

O

: f‘ of the panel and the researcher._ With "Tricky Tongues" a decision had

ﬂ'~'to be made as to whether a common]y giVen answer "Tongues arg important"

: drated as: a 2 fbr a genera1 answer or'whether it)rated as a i because the

state&ent about the topic was tdo\specific This answer was fﬁnaliy '
' 'Y

- designated as a 1 by\the committee ann,researcher because the team

adecided that the articie deait With more than the importance of tongues

\\
‘and therefore theianswer was too specific

v

A second major deci51on occurred with the passage "Liiy" The team

had to decide whether "Liiy was having a bad day“ rated a mark of 2 or

3 in comparison to "Li]y was’ hav1ng a bad morning" “In that the articie
L} 1

- only spoke of the mprning, those that wrote "Lily was having a bad day"

2.3

were given a rating of 2 because their answers_were deemed to he too _'
genera] ~This decision was made despite the fact that "Liiy was having R
a bad day" was awarded a 3'in- the, mu]tipie choice section The researcher
felt that with the muitiple choice question, this answer was the best

choice of the responses given and even though it may not have adequateiy '

-stated the main idea, it was "the best option the reader had.

Examples of these answers that rated a 3 2, 1 and 0 are outlined

beiow and the reasoning for the rating is. expiained
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'“Keeping CooI" ‘ : | N ‘i'
g,Rating. 3 "; "Peop]e have 1nvented many ways to- get
R . ice through the ages for ot'days "
This answer was given a score of three because it:
'-l. accounted for all of the context of the passage
2. ;produced the key subject of the passage o
~‘ produced one genera] point about the subject that .

‘3'jgcovered a11 of the details 1n the passage | e

T > __b-.

Rat{ng:‘fzf' V‘"People got ice in many different ways w | o
' = "Ice was very important to peopleifor many P |
| f reasons | '
These answers gere given a two because

-

f1. the key subject is stated but the statement about

R4

ythe subject is stated too general]y. 2y

2. these answers cou]d apply to: many art1c1es, not

'Just this _one,
>

Rating: 1. . "People- used to co]lect ice fOr coo]ing
T drinksr “ -
."Ice can be used for many different things."

Both of these answers accounted for only some of the details 1n
the passage The second answer did not include the need to 1nu<:t ways
of keepiﬂg‘1ce The f1rst re]ated co]lecting fce for only cooli ]
'drinks while other reasons were noted in the passage These answers
~received a rating of one because Hﬂf

1. the subject is stated but the _general point 1s too
spec1f1c
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o
.

2.t accounts for only:Paft of the context,

wRating: 0 “How George Nashington started ice

- T houses LR '_ | . ‘jv ¢ |
| ;'f'. y : o "Tropicai countries are very hot and you '
| have to work a11 day " v -

Statement one received a rating\ofxzero because it stated oniy one
4detai1 from the passage, thus no summarizing or generalizing occurred
This detaii was a minor‘ﬁetaii USed as an’ exampie The second answer
rated zero because it contradicted the passage and ignored thé informa-_
tion given in the context )
| Once the answers h%d been given scores, they were transferred to f_
v the summary sheet in. a form ready for statistica1 anaiysis ’ |

"Statisticai Analysis

N

A 1 programs used for statistica1 analysis of the data were obtained
through the Department of Educationa] Research Services, Faculty of
'Education,[University of A]berta Edmonton Alberta. . The program
specific to each area of enquiry wili be discussed within the reievant :

section in Chapter 4.

Procedures for Analyziﬁggthe In-Depth Interviews

' A categorization of answers occurred in five major areas: the
meaning of main idea, the strategies- used the reasons for contextual
use and non-use, and the key words used by the reader to find main idea.

. The researcher first separated each of the students® resnonses into
these five categories, and identified each examp]e by student identifi-
cation number and passage Then the exampieslin each major area were
"ciassified on the, basis of common answers. The categories that emerged

*

were then reported and exampies were provided A description of these’
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resu]ts will be given in Chapter 5.

Finaliy, on the basis of these answers a definition of main idea-

“ was formuiated

-Chgpter Summary

This chapter outIined the experimenta1 design of the study. The
two major aspects of the study, the statistical ana1ysis and the in-‘
depth inxerviews, were described 1n detail: The seiection of the
"passages and the formulation of the questiqns were described as was the r
'maJor test instruments used. Four variab]es (1ength /fdea, form and
task) were manipu]ated and a- tota] of 960 samp]e passages were created
through the testing of 240 students from two schoo] districts | Inter-'

. views with 32 students were used to generate information about how
proficient and very proficient readers found main idea. Finally the
,'procedures used to analyze the data were outlined. '

The next chapter discusses the findings and the results of the
statistical analysis. ’ '



" CHAPTER 4 |
‘ FINUINGS: STATISTICAL ANALYSIS g S

r

This chapter will descr1be the first five areas of enquiry
comprising the study "Then, for each area the purpose of the «
study; the procedures undertaken, and the findings and resu]ts re-

lated to the area- wi]l be discdssedﬁ

'Areas of“Enquiry

,first f1ve areas of enquiry provided insight into the

;of form, task, structure and 1ength of the passage upon the'
reader's performance. The five areas were _ | . o
' 1.~ the effect of short passage 1ength compared‘to long passage
Nength, I 0
:;4i2;' the effect of the main idea being exp11c1t1y stated compared

to implied.” o . ) o o

% ‘the effect of‘the ‘task’ requir1ng production compared to. the
se]ection of main 1dea _ '

4. the effect of narrative form compared to eXpository form.

5. the effect of the re1ationships between form, 1dea, 1engthﬁ'7";
and task. | S
The observatfons re]ated to these areas of enquiry were gained ’
through a four-way analysis of varfance The next section of this

'chapter will prov1de a general overview of the resu1ts of the analysis

An Explanation of Variance

Table 4,1.presents-an overview:of the results attained from

+
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' Mnalysisoof Varfance . - .

~
.~

SOURCE OF  * 0 - mEAw ~p SIGNIFICANCE.
~ VARIATION = . . SQUARE - - . OFF

 'L;ngth.'1 I T 2.0 2,96  0.09
Idea ' 1 sa0 . 6.18  0.01%

. Form 1T a9 697 0.01%
Task -y  <~, 1 | { 175.96  247.24 .60#

Length X Idea ~ "1 Conns L 2.46 .18

C)OO

Length X Form - "1 0.3 053 .47

o

Length X Task = 1. 2375 33,37 .00*

Idea X Form . - 1 . 19.55 T27.47 .00%
Idea X Task 1 17.93 16.76 .00*

~Form X Task 1 .78 1.07 .30

© o o o

Length X Idea 1. 11.05 © 15.53 .00%

X Form - -

" Length X Idea 1 0.05 007 079
. X Task . | .

Length X Form 1 g8 g1p 0,73,
‘X ,Tas'lg-, : S A , :

IdeaX Form 1 0.18 | 0.25 0.62
X Task’ : ' '

‘. Length X Tdea 1 © 0.00 0.00 10.97
X Form X Task - S :
Within Cell 944 0,712

Total .~ -~ gsg 10.968

. .*P.S‘-.OS
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g the’iour;way analysis of Variance Significant effects were found |
_dee to the main variahies 1dea§ [F* (T 4) = 6. 18 p < .05], form
: '[F (1,8) = 6.97, p < .05] and_task [F (1,4) = 247.24 p < .05]. Three
) two-way interactions were found to -be’ 51gn1f1cant 1ength by task .
[F (1,6) = 33.37 p < .05], idea by form [F (1,6) = a7g4l'p§::051.;and_,‘
idea by task [F (1,6)‘=-i6.7o-p < .05]t One three-nayfinteraction ;
| "was signiticant' 1ength by idea by form LF (1 4) = 15, 53 v < 05] .
| The four-way 1nteraction was not significant
_ An expianation of the reasons for the variance 1n scores is

'presented for the three -way interaction first. Table 4.2 presents
the means of the totai scores achieved by the subJects when they
processed iong expiicit narrative, Tong implicit narrative, short
'vexp11c1t narrative and short 1mpiicit nanrative Table 4.3 presents
the means of the total scores achieved when the subjects processed iong
explicit expository, iong impiicit expOSitory, short expiicit .
expository and short impiicit expository A comparison of the means
reveais that the short 1mpiicitiy stated expository passage yieided
'a higher mean score than did the short impiicitiy stated _harrative
passage _ .

Figure 4.1 iiiustrates the effects produced by the interactions
For ‘the short passages, the mean of the scores for. the expiitit]y
stated narrative (X = 2. 2) was higher than the mean for the impiiCitiy
stated narrative (X = 1.67). However, the mean for ‘the explicitly
stated exposition (X #.1.90) was lower than the'nean.for-the
implicitly stated exposition”(7'= 2L3S); "The long passages did not

produce the same effect. The mean of the scores for the explicitly

“
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“3“.°stated narrative (X 2 03) was higher than the mean for the
h:impiicitiy stated narrative (X 1. 74) The mean for the explicitiy
:stated exposition (X ='2 07) was higher than the mean for the L
71mp11cit1y stated exp051tion (X 1. 92) : Thefvariation is being ‘
caused by the short impTic1t passages. ok |
The subjects found the short impiic1t narrative more difficult )
to process than the short 1mpiicit exposition Nhi]e it might be -
expected that the narrative wouid befmore difficult, such a Variation
produced by the two forms was not expected For the Tong passages,
p»the subjects found exposition easier to process, but also found the\
1mp1icit more difficu]t For the short passages, the subjects

K found the 1mp1ic1t more difficult with the narrative, but easier

u;'with the expository An examination of ‘the short imp]icit exposi-

‘tory passage, "An Interesting Story", revea]s that the passage demands :f.(f__‘

a. simpie categorization process by the reader The first half of o

’ ’,_the passage explains the wérd "breakfast" -and the second half eanains

the word "spoonerism" Sub]ects categorized these two words easily
into the category "words" and produced the main idea. The categori- -
zation was a]so noted during the in- depth interV1ews undertaken with
the thirty-two students, | B 4 ‘_

- 0f further interest is that for the short passages, subjects
achieved slightly better on the narrative than on the expository ‘but:
not so with the Iong passages Again an examination of this: short .
..uexpiicit expository structure yielded a 51m11ar interna1 structure o

-ito that c0ntained in "An Interesting Story"' ‘The in-depth interviews
'_provided 1nsight in that ‘the subjects -used a- 51mi1ar categorization

structure to that used with "An Interesting Story .This internal



L

f structure variable may have affected the results
N while the results of this research suggest that subjects find - -

-.-the processing of short implicit expository articles easier than "

"ffthe proces51ng of short eXplicit expository articles, further re-

'search is required in order to substantiate this concluSion "The
'compariSOn between short implicit expository and short explicit
expository involved only one example of each combination A further
study should now examine the question of the’ effects of implicitly .
-fand expliCitly stating main idea on short expository passages. The
effects of structures upon the reasoning strategies used should also
be examined. ‘ ‘ . o
The collapsing of the information on the effects of short and -
Tong - length upon the idea and form of the passage yields the summary
given by. ‘the two-way interaction between Tdea and fbrm Table 4, 4
' _-presents the means of the total scores achieved by the subjects

when -1ength was not taken into consideration

Table 4.4 &
A Comparison of the Means Between‘the
Idea and form Interactions i
. FomM s
IDEA - . NARRATIVE .. EXPOSITORY

. : - . Q . . : ?-z o
Explicit : - 2.13 B e 198000
EREER W o - ' 0.00

dmplicit 179 2.3

97
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AThe aberration notéd for the exposxtory means, and reﬂected in Figure 4 2
has already been explamed m the discussfon regardmg the three-way
interaction The source of the variation was produced by the short,

: impch: expository passage

s A ..
/‘ 2.5 |
/‘ 2 . o
Q RO — Narrative
S s - : o T
A ST . o § emeeceeeea Expository -
. Explicit  Implicit
Figure 4.2
The Interaction ,Betv)een' Idea and Form
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Two other two-way interactions were significant that hetWeenA
idea and task and 1ength and task The means of the scores
attained by the subjects when they produced the main Jdea for expiicit

and implicit passages are outlined in Tabie 4 5.

. Tabie 4.5

‘A Comparison of Means Between Idea

‘and Task Interactions }
R ~ . ¢ OTASK o .S
IDEA° - . 'PRODUCE &  RECOGNIZE
N . 4 N
" Explicit RS 00 7 S 2.37 _
- RXE | ) B - 0.00
CImplicit 1.3 - - 246

-0

A comparison of the means revealed that subaects attained a higher mean
score when recognizing answers (E 2 37,1 = 2. 46) than when producing
'answers (E=1. 74 I=1, 38) Furthermore _when producing an answer,
subJects found producing an answer for a passage qontaining an 1mpiic-
itly stated idealnore difficult than for one with an expiicitiy stated
‘main idea. This difference in. mean scqres (1.74, 1.38) while smali
does not refiect the gain in mean score noted with the recognitions

,(2 37 2.46). Subjects when recogniz ng answers were more ab]e to

\-recognize the answers for impiicitly tated passages, ‘than they were forv

exp]icitiy stated passages Figure .3 iiiustrates the differences in
means produced by the idea task va74ab1es

/

o
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The Interaction Between Task and{fdea

v’a‘-\

'IWhy imp]iCit passages are more easi1y recognized may be determ1ned by

'examining the remaining significant tworway interactiodﬁbetween 1ength
_\o

o and task. o e ' R “$f;_

‘ Table 4.6 presents the means of the scores attained by the subJects
'when they produced the main idea for-long and for short passages and

- when they recognized. the main idea for long and for short passages

Table 4, 6

A Comparison of the Means Between _f', v ' ' e

Length and Task- Interactions

. . sk g
LENGTH  ~ PRODUCE = - o e

Short. 176 230
' 0.00

long . 1.35 L | . 2:52
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- eacﬁaof the main variables uiii now be presented and then~e5p]ained.-

N S R NETERTIN P, _L_.,.a,,-,_;'_.;....,-;.'.;._'g‘-:. T

G

' Nhiie the means for recognizing are’ higher than fbr producing, the

- mean of the scores for recognizing long. passages (2.52) is higher than

the mean for - recognizing short passages (2. 30) On the other hand

the mean ‘for produCing 1ong passages (1.35) is lower than the mean

'for producing short passages (1 35 1.76). Figure 4.4 iTiustrates

the differences in means produced by'the 1ength and task interactions

«'.,

3 | .
2.5 | e e
2 s E o ——— Produce
§ 1.5 e ‘ o -~---<- Recognize
.5 |
Short ~ Long
0 Figure 4.4 s

The Interaction Between Task and Length

g

S

"~ .Generally, the subjects found recognizing main ideas easier than

producing main jdea Hhiie the subjetts were 1ess abie to- produce

l_the mafn idea for long passages, they. were. more able to recognize the

main idea for the long paSsages

This study revealed that three main effects were significant
idea, form, and task An examination of the interactions occurring N

among the variabTes revealed what combihations significantly affected

' the variation in. scores The differences. in means. of totai scores for
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Table 4.7 compares the mean scores for each~effect.
. - , ‘ X
Table a7
'The Differences 1n Means of Total Scores Forb . ‘
‘ Each of the Main Variables ,
© IEA  FORM TASK

EXPLICIT IMPLICIT NARRATIVE EXPOSITORY PRODUCE :REGOGNIZE

[4

Mean . 2.05  1.92 1.91 ° - 2.06 1.56 2.41
| | LA , :

The results of this analysis indicated that subjects, on the who]e, .
found explicit passages X = 2.05) easier to process for main idea
.ﬁthan implicit passages (X = 1.92). They also found expository pas-
sages (X-= 2. 06), on the who]e, easier than narrative passages .
(X = 1.91). Lastly subjects were more able to recognize the answer .
__‘(X 2 41) than they were to produce the answer (X = 1. 56).. However,
the discussion of the interactions revealed that significant inter-
actions between length form, idea and task occur, altering the
| conciusions that would be made had only the mafn effects been studied
These major effects and their interactions are. summed up by
Figure 4.5 which reveais the interactions in general terms ‘and in.
Figure 4.6 which presents the specific factors in order, the first
of the series representing the highest of thg>average scores attained.
The. figures revea] that the complexity of finding main idea cannot
be adequately described by observing only the individuai variables.,

The interactions among the variablas provided differing 1eve1s of
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FORM, - IDEA
. Tot | FomM, IDEA,
~TASK, IDEA | LeNeTH
‘l
'
1
!
!
B :
TASK, LENGTH ! Q
'
SLEEH el et m mm— et - - - RS - .- - 4
PRI UR f | ‘
*Non-significant main variable, _
but significant through interaction.

| . Figure 4.5 -
The éighificant Var}dﬁles'and Interactions -
' ~ Affecting Total Scores
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. complexity given the task of formulating main idea

The overview haVing been presented each area of enquiry will

now be addressed and the hypotheses generated to answer these enquiries

, v(see page 4) will be discussed Each factor will ‘be addressed indi-

eo; vidually, and then the Significance of the interactions among the

factors will be explained R } - _ - B

"’The EffectiofiPassage:Length:

The first major research question queried whether a difference

in perfbrmance occurred when the student found main idea for a short
passage compared to«a,long passage. Hypothesis,l.l, generated to -
answer this'question, was accepted - Yet, the interactions which
occurred between the variables revealed that the interaction between
leéngth and task was a Significant factor in affecting students' scores,
as was the interaction between length and idea/form . The significance
“of these interactions will be discussed in response to research question

L3

- five. b

‘;The Effect of Stating Main Idea o

The second research questioh, and therefore hypothesis 2.1, |
was generated to study whether a difference in performance occurred
when the passages explicitly stating the main idea were compared to
‘those implying the main idea Hypothesis 2. 1 wasorejected Students
| achieved higher total scores for passages containing explicitly stated
main ideas than for those implying the main idea . Yet variations in
the results occurred due to the interactions among the variables |

- Subjects were more able to. process implicit short expositbry passages



~than long exp]icit expository’passages and more able to process the

o long 1mp11cit exposition than the short explicit exposition This

relationship wi]] be explained in more detail in the discussion

regarding the interactions among the factors.

The Effect of Task

Hypathesis 3.1 was generated to answer the third research question A

. regarding the difference in perfbrmance caused by’ recognizing the main

" idea compared to producing the main idea. Hypothesis 3. 1 was rejected.
Subjects were more ab]e to recognize answers than they were able to
produce them Task was the most significant of the four variables
[F (1,4) = 247.24 p< .00].

. The Effect of Form

N
Hypothesis 4 1 was designed.to answer whether there was a differ-
ence in performance when the reader chose main idea for a narrative
compared to an expository passage Hypothesis £.1 was' rejected
Subjects were more ab]e to find main idea for expository passages
- Yet, an inspection of the two-way and three-way interactions qualifies
i_ this statement The subjects were able to process the short implicit

exposition better than any of the remaining combinatfions with form

" The simp11c1ty of this passage may have inflated the mean score for

the expository passages and produced the 51gnificaht difference in
- scores. It is p0551b1e that given ‘further research this difference
between forms may not be significant. .

Why the short implicit expository passage was'eaSier for subjects
is'uncertain.‘~Insight provided_through the inadepth 1;gé§§iehgg |

106
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revealed that the subjects primarily used a simple categorization

strategy to arrive at the main idea. The categorization involved only

generalizing that “breakfast" and "spoonerisms" fit under the category '
 of "word". -The influence of such internal structures should be ‘
researched in detail. Lastly, the generalization ‘that. subjects found
short impliCitly stated. expOSitory passages easier was based .on only
one passage, due’ to the restraints of the study. - Therefore, while

the concluSion that expository passages are prdtessed more easily is
supported by the results of this research the conclusion is at best

tenuous and requires further study.

Relationships Among form, Idea,tLength7and'Tasx

Fourlsignificant relationships were noted, and hypotheses 5.5"

5.4, 5.5, and 5.7 were rejected. While subjects were more able to
recognize main idea, they were able to recognize main idea for the
long passages better than for the short passages. LikeWise, a, signi-
" ficant interaction between the idea structure and the form of the S

passage occurred. - The two-way interaction suggested that subjects
found implicit expository passages’easier than implicit narrative
passages, and implicit expository passages easier than. explicit narrative
passages. VYet an. inspection of the significant interaction between
length, idea and- form revealed that when idea and form were separated
on the baSis of Tength, the effect on the scores was caused by the ’
short passages. Subjects found the short implicit expository passages
easier than the long implicit expository passages, but did not find ;
the long implicit passages eaSier than the long explicit passages ' For;
a moreicomplete explanation, ‘see page“95 Also, figure 4. 6 on page 104

outlines the significant interactions among the variables
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No other interactions significantiy affected the tota] scores'

‘achieved by the students The remaining hypotheses were therefore"

“A‘. AT

. accepted . | :

| 7f,itn$5téﬁ2355mary
Thiszchapter provided a summary of the observations used to |
answer the first five resear’h}questi;ns asked The formulation of
main idea was shown to be direct y affected by task form and idea N .
structure. Length was not a significant independent variabie affecting;
totai score, but it interacted significantiy with form and idea structure
. thereby infiuencing the subaects"formuiation of main idea. e
:bt The interactions among the four variables altered the conclusions
}Eﬁ that were drawn when each individua] variabie was con51dered 51ngu1ar1y
- The subJects genera]ly found the expository passages easier, but they
were ab1e to prdcess narrative which‘expiicitiy stated the main idea as’
__‘*ea511y as they were able to process the exposition y Secondiy, whiie
o the subJects were better ab1e to formuiate the main idea for passages | K
which‘expiicitiy stated tre main idea, they found passages 1mp1ying the
main idea easiest given the task of recogn121ng the answer. . They aiso
found iong passages ‘easier. to process than -short’ passages when they;f?i
were asked to recognize the answer Fina]iy, when reading narrative,
i< 'the. subJects were most ab1e to find the main idea for short expiicit
'_ passages Given exposition, they found short passages impiying the
main idea the easiest. On the other hand the most difficuit passages
were the short narrative impiying ‘the main’\dea and ‘the short expository
. expliCitiy stating the main idea These resuits emphasized the compii-

: cated nature of the interaction between reader and writer (text).

P
Do



gTask was the on1y var1ab1e which cons1stent]y pred1cted score achleve-

ment Reqard]ess of the 1nteract1ons, subaects were more ab1e to

recogn1ze the answer than to produce the answer ,f?i}e f dgﬁf} A

s \109’.’

The statistical f1nd1ngs having been reported the f1nd1ngs of the,Q ‘f

“in- depth 1nterv1ews regarding students concepts of main, 1dea, therr '

strategy use and their use: of context will now be reported
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 CHAPTER'5
VFINDIriGS:' INTERVIENS

W

ThTS chapter w111 describe and report the findings gained through
,1nterviews with thirty-two grade six proficient and very prof1c1ent
readers These findings relate to the. sixth and seventh areas of _'
research comprising the study ' the concept of main idea heid by )
grade six students, and the use. of strategies and context in finding

\ ma1n 1dea , o | _ , '
o The first section of the chapter will describe the concept of
‘main idea. her by the grade six. subjects This summary was used to
answer hypothesis 6.1 which was generated to determine whether there S
.was a difference between the students' conceptuai understanding of the |
. term “main idea", as evidenced by their definitions and by their‘

performance

Concepts of Main,jdea_

* When subjects are asked to. find main idea and subsequent]y
formuiate answers not in hannony with that expected by the researcher,
the researcher might conclude that the subject cannot find the main
idea. That contiusion cou1d be inappropriate, since the subject may

have an understanding of the task which is different from that of the

-

. researcher

The purpose of this aSpecf‘df‘the study«was toﬁdetermine what * * T

,.u.,

definitions ‘of main idea were. given by grade six subjects, and whether

-!-v-O- £B -

their productidns of the main ideas corresponded to their definitions

Later, how they operationaiize their definition in producing the

- B PR

. - ’
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© answer, will be described and all three aspects will be used to form
'.'an OPerational definition of main idea. —~. ‘

Definitions and Answers .ﬂ‘.

:Priortto prOCeSSing any of the passageir each of the'thirtyAtwo’sub-
jects were asked about their meaning of" main idea’ (see page 82). An
. analysis of their explanations revealed that they had difficulty in lin-
guistically expressing in general terms what they were later able to
"eXplainvthrough the processing-i‘?specific examples. Of the thirty-tWoliﬂ
 subjects interviewed twenty-one defined main idea as “what the story or
| paragraph is mostly about" Two subjects defined main idea as “the
_ general 1dea“, The responses of the remaining nine subjects are listed
'below; | |
| 1. the.key idea that makes the story_all turn over and come -
~ together. - o | |
2. the main answer - the first sentence that tells you about
the paragraph
3. the plot of the story.,
4; what- it's trying to tell you or get to you - some stories.
tell Jessons. - | ' |
5. what m,ainlyh‘appens, !
6. the basic point, -

- . cw ——m b a R 1

7. the main parts ;hat join the story together. ,;5;;,,v R R

- - - -

8. what makes the story

9 - what the problem is and how people solve it

From the popular response and from answers 3 5 7 and 9 it was o
difficult to tell whether the subjects were referring to a summary :

statement or to a generalized idea which subsumed all of the statements-

n‘c N 2 - . R S S T
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S id the-passages An investigation of their answers revealed that
the maJority of the subjects functionally attempted to produce a
generalized statement. Thevideas-produced hy the subjects who
'defined-main idea as "what the story.or paragraph iS”mainly_about?
are.listed in lable 5-1-,'Ai1 but one answer complied with the stem
which was provided:' "The passage mainly tells that ___ ". Subject
2, however ignored the stem and wrote "Lily's bad morning" for one
of her answers " None- of these answers proyided a summary of 1deas
as an.interpretation.of "what the passagekis mostly about.." There-
fore, the majority of subjects perceived main idea to be representativeh
of a generalized statement which tells what the passage is primarily
about '

ThOSe ansWers‘provided by the'SUbjects who gave the definitions
fthe plot ofvthe story“,v"what‘mainly‘happens", "the main parts-that :
"joihlthe.story together"iand7“what the problem is and _how people solve"
-('it" are listed in Table 5.2. Interestingly, these definitions seem T -

more relat\d_to finding the main “idea for narrative since they relate

to plot, actions, and problem An examination of the answers for the
expository passages, however, revealed generalized statements, even
r-{though the last subject related the generalized statement to only, one
>‘of the’ groups of people mentioned 1n the passage. Those two. who

e ﬂand how people solve it" seemed to have provided a summary of the »

- acategories of actions which occurred For example, "Mary Jo wanted a.

L‘dog“ summarizes page one of the passage. “The pup was noisy“
summarizes the actions on page.two and~how she solved the problem wasr

explained on page three. While this statement of main idea does not



N

Tab]e 5.1

113

¢

Main Idea Produced by Subjects for Narrative

‘ and Expos1tory Passages

NARRATIVE

zees progress in different
ways even in the same

. environment.

SUBJECT EXPOSITORY
s1- lNear1y every word has a Betsy, if she wants to; is
story behind it. a good freestyler.
S2 ~Tongues of animals help | Lily's bad mdrning.
them alot to catch prey.
33‘ Words have many differentv Béfsy 1osing the freestyle
: meanings - .but beating her own time.
S4 Some words are strange - .There 1s.aiswimm1ng contest.
and some are coined. e
S5 Ice'was shipped all over " You shouldn't accuse some-
the world in different thing when you don't have
ways.. proof. :
S6 Baby chimps and human Kids can be responsible
’ babies grow and learn in people, too.
* dififerent ways. : o
S7 Human babies and chimpan- A dog is cute and cuddly but

is a big responsibility.




Tab1e 5 2

Main Ideas Produced by Subjects 17, 21, 27, 32

%

For Narrative and Expository Passages

DEFINITION

EXPOSITORY

NARRATIVE'

The plot of the
story.

What mainly
happens..

The main parts
that join the
_story together.

What the problem

is and how people

solve it.

- At first chimps are
- more developed than

humgns - then humans
catch up.

Intelligence between
animals and humans

- are different.

Ice was not available
in the ear1y ages of
man.

The Greek people had

‘ice-houses and all’

they drank was snow
water and ice water.

Mary Jo wanted a dog,.
when she got one, the

ne

pup was noisy and-she - -

. had to solve it.

The responsibilities
of owning a pet.

The prince's dog Toved

the baby very much

to guard the baby and
he did and he got the
wolf away from_ hurting

the baby.

' The dog wanted to stay
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"present as generalized category under which ahl the details fit
"jageneraiizations have occurred but not to the same degree,‘ Subject

32 did provide a summary of. the actions Since- the summary was given
‘;only for the narrative, it may be that the subaect experienced ' |

difficuity in genera1121ng the idea for the story, or possib]y the
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’ reader has & differing-definition of main idea for expository passages ' o

' buﬁ was unable to- Verbaiize it

Of further interest were-’ the responses to. the passages which .

imp]ied the main idea when subjects were unable to state a generaii-,.._,_,_ o

-f zed 1dea for these passages, they attempted a summary and tacked

"about" to the beginning of the statement For examg]e,_subJect 3 e e :,

[wrote "The passage te]is mainiy that about Betsy-and how she had to

) Tgo in the re]ay and try and bring her team to‘victory"l' The syntax ::f”

of the reply demanded by ‘the guiding sentence frame was 1gnored

and "about" 51gna11ed that wh11e the subJect wanted to produce theo.
generalized idea, he could not. The main idea was "about how B
.The foiiowing-exampleSzreveai thiS'procedure in use with narrative:

. “About a girl who hurt her leg and another gir] took
her place at a swimming meet." ' -

“About a prince thinking a dog has hurt his son but
later on finds out the dog was protecting his son from
a wo]f "

A’ summary statement was also used by one subject in response to the

long imp]icit expository passage

"About how ice was found and how it was: kept in many
countries."” : , '

While these subJects defined main idea as 3 generaﬂ statement and

provided a generai statenent for one of their answers, they were -

unable to produge a generai idea for the passage which implied-the

n.
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main idea. They were abie to estabiish who the main character was:

(in narrative). or what the main. topic was (in exposition) but they

were unabie to categorize their summaries of details into one over-
all statement about the topic

.. The use of "main1y" and "most]y" by subjects 21 and 27 pinpointed

a form of importance taken into consideration by the reader. - These
:words were often used, as.in "what it is mgjﬂly_about“ or "the main

part Of the story“ SubJeets 25 and .14 referred to "the basic. part"
and "the main answer" respective]y These statements infer a single- .
ness of answer - the basic point, as well as a concern for. importance.-
, SubJect 4 expressed a simiiar concept when he said “the key idea :
ffthat makes the story a11 turn over and tome together" T His idea
‘suggested a purpose for this centra] important point it ties every?
fi:thing together | | |
"Definition of Main;Idea

An analysis of student'responses reveaied that the concept Of‘mainw
‘Ridea understood’ by grade six proficient and very proficient readers
| may be described as an interaction of five major cHaracteristics

1. It is an extraction of the essence or messagk in_concentrated
‘form: | a |

2. It is singular: it is the main message being communicated.

3. It is central:: the comp]ete passage revolves around this
message, and the message is found in all parts It makes the passage
all come together or turn over. L f } |
| - 4, It is general: the genera]ization is an abstraction synthe- '
. sized by categorizing the re]ationships among the parts : -

5 It ts significant" it is the most important message or p

e

S
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essente”because of the combination of two other qualities - repetition’

and completeness.- The message‘is repeated time and time againfthrough-

.out all of the context.

-

whiie no subJect was. abie to linguisticaiiy express these

characteristics expiicitiy, they implicitly expressed them through

their actions and their answers . The subjects did not differentiate

-'between a main 1dea for narrative and a main idea for exposition yet
an examination of their strategies- reveaied they distingu1shed the‘

7-t Hypothe51s b. 1 was therefore reJected SubJects provided

genera] unsophisticated definitions for main idea, but. operationaiiyr‘;*‘“"

"they revea]ed a complex. understanding for the -term.

B The remainnng sections of the chapter wi]] revea1 the compiex

' nature of their operations, nd wil1 answer research question 7 ‘which
. asked how students process the information in the passage in order to
find main idea. The reporting of the subJects strategy use and of .

their conception of‘what aspects of context are important will clarify

the 1nteraction between the five stated characteristics,, The formula-

tion of an operational definition of main idea will then be possiblei

~
4

h.fstrategy Use- o
The thirty-two veryvproficient.and'proficientureadersiwere o
asked during their interviews about the strategies they'used to'heip
them find nain ideas. After the interviews, their responses to
specific passages were categorized. Their reveiation of strategy
use,wiil'first be reported Next, the results of the categorizations
(

"of respon;es will be reported N : .

¢
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.MetastratQQyﬁAwafeheSSJ-.f

- O%ifﬁe-thirtyatWO'réadérs"inie%Vﬁewed; three subjects stated
' they’did not‘know_what.Stfategies or techniques they used to find
"+ the main ideiﬁof_g passage.. Yet,.these three demonstrated strategy

‘use when they were dsked fo find the main ideas of the specific

passages. .~ = S

FThe.feméihiﬁg suﬁjects presented a personalized overview of.
their Qédéra1 strategy use. ‘The ?o]]owing examples revealed the
personalized nature of the descriptions: N 7

- S1: Like if rit!s a story, you'd read say the whole-
""" thing instead of just one paragraph and if it : o
- -talks about 1ike many different things about.one = - s
subject 1ike.telling, 1ike if it's a cabin, '
telling what it Jooked like; [if it's not a
~story] you read through carefully aid fihd out-
what he talks about most. ‘ .

S5: The first line usually tells you what the story
.- 1s about - or you just skim through until you Find
it. It tells you about the story. It sounds and
is-more important. You can tell through wording
and punctuation. '

S6: When it's a story, I look at the whole story in
general and find the plot and that sort of gives
me the help to find the main idea. And then if
it's a paragraph and then you just look through
it and you decide what the main tdea is.. In a
paragraph - like what they -talk about. If the’
author centers on it, that psually gives me.an
indication of what the main idea is. . )

S10: I read through it "the story and well, like:
- . . sometimes the main ideas are ‘interesting so I
- sort of slow down and.read more carefully where
what the main parts that are interesting. .
Researcher: "Why are they more interesting?"
Because 11ke more tense, or maybe it's something
you like.
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.S15:  You read the first paragraph.and that .
usually tells you more about the story.
It introduces the. characters and the
- scenery and everything like that - what's . e e
happen1ng in the. story, ‘what's gonna happen, o e e e
v = -what it's: about o _ o '

Few subJects d1st1ngu1shed their strategy use for narrat1ve and
kyeXpos1tory passages . most subJects referred to passages as "stor1es" .
and two subJects ‘asked: what_ the researcher meant by "passage"
-Those subjects who did d1st1ngu1sh their strategy use re]ated the
use to the 1nterna1 structure of the passage. For examp]e, subJect
: three referred to the plot-in a story but the top1c 1n a paragraph
A]though the major1ty of the subJects re]ated the1r strateg1es to
stor1es" they used s1gn1f1cant1y d1fferent strateg1es when they
processed expository and narrative passages. These d1fferences will
.be’reported in the next section.’
While many of the subjects stated that they looked for the im-
‘ portant sentences, they were unab1e to relate what kind of 1nformat1on
they-genera]]y cons1dered 1mportant information. However when _they
processed the passages, they expressed c]ear]y what they found important
and wh‘y . . . . v . .
2--_: Find}ng.the ma1n 1dea seemed to’ requ1re a great amount of effort
SubJect 12 stated "I.go back and re-read" and subject 8 said "I °
_read it over maybe twice". SubJect 6 exp1a1ned SRR R
56: After I finish reading. it and I know what itls
about, then I sort of go over it and I look for .
the 1mportant sentences, and they sort of tell you.
'Subject 20 also referred to the need to re-read
S20: You read the whole story over, and then you
think of what could be most important in the
story and then you Took through the story to

.see if there's anythfng that gives you the -
same idea.
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Thus an awareness of a need to re-read the passage was preva]ent
Reading onée served to ascertain what was 1mportant and to form a
"itentat1ve genera]1zat1on or conclus1on wh11e the second read1ngﬁ
served to check whether the conc]us1on covered all of the deta11s
| Each re= read1ng was 1nst1tuted by the reader for a different purpose.
_While the subJects provided only one major strategy when they

'were asked what strateg1es they used, all of the subJects used an

. jinterre?ated comp]ex of strategies - when- they processed the passaaes

hThe maJor strategies wh1ch emerged from the categor1zat1on of subjects'
passage spec1f1c responses will now be described.

Emerging,Strategies.'

Emerging from the'categortzation of student responses were ten
'strategies. The subjects used the strategy by itself or in combina-

tion with one or more of the other strategies. The ten strategies

7L which-were identified ape: - - T T T T e e da

-

1. Imaglng ‘ - B - -
| a, Persona11z1ng the exper1ence by 1mag1ng actua] 1nvo]ve-; ‘

:ment or by p1ctur1ng the exper1ence o
b, P1ctur1ng an object descr1bed |
2. _Establnshing.themmajor~Chdractermwithin-the-mejorﬂevent R
3. Cueing on p1ot - determ1ning the conflict. and its resolution,'
4. Reca111ng se1ected events from the passage.
5. Estabiishlng the common topic and then adding up all of the
d1fferences described about the topic. ___j
6. Summar1zing all of the s1gn1f1cant detai]s and categor1z1ng

them to form a genera11zat1on

7. ‘Using key. ideas or words.
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8. U51ng a question to frame a selective ch0051ng of detail
a. USing a questioh prov1ded S
b. Independent]y fqrmu]ating a question.
9. Using a frequent repetition of a'topic; s
10. Using a provided comprehension aid such_as a preview,'.
title, etc. |
These strategies and their use will be described in the following

sub-sections.

Imaging. Five of the thirty-two subjects explicitly stated that
they used imaging to help them determine the main idea. 1In proce551ng
narrative, the strategy involved personaiizing the experience described
by picturing the experience 1n the imagination, or: by imagining actual

involvement by taking the piace of the main character and Tiving the'

. \'““eXperience The f0110w1ng exp]anations revealed the reliance upon -

exp11c1t1y picturing the scene and the events which had’occurred 1n

the narrative passages

i~51:-xNo, st my pictures in my mind. I usdaiiy . [P
picture the scene while I'm reading it. I T e
. picture what' s happening when I'm reading
S3: Well, I read it over. twice At first I didn' t
' really get it. -And then I pictured it as I
.read through it both times. And I guess I
used some words ' ‘
Whiie subject 3 also u;%d key words to help him find the main
‘idea, he found’thatfmentaiiy‘creating the picture aided. his under-
standing of the passage. Subject 4 added a different dimension to .
personalizing the experience. He imagined he was the prince; ‘and
he also criticized the actions of the prince as if those actions.

were his own:
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Well, when the prince had Teft Sam was right - o

beside- the baby and I said you shouldn't accuse
something when you don't have proof. And when

he got-back.and.he-foundéﬁam'was;scratched and
had blood all over him and he ran towards Sam.

‘thinking that he might have.injured. The crib
<was turned over and everything and he might

. have injured the baby.' And he was going to hit
- Sam-and-he saw the wolf cawering in the corner

so. he really shouldn't’ accuse something until
you have proof about it.- So.you can prove-if

1t's really, Tike has happened. Well, I was

- running toward it. Well,

putting myself in, sort of,:the prince's shoes
and saying well ‘he, he ran towards -Sam and

‘everything. < He was thinking that Sam might have

hurt -the baby so he picked up a stick and started

was the princes how I would Fave felt and then

. when I saw’the wolf I would have felt sort of
"sorry for the dog. And so,. that's how. '

- By pretgnding'he'WaS'the:prfnce;ﬂéubje¢t 4 was able to feel the con=
"~ flict of theaprinéé énd:fhereforg_he was'éble to establish the main
idea of fﬁe passage. Subject 18 §1$6sted this étrategy bﬁf she

séémed~t6jpebenﬁ]igévthe‘story to a-greater degree. She recounted

1»_'the eventéjas if theéy had happened to her:'_”

' §18:.

';Picturing the eibekiendevar'écfua11y iaking_parf in thefstory_was
described as a sfratggyicﬁly'wpen darhatth was;being réad. When
the értféiés read‘wéréfgxpositbry 1n nétufe,'the'use of the imagining
1 strategy §h1fted to picturihg‘fhg oﬁject*béing'desgribed rather than
| picturfﬁg anfgxperience befng“fe1t L&,the.charédféf in the stbry,

or by the,readefJAvIﬁ this'sense;fmorg¢objectiv1ty or a _greater

o

,Hel], I.imagine-thaf I'm in thé‘story,}sdft>of,
and I'm watching this happening. Well, I . ..

. wanted this-dog and everything -and I bought it. °
- And T told them I'm. going to take the full
responsibility. And then it starts crying at -

night and you have to lay papers out every
day and Tt's-really hard so I got my answer
by knowing that it's going to be quite hard
to raise it and you have to take a real big
responsibility. L T

T2

‘I ‘was imagining that #f I
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distance was- maintained by the<reader The following explanation of
‘the use of the strategy was prov1ded after subject 7 read "Tricky
Tongues" [ n~’-f3"nt\,<f-= ;;f - fﬁ.f )

S7: For the description it helps me- understand _what R
2 the animal is like, like what the animal's tongue
'is 1ike so I can. find the main idea easier. It
helps me because if I can, if I know what the
animal's tongue is Tike: and I know what the
animal s, I can draw a picture in my mind and I
can compile more information to get my own answer.

 The concept of "compiling more information“ seemed to suggest a

_ 'baSic difference between the narrative and the expository articles, RN

cin that with the narrative the need to "feel'the'experience" presented

}ia different kind of reader involvement While the imaging strategy
rwas/used -during the processing of both kinds of writing, the purpose
of the picturing and the . "what" of picturing changed

: Establishing the maJor character within the event. - Another

strategy used to determine main idea centered on. the establishment
of the major character involved in the story. Once the maaori
'character was selected the subject cued on the character s conflict
t and found the main idea. This strategy was described only in con- |
nection with: the processing of narrative Subject 12 reasoned that
the dog in “Mary Jo's Responsibility was the main character because ‘
.;it:received the’ most attention: :
S12: Well, when you read it you Just well it's Tike
' about the dog, right. And when it talks mainly
about the dog and what happens with the’ dog and

' why he's such a big- responsibility and all that
‘ kind of stuff. - . S

3

'OK and how did you use all that information to
find your answer?:

. S12: Well, all the information was mostly centered
K around one thing : .
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R: Around what?
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w  Swbject“l9"used the’same strategy,’ with-an added dimension.. She-also . -

.ascertainéd;why_Ihévofhef éhéractérs;wer¢;00tithe‘maiof"chqraCter:,A, .

R MR

. 519: He]T,_S&rfqo%-Tiké &hen?yod;re,réading it like

the first sentence tells you usually something
- about it but not too much and it tells you -that
" .she wanted a dog:and then you read on-and you
. find.out that there's a lot of parts in the
. -story that are about the dog and what happens

' “  with the dog- and how she wanted a dog and what

- the dog did and all that kind of stuff. So. it .
was mainty about the dog: = % = = --° . v

g R?‘ﬁﬁoﬁwhapgdiq you do'then? How did you use that
informatiof“to, help you find the main idea?

S19: Well, there was lots of parts in the story that -

- were about ‘her and her father and things like ‘
that but what it was centered around like, you
know, her father said he didn't want to see the ,
dog anymore and stuff like that. He was basically. . " -
talking about the dog. - And then just basically

~about what happened with the dog and what she
did with the dog. : o S

The establishing of this central character - who the sfory was

mainly about - seemed to aid in the reduction of options to attend

tolwheh‘defihing the central conflict. Thé central conflict was

found by éstabiishing the central charac%er. - This strategy was-mbstiy':

~used in combinhtioﬁ with~strategy 3, outlined in the next secfion;>

Cueing on plot. The majority of the subjects cued on the plot .

when processing narrative passages.. Not all students explicitly.
stated fheir use of this stratégy,vbut-an ana1ysis'of‘their responses
revealed that_they-seleétive]y chosefdgtafls which related to the

establishing and resolving of the cothict. Subject 23 éxp1ainEd his

use of the strategy:

S23: well;.if's just at the stahtvhere, it - she
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didn't want to - she wanted to swim in the
<. - freestyle but she didn't want to swim in the
+ = - -thing where it really depended on-her ‘becalise
: - then she could lose it for her team or-win it
- for her team. And I got it because up here .. . _
right away she didn't want to be in the relay
~too. 'And I knew what it was like because .
in the track meet here - 1ike sometimes I got
a relay team, and I:didn't, I was scared :
because I didn't want it to depend on"me. And
so I got it right away. The author was.telling
us that sometimes you want to do a good job
for your team but you don't want to be in a
situation where it depends on you.

In the above passage, he found the main idea by.gstablishing ;he_
main charactéf, définiﬁg the infernal conflict of the character, and
' relating this conflict to his personal experience in a similar
"situatiqn, ‘He then related thistinsiéyt‘to the.reso1ution of the
conflict: . .. |
$23: I read-it and I thought about the things
together that I thought were good - that
had to do 'with part whether they won or. not.
Because then 1'd know how she: felt without
having to read any more. . .
~While some subjects were not as able to'1jnguistica11y describe
their mental actions, they.still used the same strategy. Subject 24
. . ¢ .
described how she found the main idea for "Taking the Plunge":
S24: When I read it you found‘out that everything
was about swimming and how Betsy didn't want
‘to try but ‘she had to. And then in the end

she won.... When she was doing it she wanted
Marti to do it but Marti got hurt so she didn't -

want to do'it but she had to. So after M1 it
worked out right. : T : _

Ip\genera1, the subjects lacked the*approprfate»vo;abulary to'describe
_ their mental operations. Three of -the subjects described the con-
flict as "estainshjng fhe‘prob]em“,'and determining the resolution

as "so1ving the stor}". Yet; their explanations revealed that they‘



were cueing qﬁ_the conflict and itsjres¢10tion_to;eStabTish the

essence of the story. One person, 5ubjept428,‘1nc1ad¢d the use of.

126

the expoSitfon‘tb‘he1p estab]ish.setting5 character;‘and:initiiT B A

fincfdéﬁt,'bdt'égain. Shé could not rémember the word ihéf~aé55ribéd-".q
her opgrations: ' , -
S28: Read the first paragraph and that usually tells
you what the main idea is and then the rest just
tells more about the story. R

R: Tell me how that first paragraph tells you what .

" the“story-1s gbing to be about. Explain that -~ - - DR P_f

more. E

+ S28: Oh, there's a word, -a meaning for it. I can't
remember it.... It introduces the characters
. and- the scenery and everything like that - what's
~ happening in the story, what's gonna happen,
what it's about. L

She then‘app1ied this'strategy when processing'"Marnyo's,Reéponsi-
bility": | S o

S28: As I was reading, the first paragraph told me
" . that she wanted a dog. And as the paragraphs
went on it kept telling me more.and more about
" what she wanted. Without that the story wouldn't
mean anything.... She wanted the puppy so much
that she took responsibility to do what she -
did.... It helped me solve the story.

Cueing oh the plot was a heawily relied upon strategy.,'For a very
detailed’de§Cript1on of ‘the proéess in uﬁe. see Appendix D whith
presents the.expjanatiqq'gi§en by subjecf‘21;

. The next'cétegory (reca1]1ng'se1ec;1ve events) Qas.separated.'
.frqm thiﬁ'categoky'because the fesponsés were né%-specificaj]y
centered around the central confTict ﬁndfits'resolution. A descfip#
tion of the "recailing of5se1écted.evénts; will be giyeﬁvinithe next

section.’

fee

gf
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RecaTlinQ;seiectéd events.

singinarrative 1nvoTV¥d-recouhting fhe major‘acfions‘o¢¢urring in

" down" of all of the detaiis to the main actions bccurﬁing.v.These’
mainwéctions,accounted for all of the context»and'befﬂ§C§§ the main
idea. "In.proceséing thetf011owingip355a9251§UbJé;t33l-QXbﬁqfhéH’hbw‘.*"

» he_found-the main idex.for SMgry.Ja"s Réshonid bifigyl; Ik

LI
Y

'§31:

S31:

S31:

$31:

3

.- the story.“This general recoufiting of the plot was différent.from ..

Well, Mary Jo, she wanted to get'a dog and she -

used to tell her parents everytime ta - every-
time to - 1ike in the ads of the pet sale.

And then her Dad told her that she had to be. .
,respensible. for taking cdre of her and s¢ one
‘day she found - inside the ads - puppies for .

sale. Just one store, so they went down' there
and they looked "around and this one came -over .

and Ticked her and so she wanted that one. So'
she took it home- and they had to take care of

~her by, like they had to put it in this one

part of the house so she was housebrokén .and

-and every night she Would cry so Mary Jo ‘she .- .~ <"

would, she found an idea that she could bring
her bed and sleep with her dog so that she

‘wouldn't cry. 'So;sheAdidn't,.SO'the dog-

stopped crying.

‘What did you put dowggfor the main ,idea?

Mary Jo wanted a dog and has to be~respdns1b1g.

for 1t. She has to take care of it.

Now how did you get from, you kriow ‘you told
me,what‘theustory'was,a11 about. Can you -
tell me how you got from that to this answer?
Were there any strategies you used?

'th.rea11y.

: You canit think of anything. Any time you read

a story do you have a certain. strategy you use
to help you figure out the main jdea? '

No.

Another sfrategy-used in proces-

""" “the cueing on'théjééntra1 conflict. It seemed tb‘}épfésept:é "bQi1ing”i
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Expltcitly, subject 31 was not aware ofvhow he made the connection

between the selective recounting of the plot and the main idea

"i‘; Neither were any of the othér subjects who used this strategy able B

to tell what the strategy\was Yet 1t was most successful fOr them, :

as noted in the following conversation between the researcher and

I subJect 29 R .ﬁ\,f;;f, j;\}fl,.'.f:i,;a o
fLM“Rferéll me everythfng ‘you ‘can remember about how
o ybu found -the answer ‘

- . b .3
EEEEEE. SEEER SR ,"""' o - e s - A -

529 Because the prince went’out hunting and his dog
- wouldn't go. And when he’ came back the dog '
-~ was all bloody 50, ‘but the prince thought that A
. "heZhad killed the baby. So he went upstaips ~
- ..and saw the wolf there and he kriew that the" : '
"*‘JOg had’protected the baby by hurting the wolf,'~.”iﬁ"“'

R:;-But, now you ve. told me what the story is about.,

* How did" you know that the anwer was‘"Dogs are S
- . loyal and faithful friends"?” How did yougg ot o
;e “dboat figuring’ out what the. main idea was? . B
«°What did~yoUrdo? Are there .any - strateg;eswthat S
you used?. , T

~ktéZ§E I.don't know N k.-l':ﬁf . | -

| The recounting of the maaor events may have. provided a frame for
the relating of: personal experience to these events within the story
-' This p0551bility was hinted at by subject 21 in her explanation of
U:"Mary Jo'% Responsibility":: .

S21: Well, She wanted a puppy for S0 long she
- -finally got it.+ And then it started crying
at night and everything and it ‘couldn't" get
to sleep. Then she did something so it got
"to sleep. And I just figured that she was
pretty responsible that she could be able to
help the dog get trained and everything. So,
I put down for an answer that kids can be
responsible people, too. ”

R: “How did you get that answer? Well, you said that . .
-this happened.and this happened, so I figured .
she was pretty responsible. You just came out
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./ w Tanswer-that you -thought.:that she was pretty =~ EINARERSREE

~ s responsible? How did you reach that conelus ™ <'™s i< 7 ATt

slon? How did you reaCh tHaE? " T e e

" US2Le E don't know. IE Just came toe. 0 L
o gfgé¢ounting.fhé major E§ent$ was not Used only with anfativé.
. The following explanation by subject 17 revealed its use with expo-
T sition: - . L | |
o T - T ' \
'1817:._Ne11,'just;]ﬁke,it.saySyhere,6Qme ancient :
s people cooled their drinks with ice and snow.

. , ,‘The'Greéksfthoughtjthét‘ice'cédled the body =~ = -
LT = -~ and made.it more active.  Withoyt the Jce

: " they: thought ,-a.-person became. Tazy. - Romans’ .
spent a Tot of ‘time and money to have ice
during their hot summers. SlaVes were sent
up to the mountains. They packed ‘ice and
snow into straw-covered wagons-. Then  they

- hauled the wagops back to_their masters.

: And you know, it's kind of Tike how they - -
- got it from one place to anothér, . o

‘;The,suﬁharygof e#ents‘seemed,to pfovide the main déta11s fhréﬂghout ,
f(the paésageg §1]onhg s&fffcient memory of all of the:cbntext, upon
- théh_to dréw $ éonc1ﬁs%dh;' Suﬁjggtvzsiuséa thié‘étra£egy‘bﬁt
' ineffectiVely bgégusé hevidentified'the“éharacteng as two chimps
"_;'instééd'df oné chimp andaoné boy:. |

; S25:° 0K, well there were two chimps and they were = - . . ~
- raised together and they did mostly the same

stuff and then after awhile this one chimp

. he did better than Donald, this other one. -
& - - MAnd Donald; he started to catch up and like

o they keep on, they kept on doing stuff together

and I guess they, I guess Donald catched up

~and 1t doesn't really say what happened next.

R: Now, you told me what happéhed in thegbassage.
Can you tell me about any strat@gies that you

. used to help you figure out what the answer
was? | - - : B

/S25: Like, they were just, the twoichimpS-and'a11
——~_"they did -was do things together so, I guess
-7 that's:all they q_i‘was things together and

D
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| Establiéhiﬁg:fﬁe tdpfe and adding]fhéldifféfenees.' The;u3e=of; o -

this strateqy was described only during the processing of expository’

‘articles. It wa$ é-primary’strategy-usedvby most of thé subjects.

First they found the common topic that was rébeated-éndistressed

through0utithe'various paragraphs; then they added up'ﬁheﬁmajor»

T .bdfﬁt§'beﬁng made about the.tobic.'7lﬁ hér‘éxb]adatibﬁﬁof‘finding main -

-

idea for "Triéky Tdnguesﬁ,.subjeéf;é-gﬁéﬂéd}  1~4‘-»

S8: I think the main thing in the story, 1ike there -

~_were lots of different words and ‘sentences and
that and T think the main word was that was the .-
word tongue. -Because the others like, every-
paragraph sort of just supported that and so

_ .you know tongue. That's what they're talking

~about. The whole story is about the tongue.

And T just, it just told you some of the things
that your tongue does for you. It gives you
examples of what tongue does for other animals
so I got my main idea. I -

-

Subject 10 emphasized the need to considefvthe whole péssagé: all of.

the contekt rather than mere]y'one_paragraph. Yet, he had diffjculty

‘explaining thé.significance of the‘passége“conte;t:

810: You read the whole thing instead of just one
paragraph and if it talks about, 1ike, many
- different things about one subject 1ike -
telling, like if it's a cabin, telling what
it looked Tike. ‘ S

Subject 8, on the other hand,»ciear1y éxplained'why every paragraph

Y

had to be attended to:

s8: Hell;lin-everyuparagraph there's something
- that usually tells you about, 1ike in this
. case 1tVWas‘about the ‘tongue. And in every



%

g ’-Hnﬂ:.;g._fe:;.;ia ,h\-, R :5*:“., T _'7'f__'j‘ o131

4 . -
:g}i"fiigparagraph {ou try to find out about‘the?'?f‘;f : T ‘
" “tongue. go. through] every- paragraph.rfzﬁ'?‘w{'f-,;-. ,
- - w- . .and whateyer sentence ;talks. about the .- -+ - -«

,d,.,gtongue I keep‘that one. in mind. You go .. . . T o
- through -and. then after - the whole e e e e
sentence - you come: up with- that and U7 :
that S the main idea. :

The choosing of the major detai] of every paragraph and then the

summar121ng of these'detai1s was a strategy which was simiiar to the-

irecounting of the major detai]s in the narrative While the concept

rmay be the same, what differed was the operationalizing of it In

the narrative, the maJor events- of the pTot line were attended to

regardless of the paragraphs, and no repetition ‘of the topic occurred

RO

Thus, to find the main - dea a generaiization had to eventua]]y occur
With the exp051tion, on the other hand, attention was directed to

every paragraph The maJor topic was repeated in every .one and was

‘ estabiished as maJor through repetition Nhat was said about the

topic was developed by selecting the main detail in every paragraph

and adding them together This aiteration in strategy underscored

a maJor difference between the structure of narrative passages and -

exp051tory passages In the narrative, the paragraph was not a key
element to attend to: the key eiement was the: plot with 1ts estab-
1ishing and revoiving of a conflict. In expOSition. attending to :
the paragraph as a structure yielded the‘emphasis and repetition of
the topic as well as the key points made about the topic. This
concept of importance.through repetition was expressed by subject 1:
S1: Each one tells something about the tongue. When

you look through, it mainly tells about how the

animal uses the tongue. I thought that might be

the most important ‘thing in the paragraph.

Subject 19 explained how estabiishing the topic through repetition
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SIQ}} Well, what I'did was OK, I read. this over- - -

S19:

and then I saw, T look at all the. parts
that said how they shipped the ice and ..
‘where they shipped it to and what they
used it for and everything. And I. just
took that stuff.and I sort of combined

it all in-one and I got the majnrigea,~

How did you combine it in one? What did
you do? :

Well, I did it by, I took the really important
parts and I just sort of put them together

"‘into a sentence.. And then I wrote it up.

The significant characteristic of this strategy was the adding of the

differences through-the summary of the key details. The next stra-. -

tegy presented a sum of the differences not through addition but

threugh categorization into a genetgliggtjoh._

L4

Summaryubj;geﬁeéalizatioﬁ. Generalizing was used for procéssiﬁg

eithef ﬁarrative or expoéitory articles, but was prevalent in finding

"the main idea for expositoryypasséges implying main idea.

Subjects, when they used this strategy, did not begin by

’ -establishing an exp]icit]y stated topic. First théy isolated signi-

ficant different details, and.then théy extracted the general common . °

point.. The‘stratégy is recqanted'py'subject‘7 in explaining how she -

.';fbund the.main idea for "L11Y"3v

“S7:

I read this and I found out that she kept on
tripping and dropping things and losing all
her stuff and forgetting to make stuff, . Like
1t says that she forgot her lunch and dropped
a glass of milk and tripped over her shoes....
It all seemed .to fit into one Tittle category.
Like the whole thing fit in. You kind of
lTook at all those things and figure out what
they fit under, like.

. whilg this strategy was used in processing both long and short pas-

£ Ea
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. sages, ho subject attempted the strategy with the shqftiimp1iéit
narrative. The two subjects ‘who. attempted the strateg} with the long .
impiicit'narratTVe found the‘strétegy unsuccessful. It may be that
a categorization strategy is nbt‘effedtive when an internal conflict.
’}if implied. “Subject 2 recounted her use of the strategy:
' S2: I got all the things that fit together about

swimming and about the seconds and about

Betsy and Marti and all that together and .

she found out that she was a fairly good _ _

swimmer if she tried. Se I just gathered 5

up all the information. I put them alto-

gether, and then 1ike, I went over and I

put the other ones that seemed the same

together and fit into-one category. It

mainly tells you that she wants to be a &

good freestyler...
While the conclusion was feasible; that is, 1t did arise out of the
details, thé'answer did not'accouht for all of the context. It ignéred
71Betsy's basic internaf conflict between wanting to prd?é she is good
but being fearfu1_that she will be poor. 'She stands to either gain or
lose her friends' réspect depending upon her performance in the race.
While the use of this strategy may be effective when repetitive actions
all exemplify the same problem or at least the basic conflict as in
"Lily", it was not a viable strategy for passages in which the actions
added up to the péqblem instead of repeating the problem. Because .
the details in "Lily" underscored the conflict, that is, they repeated
the conflict, the strategy worked well. : _ v

Whereas the, strategy seemed to be effective for only a particular

narrative structure, it wgrked well wfth the expository structure, as

exemplified by subject 4's explanation of'"An.Interesting Story":

- S4: They're telling about breakfast and spoonerism.
- And those were the two words they were talking

-



"about. I read what it told about them, and
- thought if both their meanings were the same....
It tells you about two words that have a, Tike
they tell you stories about the‘word.
This strategy worked well for finding the main idex when it was
implicitly stated in an expository. passage.

Using key ideas or words. Using key ideas or words was used in

combination with one or morg of the other strategies. With the pre-

viously out]ined strategies, the subjects needed to be able to select ‘

key words‘and ideas in order td'makgltheir strategy work. While a
later seétion exp]ains'how key wordé are used to find main idea, its
use.as a Strategy for finding main idea will be describéd here.

N Subjéct 23‘éxp1aihed‘the'strategy:

523: I read it over and picked out the most
important sentences - which ones she mostly
emphasized, she told more about. And then
after that I put all the sentences together
and whichever one came up more, 1ike which-
‘ever one, if there are two sentences which
are more alike well then that would be more
what the main idea is.

“The determination‘bf key information was based upon répetition and:
emphasis. It was primarily used as a strategy when the main idea was

expiicitly stated in the passage. Subject 18 explained how she used
this strategy:

S18: - Well, the first sentence is baby chimps and
human. babies grow and learn in different ways.
It sort of gives you a hint what it's going
to be about, well, what they learn that's
different. Otherwise, they wouldn't have
that sentence there.... And then you read on
and it says sort of an experiment of what a
person did. And then it tells and it's still
about the baby chimp and a human. And then
it tells that the chimpanzee, he develops
faster than the 1ittle human and he responded
to more, I don't know, commands or something

|
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Tike that. And #t just all through it tells
about how the chi panzee progressed and then

- the Tittle baby : ~stuff. It says baby
chimps and humans grow and learn in different
ways. And it's just sort of giving more informa-
tion on how they grow and Tearn in different
ways .

These key ideas wére used as a basis' for predicting whaf'the

rest of the passage was about, or for vérifyinnghethqrfa prediction

was correct.” In what fashion it was used seemed to depend upon its

location in the passage. For example, subjéét 11 explained .how she

used the explicitly stated key idea when it was located in the. last _

paragraph of”é long equsitional bassage:

SI1: Well, I went about finding the main idea by
reading it over and then like, I under]ined
"Animals tongues are designed to perform in
special ways" because that's what it says in
each paragraph. It tells you something dif-
ferent about each, 1ike different animals’
tongues. Like what they're performed to do.
And T don't know, I just read it over and
Just thought about what, what he wrote or

+ she wrote and then, well it just because S
well, it mainly just tells you that like, “each -
tongue of a different animal performs in one
way or another. [ had to read almost all,
the whole thing. When you get to, well the
end here "Every animal's tongue is designed.-

- to. perform in a special way", that's sort of
.the part that says the whole thing was about
animals’ tongues. : '

:In this case, the key idea was used to corroborate the predictions

made on the basis of the selection of ofher key‘ideas through the

passage. The basic key’ ideas were retained because they gave some

différent'information about the general topic in eachfparégraphu The

key main idea prbvided the category into which all of these other key
. _ -

ideas fi{t. Subject 6 uses ; sim%1ar‘strategy in finding the main idea

for "Lily":

@
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vfgﬁs T just read 1t through and 1t just sort of, : ,
- " at the end, it sort of gave me clues that »

“Tike,: ‘everything seened to go wrong for Lily :'.'Tf;:s.‘t

- this morning, this Monday morning. So, I - L
-don t khow, I just, Just went through it ' ‘(

SubJect 4, in explaining the strategy he used to flnd the main 1dea
for "Lily", said S -j.‘v , ,,*f” [f~h.-.F;f [ ”_ ‘f,:‘ =

$4: " Yeah, 11ke, well you kind.of Find the key S
. 'sentente and’ then just kind of figure out L
what it's main]y about . ,

Oné’subject usedtthis strategy 1ndependently when the main idea was
!I not explicltly stated for him Subject 18 eXplained how he" found the _h'
| main 1dea for "The-£a1thful Dog" A '

[‘S well, like 1 Tooked - for the main sentence
~ ,which was he loved his master but most of
a1l he loved the prince's. baby son. That,
-1 thipk, ‘that's the main idea because he
Jult 7o 1ikes ‘the princé's son alot.: Like, he: . .
» ' " thinks he's. really cute and: he really Tikes
. playing'ndth him. LiKe he .was prepared to,
I think, he 'was prepared to.die for him
because he- was fighting a. wolf to save the
kid >

| He cued in on the 1dea that the dog loved his master but most of%_
all he loVed the master s baby son This key love of the dog for the

136
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baby~established the lOyalty being more 1mportant than mere protection. !.e

. Several 6f_the subjects used the same strategy of "keylng 1n“ 1
but honed in on- words rather than complete 1deas Keying onto a word

'f' was used primarfly to establish the topic of the passage This topic ;'

N

could then be used as»the "central director”;lor cueing on other key

: 1nformation Subject 3 explained her use of the strategy

83 1 read carefully and the answer Was actually, R N
- was printed: in the story. too. - It said how - R

-, the woodpecker’ s..tongue is shaped to’ spear ‘:Yy;. ,”-w

.- .bugs in a dead tree and how ‘the anteater's. . -

»'j*_tong:; 15 shaped and how the giraffe s tongue




" was made 1ong that it couid wrap, cur]
© them around- the Teavas:. And”how a snake' s
tongue was shaped so that it could, “Ttke
. stick jts tongue out and. then bring it
‘. back in and go’ toych. the tongue to the
pits so it couid smeTi :

el

These key words were lingUistic organizers for the cognitive

organization and assimilation of meaning Subject 28 also re]ated

e

~how she used the strategy ’

S28; 1 figured out the main idea when 1 was *ﬁ e
. reading through the passage . T looked at, -

I read the back again and it told me what

it was about and when 1’ finished - reading .

then I just thought to myseif and Just -

Tooking. back at -the . key words - and it

helped me remémber. .

~R: OK. Can you explain that in a 1itt1e
Lt more detail now. -‘kike what were the key
T " . words, .what d1d you 1ook at? - T
S28: I looked at. the beginning that baby chimps
“and human babies grow .and Tearn in dif-- :
ferent ways. That one made me wonder what
two different ways, so-then I came down
there and- 1t'said that the chimp: first
“started to" learn qicker and became stronger
than the human .but then when the human . o
* started tatching up the human started
getting more: deveioped than the chimp»was

For her, these key words aided the remembering of significant informa-

tion. -The key words also gave direction to the processing of further N

)
information They provided a framework for the interpretation for

' exampie, she said “they made me wonder what two different ways“’ ,Ihe o

;.cueing on differences was essentia1 to estabiishing the main idea of

o the passage This strategy is such a key strategy that a. further

“ifanaiysis of what information is key information and how it is deter-‘

ey

mined wi]l be given in the next sections of the report The need to -_;;-

ﬂextract key information was essentia1 to finding main idea, and what
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was chosen as important infiuenced,the fina{Zdeterminationyof main

idea. L .

U31ggfa question to frame a seiective choosing,of detaii bniy'

.‘. one- SUbJECt used th1S strategy independentiy but six. subjects

' discussed the use of framing questions when the task they were asked
to perform'involved the seiection of an appropriate answer from a _

muitipie choice question

- strategy

- 821: I read very carefu]iy and . at the beginning 1
R kind-of asked myself-a question Tike, why.

is your tongue important to you-and other
animals. And as I read I found bits and
‘pieces .of information and I put them all S
together and then at the end there is also - -
the answer it wou]d partially help, it '
would mostiy help. Lfke the answer that I
_got after I compiled ai] my information

o _In this sense. she- used the question to heip her seiect pertinent

‘1nformation Anything helping to answer the question was kept and
1ater compiied |
The remaining subJects used the muitipie choice question as a
‘frame for their se]ection of detaii Sometimes they aiready knew
h'what the main idea probabiy was, but at other times ‘the answers in
the question were used to make the decision . (
S2: Well, I didn’t reaHy find it ti11 er, -
) breakfast and they broke it .up into two
~words and-tolg about meaning. And then
‘with spoonerism and then that they said
it comes from Reverend Spooner And that s
how I ‘got. my answer ‘

R: OK how, did you get your answer? You iooked
~at the two exampies and then what did you do?

Subject 21 who independentiy formuiated a question described her

138
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"52:'4And_then I.just~read through;ghelquestions
' and then read the story again and then I
Just picked. e :

R:- OK. So’did;ybu not know what the main‘idea
.. was-until you did the question? Did you use .
" the question to help you find the main -idea?
‘ Or did you know before? v : :
S2: No, I didn't know it before,
The dééiSionuésﬁto what answer'best‘stated,thé.main idea was made in
e 3 . \ _ eNe : .

a ndﬁﬁer %f-ﬁgys.' For example,‘subjectfzs chose'tﬁeZpribn that

repeated'thé_first sentence’ of the paésagezﬁ'

R: You chose "d" as an answer, “Chimps and
. humans grow and learn in.-different ways".
~Can you ‘tell me everything you can remember
about how you décided that was the main .
. idea. . : iy :

.+ 825:  Well, I just decided that because in. the
. dpening ‘sentence it says exactly what
*d" did so it had to be that one. Like,
I didn't even-have to, wasn't anything,
-wasn't anything to think about.

 R:" OK, now the thing is, did you know that - S ,
- was-the answer ‘before you read the question, . ’
 or did you use the question to help you . .

v identify it? ' o -

'S25: 1 used it to help me identify-it because
-1t depended on the question, what the o
answer is going to be. Like, I'd say that -

- in this passage the author mainly tells
. you that and then it could have something

. else for "d" and then you'd have to pick
"a" because it also showed that baby
-chimps grow faster than humans. But it
wasn't the first main idea. .

R: Oh, so you did that one because it was the -
~first idea? " . ce :

. S25: Well, it was the main idea.
~_The first'séntence'had'éiplicitTyAstatéd'ﬁhe-maih idea;‘an$\hehad',,_':

successfullyfmatﬁhed,thé moStiappropriﬁte_optibh; :As,hg,had stated,



the question was 1nstruménta1‘ip dhpos{ng%&hat tﬁe mdin.idea;wgu1d i

.be,véince it iﬁpqSed;Qn 1nfef§réfatfah updﬁﬁhim;;-shbjgcf‘ib ﬁ;gd N
‘the options fn<afdi¥fefent“wéyf  She_qsed a?brotess of g]imih;ﬁfdn, .l

'butlshe did nét Choose'thevmostiaphfoﬁfiate énswéf:if e

S10: OK. First of all I-chose the last one \ w
- "Haste makes waste". And, because 1ike, = -
* she-hurried ‘the whole morning and every-
thing and because of what she like, well,
she forgot: her lunch:bucket and ‘she spilled .
her milk and everything. And everything
- - happened wrong that day and it-satd that. -
I just picked number "d". -And it says "c¢" -
-"Gaing to school on Mondays is particularly .
hectic" could have been almost any day . A
~ that she could have done that. So I didn't
- pick that one.  But and thén the next-one .
‘1s "Lily closed her eyes for a moment and -
thought about her morning". That only told
like, it sort-of told that one sentence;
it really told it clear but it only said -
~ that one time. It barely mentioned it. So
I didn't do that one.  The next one is : :
"Everything had seemed. to go wrong". ~Like,
well I didn't pick, choose that one because
like, everything did seem to go wrong and
that was pretty close to my answer like,
‘I almost picked that one because 1ike, it
- was almost 1ike, the same meaning.

R: Why did you choose the "d" over the "a"?

S10: 'Well, I think "haste makes waste" because,

' 1ike she hurried and everything because it
.-Wwas a Monday morning and maybe she wasn't
‘prepared for school as much as she would be

~on Tuesday or something. And then...
R:‘VBut does 1t:say that she w5sJin a.hurfy?f

S10: Well, as she got out of bed she was tripping
~ .over her shoes and when she was getting
dressed she pulled off a button on her _
sweater. Like, then when you read the story .
1t sort of sounds 1ike she was in-a hurry.
by the way they explained it and everything.

It wasn't that she didn't comprehend the story, and she almost

‘ choqé_thé'ﬁost apprdpriate;answer, but -she qidnft’becauSe she'inferréd~-

N

[



~from her exPerience ' One cannot conciude ‘that she did not COmprehend
the passage but she may haVe 1acked expertise in answering multiple ‘

- choice questions She did not seem to be aware that the statement -
she chose was an overgeneralization and that "a" would have ‘been.

the most appropriate choice |

Repetition of‘a topjcc Estabiishing the topic'by'identifying

the subject’ most often repeated was used by subjects when they read
'exposition One subJect‘used this strategy to heip determine ‘the

_ idea of "Taking the Piunge", but -its use’ was ineffective, as demon-
iiStrated | | | “

$5: The duthor mainly tells me that there was a
4 swimming contest, tike the relays and-
freestyle. weii, at ‘the beginning it said
someéthing about freestyle so at first I knew
that it was a contest. ' Cause- right at the
beginning it says something about .a freestyle .
. contest. I just kept reading and there was
-more about the swimming contest and’ that S
mostly what they talked about

By not cueing on the major character and her conflict, subJect 9 ‘was
unable to te]i what about the contest the writer was discussing  The
.subJect was anly abie to ascertain the setting of the incident and not
the incident or its ramifications

.The’ other subjects used this strategy for exposition . Subject 16
,}festab]ished the topic for “Tricky Tongues" |

. S16: Well, I read it over -and the whole story was
L mostly taTking about tongues. And how they
‘perform -in special ways, 1ike some animals
. tongues are like a woodpecker he pecks at
all the wood with his tongue and then the
" insects come and he sticks his’ tongue down
-there and pulls. them back with-it. Like .
it's sort of sharp at the end and it sticks
and he just puiis it out and eats it. B
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Likewise, subject 32 used the;samelstrategy for processing "Keeping
Cool?t.' o S )
. S32: Nel], as 1 read I saw more and more that
they were talking about ice and more ice-
-and ‘stuff and so then you kind of get to
“think that it's. something about ice and
then when you read on it talks about ‘
"icehouses and. how they shipped it to dif-
ferent countries and stuff. ‘And so then

you know that they're talking about the
ice and that's going to be the main\idea

wr

' 'Y

The use of repetition to estab]ish the top1c was c105e1y related to
'vuthe strategy of estab1ishing the topic and adding the differences,-
but the responses 1n this category mere]y keyed on the topic, but _
not its djfferences. | | '

Using omprehension aids: previews‘ Subject 21 genera]Iy :

referred to the use of previews and tit]es to he]p find main 1dea.,

Titles had been omitted from the passages to disal]ow their use in

atta1n1ng ma1n 1dea but subaect 21 ment1oned her use of t1t1es asv'

well as other aids, when - she read 1ndependent1y

-~

R: 'Can you tel1 me by te111ng me what you do
© when you try to find the main 1dea? ‘

| $21:. Sometimes there s something thatete1ls you
- abaut what you're going to read and I read
that, and then I. :

R: What is that something?

s21: Oh, 1 forget what it's called, but it has
a little _

, R -Oh, a summary?. A 11tt1e‘summary?'

$21: Yeah, a summary. And I read that, 1f there
is any and then I go into the story and -
- find out,what s happening .

R: And how do you. use that summary? th is it Z ,
1mportant? o ' _ : : g
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S21: Well, it says what s in the book so you know
-+~ if you're going to be interested in it or not,
well, and I read alot sometimes and when I read
that I discover how -good the book is. .
'R: OK, so now what happens when you find a passage
that doesn't have that Tittle 'summary? What
do you do when you' ve got to find the main idea?

S21: Well, I read the title and then I start reading\'
: the passage and-well, it usually just sort of
comes to me as I read Like, w at the story is
about

R: And can you teli me just how it sort of comes ‘ :
~ to you? - : v : z -

S21: Usuaily the author writes down what's happening
and you -can picture it inside your head. ,

.R: 0K, so what do you do as you picture it inside

’ your head when it's happening? What do you do
when ‘that happens? How. do you use that to get
that answer that you got?

',-)SZI: " You Just sort of put yourse1f in the character s
' -piace .

Had titles been inc]uded with the passages ‘more subJects may have
"described them as a frame for cueing in on the- essence of the passage

Conciusions on Strategy Use f‘ : , ) B

Research question 7 queried how  students process the 1nformation

in the passage in order ‘£0 detennine main idea The first aspeot of
~ the. quéstion reiated to the operationalization of strategies and to
whether the strategies used were affected by the form 1ength or
structure of the work or by the task given the subject

» An analysis of subJect‘responses revealed that when subjects
. were asked what strategies they used to find the main idea of a
passage, they usualiy expiained only one strategy Yet an analysis g' |

of thejr responses - to specific passages yielded ten major strategies

in use (see Tabie 5, 3) Aithough the subjects were not ab1e to

’
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The Effect of Form onlStrategy Use

USED ONLY WITH
- NARRATIVE

USED ONLY WITH

EXPOSITION .

COMMON. TO BOTH FORMS .

ey

Establishihg the

major character’

-~ within the event

Cue1ng on plot
~ conflict and.
- resolution - _

Establishing the
common topic and
adding the differences

Cueing on. repetition
of a topic .

‘Imaging

Reca11 of se1ected
events

Summary and cate-
gorization of .

deta1ls

'Using key 1deas or
words .° . -

Using question o
frames :

U@g cam'prehenéion |

- aids
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e, o . 4
‘explicitly describe the strategies they used, they_Were dble to

intuitively use the strategies and find the main ideas ’ Their

knowledge of terms labeiling the strategies was 11m1ted and their 1'
1nab111ty to 11nggjst1ca11y describe their mental operations ham;§red
1gheir‘exp1anéﬁiobs\of their actions ‘

The ten strategies were cioseiy related to one another and were

used 1n varying comb;nations depending upon the internal structure

_and form of the “5,?The-§ybqects flexibiTtty- in strategy use may

..
in fact he the key observati;gh to be made. The reader:gego;;ia B Wi

the author S organization of 1nformat1@h§ and institdted a number 4
strategies which best gave him the information he needed to find the’
’main idea  When the writer 1mposed a narrativeviprm upon the reader,
the strafegies most used were: b |
1. imaging.,g; ) .
2. establishing the major character w1thin the event described
3. cueing on piot - determining the piot and its resolution.
When the writer imposed an expository form-upon the reader, the
strategy mostiy effectedbwaS\estabiishing the.common topic and then
.adding up a11 the differences described about the topic The remaining
strategies were used when proce551ng any of the passages but
| genera]izing through categoriZation" was not effective for finding
main idea implied in narrative. This'strategy was used most effectively
‘nhen mainmidea.was impiied'in an»expository passage Also cueing on
the muitip]e choice question only occurred when the task provided a
question.{;The most important or“basichstrategy was that of determining'
key ideas or words. Nhat ideas were chosen for their importance in-

fluenced what main idea would be produced None of the strategies
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' were passage specific; o \

Of further interest is that while the majority of subjects did
not exp11citly explain that the strateg1es used to f1nd"ma1n ldea for
- narrative differed from those used for expos1t1on, they often demon-
strated di fferent strategy ‘use for each form. For narrative, the _.
plaﬁ received’ maJor attent1on With exposition, the topic and the
paragraph structure received attent1on whether these strategies
wou]d rema1n form specific when the form of the passage was not
h1gh1y narrat1ve or expository cannot be answered'by this research.
How students would process narrat1ve expository such as Dy1an Thomas
"Holiday Memory" would .provide further 1nsight into strategy use.

The next section describes what information: subJects found

important and why that 1nformatibh was so significant..

The Re]evance of Contéxt in Finding;Main Idea

@
k]

The second aspect of 1nformat1on ﬁgocess1ng related to f1nd1ng
main 1dea that was observed’was the use of context. Research quest1on
7 asked what context was used by the,reader and for what reasons the
reader fouhd the information important. This section of the study
.reports‘how-much-of thehcontext proficient and very proficient
readers said they used what information they found 1mportant, and
the1r reasons for finding the 1nformat10n sign1ficant

The first sect1on reports how much of the passage context the
. 32 prof1cient and very proficient readers found important 1n deter- -
mining main idea.

The Extent of Context Use

The suhjects were asked to identify the information that was

N
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important in the passage by under1ining it. An ana1ysis‘of the results .
of this task indicated-that:_ | | | |

1. a1most.a11 subjects interpreted this task-in relation to
the purpose of findingﬁmain idea, even though they were told to
merely teTwahat information they foond important when’they were
reading. | | s

2. the information found important was related. to the indi—
vidual reader's needs; that 1s,‘what was important and how much was-

important varied from reader to reader.

3. most of the readers d1d cue highly on explicitly stated

" main. 1deas; and the agreement on what was iMbortant was greater in

the snort passages because most readers tended to use a higher per-
centage of the information than they did with the-1onger paSSages

4. the contextual framework for interpretation cons1sted of
1nformat1on from the reader's background experience plus information
from the text.

These overall observatiom?’reqoire'qualification First, all
subjects were aware that the1r purpose for reading was to f1nd the
main 1dea of the passage Their ‘explanations of why ‘the informat1on 5
was important was. re]ated to main idea, and the task out]ined by
the researcher provided a. frame through which the selection of
information was made In that th1s research did not examine how
different purposes for reading affect the reader's perception of what

information in the text is important, these observations will relate

‘only to what information was considered relevant for the purpose of

'.finding'main idea. The results of an analysis of the underlined

statements will now be presented. .

L4
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First, the amount of 1nformat10n con51dered important ‘varied
from reader to reader, and con51sted of key words, phrases, or sent-
ences. Table S 4 provides an example of the degree of variation in
sentence seiection for the short expository passages containing an
exp11c1t1y stated main idea at ‘the beginning of the passage. Nhile
some sentences were commonly cued upon, no one sentence ‘was considered
“important for everyone Figure 5.1 1ndfcates the degree to which all
of the readérs found the 1nformation significant in finding main
idea. As represented by Figure 5.1, fourteen out of sixteen readers
cued upon the explicitly stated main idea. Th:ee other- sentences

were considered “important by at least ten of the readers These

sentences contained key differences The statement "At first the

chimp seemed°to develop faster than Donald" was considered important

by thirteen readers. Eieven and thirteen also related key: differences:

"But after many months, Donald began to catch up" and "And Dona]d
learned to do something the chimp never learned to do - pronounce words
}and talk". These key differences explained the main idea presented in
sentence one: "“Baby chimps and human babies‘grow and learn in dif-
ferent ways",

While a general consensus would indicate that these four sentences
provide a significant contextual frame for the reader Table 4. 8 indi-
cates that on1y:seven of.the 51xteen subjects keyed on sentences one,

seven, eleven and thirteen. ' Less than half of the subaects completely

«a-

2%

cued on this internal structure.

o’
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Table 5.4.

'I'r'ﬁportant Information:. "'C‘h’jfmps"' '

SUBJECT . SENTENCES CUED UoN o ToTALA3

Sl 1,4,5,6,7,9, 10,11,12,13 - 1o
2 2,7,8, 09,11, 13 - S 6

s3 1, 7,9, 11, 13 | e |
54 3’ 13 | : . ‘ ' . . | .13 -

$§ - 1,2,43, 7,8, 09, 10, 11, 12, 13 - .10

s6° " 1,00
s7 1,

3,4,5.6,7,8,11,13 - . 9
2,3, 4,5, 6,7,8, 9, 10, 11, 12, 13 o1 e
8 1,3, 4; 5, 6,7, 11 - - 7 -
9 1,4 - |
S0 1,2,3,4,5,6,7,8,9, 10, 11, 12, 13 13
s 1,7 . ‘ ' - 2
s12 . 1 S | - 1
o Lneswann T, |
s 1,3,7, 11,12 S e e

S5 1,2,3,7,10 0 5
6 1,4, 5% ST 4
- 9. o hd ' T
A e;'\' - | | ' S 4
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B ~Faithfu1 Dog“ represented narrative?;

An anaiysis of the 1nformation found 1mportant in “The FaithfuT
| Dog" prov1ded an interesting comparison whiie "Chimps and Humans"

€ Ve
represented exposition WTth an expiicitiy stated main 1dea,b“The ,j-; C

1ch imp'lied the main idea ‘ ‘dhi'le |

.four key sentences were again identifie'}fthe sentences represented
'H'yinformation different from that‘in "Chimps and Humans" ALY 51xteen E
v”subjects cu d on sentence nine' “Then the prince saw a huge woif
.'1ying in a corner of the- room“.i This sentence resolved the confiict
’d:.of the story and cieared the beautifu] hunting dog of any suspic1ons..hf»x
tv.The remaining three sentences provided information about- the centraTv
';character; the dog-~'“Sam Toved his master, but most of a11 he Toved l<
tbg prince 3 baby son",1"The dog just Tay down beside the baby and
: rerSed to move ;‘"The dog was scratched and b100dy"" Sentences two, S
four, andlsix ai] precede the sentence cued on by a11 subjects and _
C foreshadow the dog 's. blameiessness and ioyaity They build excitement '
T and represent the rising‘actiOn which climaxes in sentence nine and
reso]ves the confiict . | 4; i 'j | r .4 o
| Figure 5.2 represents the commona]ity of cue seiection for the v:»fﬁf»:,
51xteen subJects Again, while sentences two, four, six and nine would .ff5"~
;seem to be identified as the crucial information in the text oniy e
seven of: the sixteen subjects cued on this combination Tabie 5 5 |
N reports the degree of variation in cue selection.,ﬁi> o R
Both of these examp]es indicated that cue seTection was highly

'.‘ persona1 An examination of the responses given for ‘the Tonger pas~ .

"ﬁ..sages revealed even~mqre vartation in.what information nas;considered,}”
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Figure 5 2

COtnmonath of Cue Se'lect'ion.""'Faithful Dog" | o #

.irn.‘portant Table 5 6 provides a summary of the cue. se1ections for
"Mary Jo 5 Responsibthy" Nhﬂe on the who]e, more 1nformation _ |
Uwas l§e1n§ used,. each 1ndividua'l s contextua’r framework for 1nter- |
pretation was different w'lth fh.e_.‘v_exception of subjects two and ’;
| four, the sampHng occurred from aH parts of the passage, or. at
-_'Jeast, from the beginring and end of the passage

Figure 5. 3 represents the comnona‘lity in cue se'lect'ion for thy}

I

-
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Table 5 6

Important Information "Mary Jo s Responsib111ty" T

SUBJECT . . SENTENCES CUEDNUPON" _"" - TOTAL/68

3 o

| 51 ’ 3, 25, 32, 38, 45 51 52 56, 57, 58, 59, 65, 66 i3
- s2 '4, 29 32 38 44, 49 - S o 6
CS3 4; 5, 34, 38 60, 65, 66 BT | ;“2' 7
o se 12,8, 8, 9 7,3, 4,89 e

S5 - 1- 4 7 8 13 20, 21 23- 31 34 38 42 44 - 38
S 46-49, 52- 5 59 59, 62- 66 S S

S6 . 2, 30, 60, 61, 66 -l7 : s
ST 12, 4,120, 20; 21, 34-37 40, 41, 42 49 & . 19

S8 1,2,5,12,13, 15, 16, 17, 20, 21, a2, 3; 35;_, 26
AR 36 38-42 ds 49, 59 50 64 66 o T !

s9 ' 2,3, 09, 10, 24 25, 26, 29, 39, 4o 49, 60, 65 . 14

~s10 o3, 4 7, 9-12, 25 30, 32 34, 35, 36, 39 40 41 - 32
U 44 45, 46,. 49 50, 52-ﬁ4 58-60 66

s11 1, 4, 5, 25, 32 43 1, 49, 50, 60, 65 1
s12 1, 2, 25, 26, 32 s, sg, 59, so 6 .‘f'»' 10

$13 1, 2, 4, 5, 27, 29, 32, 41, 45 49, 58 59, 60, 64 15
. 85 S

"S14 -2, 4 5 15 33, 35 38 39 40 42 49 .60 T _ - 12 i‘l

815 \1, 4, 8, 9, 25, 26, 32, 35, 36, 37, 45, 46, 49, 50, ,'»f19”'
S 52 56 59 65 66 = .;. : o
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sixteen subjects. Again the popuiar cues refiect a contextua1
framework reiated to the structure of the narrative form._ Sentences

','4 49, 60 and 65 contained information on the topic of the main idea

- and on the resoiution of the cent]ict Sentence four mentions respon-.

- ,-s]eep in the kitchen untiT Teddy is- housebroken, and can sTeep in my

<51bi1ity for the first time Y | good dog owner mu'st take fuTT _
responsrbiiity for her pet', said her father“’ Sentence 49 mentioned
the word for the second time f"'I m resoonsible ,Athought Mary Jo"

Sentence 16 explained how she resoived her confiict :"'I 'm gofng to

“ room', she said“ Sentence 65 mentions the word "responsibie" for the |
third and - last time: ‘"Mary Jo thought 'I'm responsibie as she

_ 'snuggﬂed down on the old. bed beside Teddy s bed" . |

| As. before, the coTTective cueing suggested that the most signifi-;“

' ﬁcant information in the passage reiated to the confTict of the story

L and its reso]ution, or at Teast to the key‘issue and its resoTution

~Yet on]y four of the Sixteen readers cued on this combination of
information The resoiution of the conflict did however, seem. to be |

a powerfu] attractor in narrative, whether the main idea was impTied

- or stated

whiie a Tater section of the report discusses the reasons for

._'\ information being con51dered non- important it wiTT be - mentioned here

,to iTTustrate the highiy personai nature of cue selection In the
passage “Mary. Jo s Responsibility", no reader se]ected sentences 65 18 '
or 19 Two that were considered non important were statements made
directiy by the author. and the other was.a comment made by a minor

' character A1l of the ramaining 63 Sentences were considered 1mportant'

by someone An examination of the students responses regarding why‘



.
"

o information was important revealed the significance of the reader s<‘.“

background in fOrming the actuai contextuai framework of 1nter-

pretation

157

“In summary, each reader provided a personaiized contextua] frame SR

upon which he buiit his interpretation Context is not found in the

‘text but is a product of the interaction between reader and writer v

!

(text) * To judge what information in a text is important ignores
the negotiating the reader carries on with the. text Nhiie greater
agreement of what was - important occdpred for short passages, no'suCh

agreement was noted for 1onger passages Lastiy, the se}ection of

what was 1mportant was reiated to the form of the passage and the ,‘~f

reader s strategy use, - How they reiate wili be reported in the _next

T section -which examines why information was conSidered important

ﬂhy Information is L_portant

- An investigation into the readers reasons for designating ‘text

as important infbrmation provided. insight into how he used his backf

‘ground. knowiedge and&ihe text to create a contextual framework for

, 1nterpret1ng main idea His' judgement of significance was reiated to

the strategies he used in finding the main idea | For example if he

found the main idea by estabiishing the majon*honfiict and its resoiu- o

tion . then he selected information that provided the initial’ incident

rising action and resoiution If, on" the other hand the reader i'

estab]ished the topic and summarized the major points then the

information he chose provided that information A purpose for attending

': is impiied : Cieariy, an interaction ‘between the reader and text occurs "

_ which presents a kaieidoscope of fiexibiiity as’ the reader shifts from

© . one perspective to another
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.'. . 'How'fhe imboftancé;of 1nfdnnat10n-wﬁs'bgiaied to,strategy‘use

© s e*énpiifiea‘thrqugb subjebi 8's p?bcessing‘of the lqng'narraﬁive,
'"faking the Plungea:"". o - o L

58: -1 underlined "Betsy's best chance was
4 freestyle” because 1t tells what the
.story is,going to be about. And so
‘that really sticks out in your ‘mind, .
-And then I,underlined,‘it«was,in'thenk
. .fifth paragraph that I ‘underlined "the
- starters ‘shouted" ‘etcetera until the ..
. end. Because you know that's action
and all action parts really stand out
* in my mind. because they're the most
exciting. 'You keep reading faster
and faster to see what's happening.

| “R: OK. Do you use tﬁé action in any~othér._
.way? How does that action help you
"as a'reader figure out the main idea?

- 'S8: Well, the action helps me figure out
- Tike, well, it makes the main idea .
clearer because you can just yisualize
~that they're in a pooY. = "Betsy's best : : .
chance was freestyle". ’ R O

- R: OK. What about :this part here, "Marti
' pulled ahead immediately" and to the
: end of that part-you underlined? Why

¢ " ' was that information important? -

~ S8:, It was excitihg because they tied, they o -
tied the other team and you know, it's " .
exciting. ' You can Just.'see, ‘the author
had written it in a way thit you can

- Just see the pictures in your head.

" R:. fothiS.E‘Strategyfyéu“use.td'he1p you
- find the main idea? = S
. 58: Yeah. And action,léhd action I guess'
- . s the best. S o
R: OK. Go onto this next.one here, "!Coach’,
Marti said her face wrinkled with pain,

- "1t hurts'." Why was that such an
1mportant41dea for. you? C

58:' Cause then you'think, oh nd‘whaf's
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' " going to happen. And you keep reading on
- through the story and then you. just stop

there. And, well let's say they .excluded
"'Coach', Marti said", well then he said,

. 'oh'. Well; they're going to win the whole

thing and you won't bother reading it. And

" then you couldn't. find the main idea.

While she cued on actions mainly, she began by dgtermining.whét the .

- story was going to bg about. Then thevinformation she selected was

information she found excifing‘bécauéé it created suSpehse.' She

attained the main idea by selecting action which established the

conflict and its resolution;'andfby'pf¢t0r1n§fthe.action-asvit ‘

‘hdppened. This cueing an ihe_iniérna],conflict experienced by Betsy, -

‘regarding her teammates' responses to heh,-crea;ed a form of

selective attention and actions keré'selécted‘as.thgy related to .

ihe_topf1ict: ' o | o B

R:

S8:

,).R:

s8:.

“Betsy would be‘]ast swimming freestyle"
etcetera. Why was that@an'ijOrtant idea - .

for you?"

Because it's kind of exciting, yoh'know,'
cause they're behind. She's got to catch
up; she's. got to swim her hardest. ' And

stay .ahead if they're winning. That's

. kind of hard cause when you're swimning "

you can't really stdy ahead if you're tired.
OK. How did this idea, “West Bay 34.7,

Bay Side.34,9" help you as a reader pick -
out the main ided? . '

It was suspense. Oh, you just, oh oh,

‘what did they get? What did they get? S
- And then it tells you what they did before,

but of course, .they lost. . But 1t's really |

. exciting because you know then if you found

out that, well, they lost, too bad.  And

‘when you keep on reading you see what . - - /-

happens, whether her teammates will kick.
her off the relay team or whatéver.

What about, "'I'm sorry’, she began"? Why
was that important information? R

159
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Because you don't’ know what they're going
to say after that. “Sorry, well you should
‘have been, I mean, you made us Tose. Well,
that could have been what she said but she ‘
~didn't. And they were more concerned with her
time than they were with winning, which is

.really important.

why? ’ - A

Because, if you get your time better in e
. swimming, then you can bring it down lower,

but it was.part of the main idea. Like, -

it sort of tied in. because her best chance

was freesty]e and she got her time faster.

So she's better now. : v <

OK. And why was the 1ast 1ine importaht?

Ne]l they lost Marti .and that other girl - -
said, "Well, we can't affgrd to lose another
champion freestyler" And that made what's -
her name, Betsy, feel really better because," ,
you know, she lost it for them, so she ' —
thinks. - And how the girls are thinking that

she is the champion freestyler and it’s

really gonna be her best chance at anything

[ 3

" As i11ustrated the information se]ected by subJect ‘8- was important

‘because it enabled her to imagine the experience and relate it to
her background knowTedge thus- establishing the character s main
:problem and its resolution.

which she cou]d emotional]y reiate the uncertainty of what was

going to happen causing suspense

While all of ‘the readers presented a number of reasons why
information .was Umportant in a given passage, a categorization of all

of. their reasons presented 17 common reasons

be]ow

1.

passage or (b) of a paragraph or. severai paragraphs within the -

passage

<

The information provided a summary (a) of the comp]ete

-~

..

O

Furthermore it was information to

These are outiined

,_t
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2. ihe infarmation, because it was repeated throughout the
passage emphasized a particular idea .
3. The information generated or verified predictions made
by the reader, _ . -
4. ‘The information. provided a base for making inferences about
the qua]ities and’ actions of the maJor character |
5. The information related an. experience simi]ar to one remem- *
bered by the reader, enabling him to appiy the personal insight he
1earned from his experience to the experience related in the story. '
6. The 1nformation estab]ished the central confiict of a story.
or Ted to the solution of the conf'lict |
7. The information pictured a scene or action that cou]d be
imagined - _
8. The information provided a turn of events different from'what
the reader predicted and required the reader to alter the prediction
9. The information, selectiveiy chosen fu1f111ed the require-
ments of the genera] story schema |
| 10, The information created suspense and foreshadowhng
"11. The information estab]ished the maJor topic or event.
: f_iZ.? The information provided descriptive detail.
~?13. ' The -words providedtimporﬂght 1inguistic cues 51gna111ng |
cognitive organization

4.

14, The information ‘was unfamiiiar ‘and the reader was interested
in iearning 1t ‘ ; _ .

15. The information prbv1ded cognitive dissonance for the reader '
because he could. not interpret or explain it. |

316. The information corroborated an option in a multiple choice
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question. .
17. The information was a main action.
Further explanation of these reasons will be provided in the sub-

sections.

{Providing a summagy;w In'sbﬁé instantes;the reader U§ed summaries
"to éenerate téé méin idéa. .He attempted to "boi1_down" thendetails
into generai-idéa# which would Eéprééent all of fhe text,‘and then
form a generalization from these summaries. If one_ﬁtﬁtement already
Qenerajfzed the 1nfohﬁation, it was éonsidered;important. Subjecti4
explained how he dsed bothjafsentence proVidfng a Summary'df the main
idea, and sentences thchSHﬁmarized indeidUal_parégraphs:i

S4:. OK. I underlined "théir tongues are the .
' most important tool for getting food"
because it gives you an idea of, well, it >
gives you the idea that tongues are really
the most important tool for getting food
for animals.... And then; . "snakes use
their tongues to find prey or ‘animals tq -
eat" - well, that helps you, well it gives
you an idea of what you're going to read
-+ . 1in the following sentences... o
Théir tongues are most important to finding
- food, so it's true with the snakes because
if they didn't have, like, their tongue, -
then they really couldn't eat. " They really
couldn't find their prey if they didn*t
have tongues.... Looking back over it, I o
guess it really doesn't have anything to do _ >
with the center.of the story, but just for .
that paragraph it sort of made a little
. bit of sense to underline it, right?
Because it gives you an idea, to me at.
least, that I'm going to be reading about
Tike, other animals' tongues, 1ike it B L
won't go into what [the snake] looks like.. r e )
It will sti11 be talking about: tongues, o
right?. o :

This reader cued'¢n informatien that enabled him to determine the
i_gengfal‘top¢c,\323'theh cued on the @aﬁdr summary statements made

o .
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. about each animal discussed After establishing the paragraph
pattern in snakes he predicted what he cou1d find in the foliowing
'paragraphs

When this same subject came to the 1ast line in the pasSage

- which exp]icitiy stated the main idea that "Animals tongues are

designed to perfonn in a specia] way", he stressed that this statement .
was very important because "that s reaiiy what the who]e thing is y '
~about - it teils how each tongue is re]ated together" .

A second reader who. used this strategy and found information

important for the same reason had difficu]ty 1inguistica11y describing

-

the actions he undertook cognitiveiy S o S

S2: You- Just sort’ of focus in on just that one
- 'paragraph,’ noet any others, And you go over:

that and then go back to the ones before

and then Just sort of, I.don't know It

Just combines together '

B
v

Intuitively‘then. readers can select such- summary statements but not E
be able to explain the basis for theiﬁ seiection o :

A summary statement may also be important because it predicts
, the content of the passage or of part of the passage Subject 19
explained the importance of summary statements that she.located in
- "Chimps and' Humans" in the foiiowing way: - ..14 .

S19: ‘Well, it teiis you : that - we]i the first
o ..sentence is usuaily the main idea of the
story, not necessarily, but usuaTly. But -
- 1t tells you about baby chimps and human
- babies grow and learn in different ways,
which 1s - I think is ‘the main idea of the
- story, That sets it off, 1ike.. . You
think that they learn. in different ways -
~ then you know, usually, what the story is
-going to be about. ‘ : '

it i
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while & strategy that suggests finding the main 1dea by lodking at

the first sentence of the passage rarely works 1n processin; ‘a story, 5”:

tended to ca]l a11 passages stories'f;This 1nappropriate labefling of a!

iy

the exP°Sft°P¥ passage did not interfere with her strategy use ar her "f”'i

_frmation

.i‘?\’, o
f

to by these proffcient and very proficient readers It seemed o{#ﬁd;fan-}e'f'

primary importance that they‘w““ 'able to different1ate these state-,-{j{~'

su Ject'a stated~ "That tells us nhat'

A study of the reader s use of‘summary inf_rmation \

K valuable comparison of what?infprmation is considered important and why.v&x” '

details: That 's how-‘ o




. "thing that happened to the.main character in "Lily" because it was
- QA‘another bad thing, and then explained “”She did everything wrong,

}'” the reader had already inferred SUbJect 2 had underlined each bad ﬂd.h_ S

:7l:fand.then in the last line it tells you that It just said that she

did everything wrong"" This final general statement corroborated the S

'c._‘?generalization emerging from the repetition of detail

-a;f-;found it ineffective

Of particular significance was when this reason of importance was
= given by=readers The use of summary statements was used only for _
1_ passages containing explicitly stated main ideas, except in the case

li‘of one subject who used this strategy with “Taking the Plunge", but

jSBi-fwell when these add up it actually Just s
T, e e gets the main. idea that she'didn't want . T
.. to be in ‘the. relay, but these. do sort: of ,._ifz\\;;
T 0T add up to ‘that, the main idea. . T couldn t o R
- find-very, many but- 1 did- find some. “The- .0
o r‘sto 'Y doesn t really fit under- these. but...a :

One structure in narrative lending itself to significant use of a o
fsummary statement, was that exemplified by "Lily" ; The passage r'

':*stated three events which exemplified the main idea and emphasized the o

"-igmajor conflict The final statement provided a summary of the conflict

R This overbearing organiZation was cued upon by almost every reader
’-IT?Subject 12 explained ‘ \

312 when I was neading it says that she tripped ,"";
- . over-one of her . shoes. That's one bad -
point that she- ‘had, “And ‘then:she . pulled c
- a“button off. hew ‘new sweater ‘and- that's a 'r%}
~thing: she did. And she: spilled her.: glass : ‘
of miTk. ' She did three: -bad things’ Just PRI PN
“1ike in fifteen minutés. Andthen she -”j";ﬁ[ L
says: "What - a'day!"™ because {t' s'so bad.: . 'w-'.-”.f'
W0 .7 Then she goes she would. be without lunch Ve
it ol “today hecase ‘she. forgot it, :So. ‘you.. know “
AR ',;that she had, almost a’ bad afternoon also %fi.,




And then everything had seemed to go -
" wrong for Lily this. -Monday morning I
says everything- had gone wrong. - :

fi,fSubject 5 referred to this/statement as a "give away" statement

v;SS:_ Heil these, all these that I underiined
' ,they tell what ‘happened in the. morning
*-and ‘help me come to the concluston. .
- These tell what she- had doné tn the - L .
.. morning .and how, what had -happened but W L
- what made her. ‘Wé1l,” it had told what . =
‘had happened and: down here it taiked et
gave away the answer.v , S

The highiy repetitive nature of "Lily" may have encouraged this

-fimportance given to the summary statement in narrative No one con- :

sidered the use of summary statements in "Mary Jo s Responsibility” |

”J,;the long. narrative passage containing an expiicitly stated main idea
:‘Expository passages which contained expiicitly stated main ideas

'lencouraged the selection of summary statements

gypeated information A second reason given for information

| ?i{_being important-mas that the information was repeated many times

fﬂduring tbe passage, and if the author gave it such emphasis iFt

| . v,must be important Often the important infbrmation ‘was a key word

:?:_3-;)f?' tongues::

Determining a key word through repetition.of the word provided

vfrthe reader with the topic of the passage. Subject 11 expiained why
“flinformation in "Tricky Tdngues" was important - ' :

' S11: weli it says your tongue so it s about

' '%?: tongues.. And then it says: -antmals’ need :
It says, really, everybody needs
tongues. .And’ again, if 1t weren't for -

- thetr. tongues: ‘there probabiy wouldn"t

- be anything ‘to eat.so you need ‘tongues T"%;GFLQ R RIS

again.... : Well tongues keep coming back
.and back:so ‘tongues -are: really more..

important ‘things ‘than any part_of your ?i«_f“; T
body. - They're really mor important than - -
you thought they uere**-

7166.



3 'asignif

SR TV
» Once'a ain& when the topic was established the subject pegged other_'f;.'
v 7cant events to this central topic, or to the central conflictflha,
iif the passage was a narrative _" ".”" SR | N '

“  The- previous section reported that subjects cued heavily on. the

isentences using ‘the word "responsible" in “Hary Jo 3 Responsibility"ﬁ?t
: 'Reasons for finding this information important were explained by
;<dsubject 21 S >‘_.-;'\ |
| : 5215 Cause_ in the very. beginning she said "I'

. responsible” And here she's saying it -

again and she's sayirig that she's going-

"~ to keep it down and’'she's taking it, and
,still on the’ full responsibility bit '

R: ,OK And why was that important to you? o

. S21: Cause at the very beginning she said she's.
- responsible and the dog had Been keeping e
- her awake and squealing and everything =
- and when she said: "1* m responsible” it' s
her duty when she buys a- dog that she's
- going to keep; it ‘quiet and get it house- o
) broken and‘everything

This reader used the repetition or the word "responsible" to establish
it as the, central conflict or problem discussed in the story QShef s
' related the events to this issue and developed the main idea.:i'iu IR ?li
. The repetition of information in the text also allowed the reader |
- to predict events in the story Subject 13 cued on the major charac- ;s
ter s tactics to get what she uants'z repetition.r This reader used
her experience she has had in similar situations with her parents to
predict what would happen to Mary Jo: | I o S o
©SI3: First she.wished 1% belanged t6 her and I L7
o ~belonged T underlined because every time ‘ T

she sees a dog she said "I've got to’ e
have it; 1 wish I had it I'd do anything_,l.i'vl
] R SO e

' .for itj REEEE T
: . S



"._'a frame for making predictions The readers were . all active predictors

R: - th was’ that important?

" $13: I kinda thought, I Kinda knew that she'd
R get a dog somehow. “ I ‘just had it in. my
. mind that she’ s probably get a dog

“R: “And what about 'twice ? why was that such
“..‘an important word?

;-513:1.She bugged her. mother and father so’ many
- times. That kind of stuck out in my mind,
she had ‘to. have it, she has. to have it or -
else she 11 get mad

- ‘Rt OK. ~How: did that help you ftnd the main C S
- idea? - . ‘ , el L
- 813: That. helped me. find the main idea because
... you see, she's asking her mother and’
father "I have to ‘have’ 1t and then you
kind of know that she will get one. With

" that twice.a week- thing.- Your; mother
' and father just get fed up with it :

: This repeated information in "Mary Jo S Responsibility“ was considered ‘ t
._important because, in one instance it established they key conflict “fgt?ft'i',_
t_and in the second instance, provided insight into the action of the -

main character .-;q » ,“- J. "5

The repetition of information either in the narrative or

g '

’expository passages, f%g, became significant because the

_ ot S » ‘ AR
.author X stressing of the word or idea equalled importance ' _Q SRR

Generatinggand verifyiﬁg‘predictions._ By far the most sig-t'

»jnificant reason for information being important was that it provided

. and every reason for information being important was tied to the

‘fmaking of predictions These proficient readers. though emphasized [

*]ﬁ the need to evaluate their predictions and change them,‘if necessary

| TInformation was, therefore, vital if it corroborated a prediction or o

;,contradicted the prediction, requiring the reader to change his
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perspective

Subject 30 exp]aihed the use of the foiiowing iﬁ;ormition that _gib; R

"j he found significant when: he proces!‘ﬂ "Keeping Cooi" : ,; »

' 530' weii " some peopie cooied their drinks
. with ice or snow". - It's kind of: getting
_ to you that it’ s going to:-be about -
~ history becaiise it says sométhing about
'Cancient peopie : _

}lThis cueing on history enabied him to predict a significant part of i"-{

:dthe main idea on. ‘the basis ot the word “ancient"* “Such, PP9d1°t1°"s

L are, without doubt dependent to a 1arge degree upon the kontext the |

'_i reader provides from his background experiences Subject 21 explained
.uhow she reiated her background experience to key ideas from the

passage in expiaining what information was important in "Mary Jo s “

-

- Responsibiiity" _ L B
521:‘_We11 they wanted. it. They unders ood } 3 ‘*L" A
3 that it has to be housebroken cause it S
. was only a: iittie puppy and that-also. .
- . leads" to know they're going to have.'some
~* things to do so that could be ‘the main CoL
: " - part of the story, getting the. dog'. T,
.Y . hous giroken “Well, not. really: main. but .
.. it'sTa big part of the story because . . .
* getting any animal. housebroken it's usually
quite hard because ‘it takes a lot of.
v_‘°,re5ponsibility ‘and 'you have to - like,
~get it used to, 1ike where 1t's going.
" to-be, where it's- going to-eat, -where R TR
it's.going to Tike g0 to sleep and. T T S
.. everything. I don't  know. how to say - - ST
~ this. OK. They probabTy took a‘Tot of -
responsibility and well, Jt could lead
. -_-up'to. problems because the dog might: : SR
ﬂvnot do a:lot of things that it's supposed. N
: d then the parents, they could: not PN
.,‘be dog ‘lovers and in the first place = - TN
- even when they did. pick out. the:dag, " not : s
~even want-to-get it so 'l -was ‘Just ‘thinking, .. . -
~one Tittle: thing and the dog might hnye o
. to - go back A W)//<, ;

;, - : . .

S
LA

Through this interactionvbetween text and experienpo. she generated

S e o

-



i:,the problem and established its resolution through a series of“
'-~;predictions ~For her complete explanation see Appendix E S
| Information was important when it provided information the ‘ﬂ"
~"'reader-was familiar with and could relate to. personally.v The | o
.:ifrelating of this familiar occurrence with the»background knowledge
' :created a contextual base encouraging a prediction of- what would
vehappen next in the story It seemed to encourage a reasoning b}
analogy Given two similar situations, what will happen in the -
“vstory is'probably what happened to me ‘or' others in\a similar situa- :f,.,
tion I can, therefore. postulate what will happen next Such I |

, 'postulation, however, demanded evidence from the text that the P ‘

analogy was, iﬂﬁll functioning, and readers determined whether the '/}fl;-‘
postulation heldvby attending to information which provided such ’ ff~’ .l
.corroboration Subject 2 explained the importance of the first / |
.sentence in “Lily" o ‘“af. B ] ST lo.

- 82: . Well, I underlined this because it tells - 4pb.‘
you. that ft's gonna,: the rest of the . o
* -senténce s gonna: be about, probably abeut'
what her morning.was 11ke. It tells-me . - _
- that, well, I thought before about this PN
:sentence, about - ‘that the rest was going. .
to be abouther. morning - that tells me
-that-my answér was right.:. And. the
. same with spilled her glass of milk.
-.-These sentences tell me that my answer,
.my copclusion is right. That it s going
- to be bout ‘her. morning. T o 7~ A R
Hhat statements were declared important by fhe reader ‘because it

verified a prediction was dependent upon what needed verif§1ng forv

“; the reader. This point is illustratedtthrough the explanations of
&\ //subject 22 and subject 25-r98pect1v¢1y- : ;;‘. v -‘ | .
| Hell, it proyes that snmethihngent wrong ': “'_;;:{Efk_;; R

' ' ' S '-u; s e




m

;itand that' the dog was ioyai to co and'
-show that -'and it.... And when it said
. scratched and bloody he must have fought
something to protect-it, to protect
whatever, Tike -the baby which he stayed from
" the® hunt to’ watch , |
B fszgg'dThat a1so proves that the dog is Joyals he . e
came ‘to meet his master. :And it could have .
also proved: that something went wrong,
. like a message by coming to. master and
- saying somiething... by coming to the ‘person
L : 'tei]ing a message ‘ ‘
, These statements that provided corroborations were a]so used
. »
- rby the reader to prove the tentative hypothesis of what the main idea
' of the passage was Subject 18 explained what information in "Chimps
and Humans" he. regarded important '
518 Because what you're trying to find is - o ,':'; o
S things that say.baby chimps and humans S éﬁ '
AT j‘ grow and’ develop at .different times and
- you re iooking for things that prove that.
- Such’ information was especia]iy important if a reader had used a’ ~ 7
muitipie choice question to- heip him determineaxhe maih idea He then
! «—-"§Eemed to keep‘the answers provided by the dﬂestion in mind and to -
‘;{ 'i' search’ for a match in the passage If he~found one, it,corroborated
| his hypothesis _,:f: B " ;' . = o o _t ’ 4
. Statements which proved predictions regarding the qualities and
actions of characters were also considered important Subjeet 18
R

o regarded the sentence expiaining the woif yas lying in the corner in
v "The Faithfui Dog" important because 5, - .7:p,_5 k. _ff. o

‘SlB:-'It says the huge wolf was. 1yihg in the corner .
- . of the room. That's.saying. th.':he was ‘ . ,
. wrong, the: prince was wrong to-accuse his dog .. = .= w
. of doing:it. Because, he should’ have known =~ - . R
. - - that his dog was Toyal and he really Hked - - . ° .
-« 7 the baby, the dog. And he was going to. hit . N
R ~ the-dog even and that wouldn't- have been S 3 ‘
. very: nice And there was a huge wolf in the



. ’he wouid formulate wouid be ]

l*dicted'by the information he is. reading, that information is attended

the new information. This r

corner and then he feit sorry that he
accused ‘the dog. .

',Such information seemed especiaiiy important 1f 1itt1e expiicit detaii

regarding the . nature of the character was. given. and. the reader had to

'infer the quaiities of the characters

Proficient and very proficient readers were. active predictors, but

':above all, they corroborated their. predictions and hypotheses or

changed them. Information which prov1ded an analogy to their .own

‘experiences or. knowledge base and aiiowed them- to use their knowledge"

base: to teii what would 1ike1y occur next in the passage was important,

ﬁ;what information this wouid be, varied in reiation to the experiences
d each reader possessed ~Information substantiating these personal

hypotheses was also regarded as important ‘In contrast to this kind .

of information was the infonmation which provided a turn of events )

different from what the reader predicted In that it required an

alteration in ‘the prediction, it was attended to very carefu]]y

»This(reason for importance wi11 be discussed in the~next section L

Alteri ng a prediction When a reader' s prediction is contra- :

to by the reader If he did not aiter his prediction the main;

Brated from a faulty contextual base. )
| . »

The - reader thus corrects hi ging contextuai base to accommodate‘

of significance was mentioned by

'most of the. reéders who processed "The Faithful Dog" The narratjve,;;;

7/
whiie it emphasized the ioyaity of’ the dog, buiit SUSpensé by with- g
holding the presence of the woif until. the prince had almost beaten

the dog Many readers had as a\resuit determined that the dog had

-
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~ - harmed the child and had to re-adJust this hypothesis when the informa-
‘.;tion regarding the woif was 1ntroduced As a result, most subjects

cued on this sentence and considered it very important The sentence !
also provided.the resoiution to the conflict of the story Subject

20 expiained why he found the sentence significant o - S .

- 520: Something about when the dog was scratched and f" - i
R - bloody;, 1 knew that the dog must have done ) ' :

- Something real bad and when I kept reading
I found out that the dog was protecting the
'Ababy and he did so very successfuiiy

-

SubJect 17%gave a similar expianation i "

© 817: It was important to na because’ it-wou]d show

.that the prince thought that the: ‘dog had did _.2 :v ",'ff . g?fﬁ

.1t and he was really" going to hit the dog. s
~And he ‘had Teft then he found out... he saw -
‘a wolf and he was really. badly wounded was

frightened, and it helped me understand'the
the story a iittle bit more.. .

"Aitering their predictions beqame~of vital importance in order to -~ .
'ascertain the main idea of the passage that dogs are ioyai and faithful
friends The need to establish the qua]ities of the major: characters,

f .and sometimes their actions as weli, in order to- find main 1dea was
another reason for, information being important This reason is”
. S

discussed,dn the follouing section

\

Inferr ng actions and quaiities of maJor characters when T

'1processing narrative, the readers needed to infer who the major
character was and what nas significant about his nature as he parti- '
_’cipated in a particulﬂp_event "The foTTowing reasons for information

Gh being important was given when subJects 26 and 21 processed "The
Faithful Dog" ‘ a

-SZG It means the dog was very protective of
" and very smart and: he didn't want the
baby to get hurt ‘ . L
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S21: T underlined "beautiful huhting dog named S v
‘ Sam’. That sort of points out 1tke, it - . i : s
gives .you the dog's name and that he was .

quite a nice dog, a nice pretty. And then
I circled, underlined "Sam loved his _
- master but he Toved the prince's baby son.

more”. T underlined those two to .show. . .
that the dog cared for the.master and I
-~ probably vice-versa. - And the next one, C o
- the dog was fighting with the wolf and TR

: saved the baby and he was all scratched

- and bloody. ' Well, I imagined the fight -
and. then in the front it says he cared : o o
for - 1ike, the baby, the prince's son. e ' ‘
So0-that means .that he probably, he most :
Tikely fought for him to save him.

Information which hinted or indicated what qualities the character
,possessed-wereliﬁpqrtantjin.fhatjtheyjalloWed the reader to generate
‘inferences regarding the Eharatterfs nature. Utilizing.théi back-" .

gro&ndiinformation to prédiCt the main bharacter and_his pr Ikms

_éﬁq,to’ipteéprpt the character’'s actions allowed the reader to infer :

the conflict and resolution of the story.

P

Any%iﬁformatién describing the éharacters'wa§'1mportant, and the

readers dempnstréteqja.needfio‘jdenfify-with{;vspecific chafﬁcter

‘rather thania&§¥;eralionef ‘When subject 21 was -asked why she*fdhnd'.'-"

"Mary Jo_namg' the'puppy Teﬁdy".in'ﬂMary"Jo'sfRespon§1bility“ important,
, o - ,

she replied: |

. S21: ‘Becauseif the author didn't do that, if T - .
- you're reading the story it would just’ . S
‘say - like puppy, = Say, cause if you had
a dog apd you-didn't name it you'd just
- say, hére dog, or puppy. Well, maybe '
1t would be a Tittle bit easier to read e
7. ‘the storyf " S

j .

and subject 27 for "Th‘é"Faithfu"l- Do'g‘"v._re]'ai:ed: -

- .S27: Well, because 1f‘you_djdnlt'khow‘that;thereg.‘ ’
,?quja~dog_named‘Sam,.yoquoqunTt_kﬁow - T : o
/probably what this 1s about, 11ike there ~ = . e
was a dog .you know that, but 11ke, it's .- = - A

' LN
. .
[ .



_.,r"_f; i
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- Such spec1fic knowledge about the- character‘enabled the reader to

and of the puppy were important in understanding the bopd of love

-was also- important

175

moreASpecific ‘

predict the character s actions ina given situation Subject 28
explained that if the reader only knew that Sam was a hunting dog, '_V'M
he might incorrectly predict that the dog hurt the baby. Given

the second line "he loved his master but most of all he loved the

‘prince s baby son",<the~reader knows the dog will not hurt the child

Likewise in "Mary Jo's Responsibility" the character aof Mary Jg :
.\:‘) I\‘\

'that developed between them and set up the events of the story that

followed Subject 21 explained the signifioance of the information o
emphasizing this bond When Mary Jo exclaims "Cute. they re the
sweetest creatures ever bornfin this world!" the reader interpreted'

this statement as showing "thet she had real love for the dog", and‘

~that this bond was ‘important. in her trials, given all of hlS demands 7

_{ .
"He cried as if his heart would break" was. important- because "he.

wanted~to see Mary Jo - he couldn’ t Tive without seeing her twelve '
)

-times a night". This indicated that "she loved the puppy and- the

pupﬂy'loved her too.”, The bond helps predict that she will find the

"answer to her problem: with ‘the puppy and prove her responsﬁbility

Deciding whichitharacter was the major character in the story

r readers because they could then determine the

conflict which cent reg?arqund that person. Ihformation providing

“this insight enabled determinatton of main idea R

S10: I underlined "Mary Jo" cause she s the main" .
: character. And then I ‘underlined "I'd N
j§‘ rather have a dog than anything else in :
s~. - the world" because she really Tikes dogs
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~ -and she'd really Tike to have one. And
her father, that's another character, .
And she satd "I would. be responsible",
That means that she would, she'd want to -
- - take care of the dog, 1ike she wouldn't.
, " Just say "oh I really want a dog". and -
‘ then when she'd get it she would go out~
side and play and Teave the dog in the
house.. She'd want to play with it.

Thﬁs, 1nfbrmation teiTipg qbcharaCtéris actfons,»an he wﬁrds'spokeﬁ
: by these}Charaé%%rs”was imbortant_because $ﬁey Allowedftﬁefreader'po"
.1nfer'gua]1t{es of chéractef‘ana-the proble@sffhe character had to -
’coniendeith. Subjé;f 24 exp1éined'how:she used information éb&uf_ _
 the chéractersfto infer the qqa]ifiés,ahd:actipns.df_thevmain‘ "‘_Q' i
’ qharacfer: — . S _;-' L R B | : §$\r;\
= _-524:';j;’;;:;;\;éh*neoldenough‘tb take-CAfé' T .

: of a puppy', said her.father." So that -~ . . .

means that she could, that means that ‘ " o "
her father thinks, well, knows that she - o - _

. :%L could take care of it and she is respon-
sible for it. S o s
R: Now, ﬁoﬁ did you usé that idea to‘f1gUre . B (., v
- out what the main idea was? o x ' i
3 ‘ . . . - ‘b.', : ‘ l . o ) ‘ ' - L
w S24: Well, then 1 knew that she, for sure,
. that she was: going tq get a puppy.
. R: And, how did &ou-know'that: el “_  1 R -
©N..528:  Just Tike when it says "All right, Mary Jo, - | r
4 I think you're old enough to take car
of a puppy". - T e e
» R: 0K, Good. Why e1séci§'£h&t'1nfbrmatiqn ' R
;jmportant to you? . .. S Lo -t
S24: I think because he knows that Mary Jo )
really likes pubﬁies'anu also I think . )
he'd Tike to get one too. - - 5 el D &
"R: "You-do? How comé‘you thinkithat?
$24:7 1 don't know. I think:all people 1ike
animals. . . . . - _ s \
.' \ . ' N ‘




%

S24:

: OK. Go ahead. What's the next one?

’ Oh;‘éh echamatfon‘mark, I think." And

the next one goes "Let's go®. - I' under-
lined it. because I knew that Mary Jo -

‘was really excited about it.

Y 4 ,
OK. " And why was that excitement -
important? ' o

Becau$e she's been ﬁaiting a»lbng'tdmé,

to get a dog and finally it's her chance

to get one. .

oK Kggp go1hg.

' The next:one is “Cute! These are the
-sweetest creatures ever born in this
-world"g_4A24,she-says 1tﬂfbr_excitement,

';‘AII right.” Go to the neit.page.

"He squeaked and:cried, especially at
night". That means that when he's all
by himself he felt lonely; he wants
someone to -come talk to him. C

ro - -

And why was that information important .

for you? " S _

_ At the end of the‘sfor} when someone is
- there he doesn't ‘cry, wh

] he's: all by
himself he waiits... - o

And why is-that important?.. How did it B

help you figure out the main idea?

‘Can you think of anything? Ooes it &

relate 1n any way to another part that -~

‘you've already read?
:. I think so.”

e g

OK. How? -

 Well, I think, Tlike when Mary Jo said =
"I'drather have a dog than anything . L

C g&se‘infthe.world"; -That means that

e was_kind of lonely for a pet ‘that

~ she could talk to.
: 0K, Good:” Keep going. .

. A T

AR bs/



-

~

s24:

And
. 1f his:-heart would break". ‘And like, . . o
.~ before he was lonely. ~"Mary Jo put.an .
- .-01d>toy dog 1n his_bed with him.’ She. ' -
-fhbped,that-he.woqufthtnE_qfnft¢@$”§~ '

T friend". But it -didn't help, -

~

L - .,~R{:’th\uaﬁ,ﬁhat3fﬁfqrmatipn;jmpdrtant?‘* )

. S24: - "Mary Jo siaggeﬁéd‘gieébily from the warm

. that you read tome? - o
© 7" S24: It means that she wouldn't bé too sleepy

s24:

couldn't play With it, well. he could play
with it but the toy dog wouldn't talk to

i I T L T
It was important because he-knew: that he

- him or anything, .« It Jjust Tayed there.
- AINg. it e RS T

P QK§31Kéép”gofnﬁ;ithéfﬁéxt;6né;v'vQ "

bed ta the kitchen a dozen times annﬁghtﬁ.

".Tt_méaﬁs;tﬁat,Shé*rgally*iovéaghim¢*iﬁ"<-

:f-And'hoﬁfdoésftﬁatihelp you figureﬂdht\tﬁe

main idea? . Is there any way in which you
~can-see how you used that information to

" help you get -the main-idea? And the . - .
.~ information just hefore that that you read . .
~ to.me _and"the information JUSthQfo? that

-

and-she wouldn't get angry at the dog and

3Isay;“0h,;be.qu§etg ?IFm_trying_tO.sleep".f4
OK. Keep going, . . -

"She talked to Teddy". Even though she .
was sleepy and she sang to him. ‘And "As -

. longas she was there he was happy". That <
- means that'he}tga11yvloved“MEr;.ﬁ“As‘~_ N

"j'tiredvas,§he-was\Mapy'Jo_cpu1d4neyer{fee1'
.- .angry with him because he was:so. joyful .

- when she was ‘sTeeping. "Mary Jo's mother
found her asleep on the paper-covered . - .
.floor". It means that she would stay with:

- him a1l night. so he. would be quiet. .. .

each time she appeared.at.the kitchen..,.

- door and.stepped over the table". Tt
-means that she really loved him too -

because she'd never get angry:at-him even

OK. And ‘now why was'ihétxinformation so

- important? = ¥ .

‘the next one is "He awoke and cried as-
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S24: wél1,’itThe1ps her: get to the idea,.and" _
the idea helps mg -get.to the main points.
| R}.,OK, Keep~going; | | :
524 ﬂﬁfljnvrespdnéib1ef;1thou§ht_ﬂéryﬂdo.v‘
" 'I've got to think of something to -
keep Teddy quiet™." And then she thinks

R: Why was th&tgséntenée,thefe so 1mp0rtanfﬁ~'v'

_fbr you?

'T.524$f'Causé’éhe.fhdughfrshejé-responsjb1é fbf -
- . 'him.. No one else is except her. ‘She .
7 feels that she has to do it and no one

else. :

~R: 0K,

H

.S24: "It was an o1d folding bed". Meaning that
"~ - she'll probably put it besid him and . .
sleep by him. - o

R:‘-And_how did‘thatliqformqtion'héTé you?

| S24: That helped meknow that she would reaily -

‘do anything for her dog, that she'd sleep
- by him and’talk to him, she'd sing to .
~ him, even.though she's tired. - She'd just
" -about do anything for her dog.. o
R: OK. Go.onto the next'pager'-f R e

 ‘$24}. She's going "I'm going to's]éep fnithe

‘kitchen until Teddy is housebroken and -~~~ -

can sleep in my room; she.said". ‘And that

dog. | ‘ J
R: OK. .And then, what-did you have next?

| S24: "And-it did. Mary do thought, 'I'm
~ © responsible' as she snuggled down on the
‘old: bed beside Teddy's_bed.;{AndnTeddy--

- slept,withbutjcrying.onCefglj‘night.]ohg”.
R:t‘whyfwés,thatfinfdrmation»1hpbrfantifor ‘
.- you? - oL S |
- 524: It‘prOVdeihat:hg-Ibyed her and as long

as‘she was*therefhe'd1dnft feel scared
_and he knew that;somgone wds there beside:

proved that she would do anything for her
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-him and he. felt safe‘ahd S0 did’she"_ , .
R:‘ So what did you say the main idea was? o B
3‘524Ej Teddy, or any dog, needs 1ove" S |
Nhile ‘the reader chose "Teddy, or any dog, needs love“ for the main
nidea, she seemed to have understood Mary Jo was: the main character
who .had to prove her responsibility The reader. however, cied on .’;giﬁéﬁjf: )
. "iove"'as being the’ major topic and("any dog needs 1ove"'seems to | ~
‘“aCCOUnt for part of her interpretation but she did not cue upon the _h o '
"centrai conflict of the major character Yet her exp]anation t{r'*jz.’ ST
iindicated that she understood the story. She had difficulty providing
. aa Single sentence summary of the essence of the story ' {- ,‘tu'; ' /f_xka
The quaiities of the magor‘character were nevertheless, signi—ij g
ficant in that it cued the inferring of extra information frdm -
personai experience In the next section personai experience 1s |
- also significant but in a different way "The reader uses a cue from "5
‘ fthe story to recaii a- specific experience he has had He then reasons
: that the 1nsight he has Iearned from his. experience is the in51ght to -

.:th1S story.,_~

: Cueing personal 1nsight whiie the subjects commoniy re]ated o o
their background experiences to the text only two subjects did S0
:_ 'by expiicitly re]ating an experience that happened to them. SubJect :
}‘]18 exp]ained the importance of a iine vy want a dog. I want a dog..
in "Mary Jo's Responsibiiity" ; l: ~_ o fﬂ‘j‘~ﬁ/p‘

“$18: The first thing I underhned I found that... - - -

© "to the girl .that she asked ‘her mom and . .
dad "I want a dog. I want a dog" or

~something Tike my baby brother that has. to Ln
have it or else he'11 Just cry or get mad .



R o : D S ' -
' Subject, 21 stated: . . - SRR €
$21: Well, usually when you really, really want’ . -
- . something, 1ike some new clothes er a- . = C v
toy or something you keep on asking about o o
it and you,'sbmetimes;‘not-always, you end \~;
up getting it because you want it so badly. ' -
_Then, "At Teast twice a week, usually at :
. the 'dinner table" shegd§ked,aboutgajpetf"f_.1,.
and at least twice a week also proved that .-
~she wanted one and at the dinner table
o well, I know I ask for Tots of things at. -
s the dinner'tablefcause'that's:Wbeneeverye.

 body's there and you can get everybody!'s o

© . . -opinion and then everybody will stay there. .

-~ . to_ finish their meal and you-can keep on *
' -talking. And, she often read the ads in
‘the classified section under pets which -

. she read out loud ‘tb her parents. . She was.
reading about pets cause she wanted one
and she read them out loud to her parents
because her parents are who she’s trying
to convince in getting a pet because, -
~well,-most things, 11ke lots of kids don't

" . _undepstand this but, when you want a pet
© .- .or something, there are lots of responsi-
v bilities and your parents are with them
A .+ - mast of the time. And they have to pay
CEe “for most of the stuff that a dog could
© . . - damage...Good dog owners must take full

P” £aaa) -

-

. " responsibility for their pets. = -
Her “."‘,‘"ve"vs*‘a'"dzi"g" of the main “‘.deé‘".wasl";» based upon her- oun 'Unc.ief‘Standi,'.‘-Q .
that caring for pets demanded v'?‘fof 9‘%' responsibility. 's‘h'e*used-'ver’%’r/ 3
"]iti]e'df.thgiFO"FéﬁtiﬁéoQidéd By'théwﬁaSSégg, | - o

EsfébTishihg:and,501ving the<éonf]ict;"This_réa§6n foi'1nf6fmaf+§n»H L

beingfiﬁportaht was given §hi&_duﬁing £heprﬁce531ﬁgld?.n;riétng,,"‘ o
f~Méﬁy\ofﬁ%he subjeéts declared their use ofiinfqrmﬁtfpn.in ﬁﬁié way and. .
'Juhderstandqb]y'So;qur.dsfﬁg_the ééﬁtra1 conflict yq'esﬁabliSh;maﬁﬁ 
.idea,was-aétlafedbas a_stratégy‘by méhy of the reqde;g;\ o

iA Subject 3 exb1aihéd Qhat fnfbnﬁagioﬁfshé’fouhd'1mportant'iﬁ'i‘;f
f"TékingﬁfﬁefPlﬁnéé"; and;tbid‘whyéé Co a | |

' S3E,.They,seemed3¥mbortéht beca&$égit tejls you

. o a .. ) ’ .
S Y -
I‘ ’ - . '-"v o . i . . @
- R A . .



_°-i‘that'she doesn't like relays, but she may . e
. zhaye to: swim 1n. it ‘anyways ‘even though she T
" doesn't 1ike tt.- This the West ‘Bay Rockets),
i+ Tiuinderlined that-because- it tells you that
o itts probab]y going to be, {t’ 's: going to
. ... talk 'more ‘about that particui team. I e
- “1eft all of this out because it wasn't. . - P
©important. It was, important, sort of, but T ‘ ;
it didn't help me find the main idea. Here,‘z.‘, S
"Me swim in the re]ay" I underlined: that . o
7. because up here she might have to: if she E L
- doesn't swim in the 'singles then 'she'11l T
. have to even though she doesn't: 1ike it ;~\‘,‘j
. And down here she does have. to. right L
"The gun fired and Janet. was. off" .- PR

tells me that the relays have started and '»',f‘.f,” ,?.;*H{v;:ﬁ‘:t~?”
.Betsy,wou1d be in it. But the giris from. .. . DR N

.. Mest Bay, it proves that I-was right. They S SO O

R _ were going to talk more -about, the West .Bay - T

-4 . .Rockets. . Here, "¢l imbed -Up. on the block-. .- " .
Vﬁready for action"," T- shouid ‘have: underlined -,

~."Betsy” too. ,That tells me that ‘she does

© 7 "~ have to go<through with it. ?Betsy dived ST
jit o dn"s It tells me that she’ did go through - - - ST

£ "'with it. "She had made it". That meant Lo T

.. that she had.successfully. gone through the R

~relay.  And 1. djdn't underline: anything' - - .

- else because it 'sort of just gives you a

sﬁmmary, in a. way, of the paragraph 'f-?. s

k\Subject 3y fiFSt Of 611, Cued on: information which she beiieved R

B lprovided the major confiict and determined the major character

-~

“Then she seiected the significant actions re]ating/to ‘this cpnflict, f'fJ""‘_" .

and final]y established the resolution of the conf1ict {T 'tglr_f\:
Narrative passages encouraged the use of determining the conf1ict
| k; Of the major character Expository passages encouraged the use/of
/-information which aiiowed the reader to determine the topit These :
} two reasons of importance are ciesely reiated but the strategy of vv
- ithe reader changes ' Information used to estabiish the topic will- be

’7discussed in the section "EstabliShing major‘event or topic” ~'The

‘next section w111 continue the discussion of narrative-re]ated reasons S

-

for importance o ' o U tﬂ - . i',' ,:”



;ff?fhillustrate the schema

;”fjﬁfof the gehera1 story schema and a]ways selected information that wouId

s

- .

[
" V

h,:f - 522- Oh that kind of he1p£d ,.that.sentence - va7<::~S“v

helped he see a girl that’ probably- would
) get a dog, something witl happen.-and at -
gtjvthe end everythfng would work out night

‘ ‘ :.;OK So that was kind of a strategy you
« @ were.looking for thenf§ that wasa fom

. oo lyou were 1oak1ng for. RS -,_,\‘,": et A
UL sk Right. o A

7 R: AITright then. Look 4% the next part |

o 7 2 "F would rather have<a dog ‘than anythtng

. -. . else oh earth"; Why did-you underline =~ .’
»~;<§_that? How did that information he1p you? .

- .$22:. That helps me with that f1rst One. She s
. "’ asking her dad; ‘or hep:mém that she has -
. +'to have a‘dog.' - And that Just-helps me
picture(?hat in my mjndﬂ too. o

' ;fR:ef Let s 3o onto the next'one, "I wou1d
i jbe reSponsible" why was thaf fmportant
- o to you? .- , .

d',‘

- 522: 1A11 peop1e say that.when tbey ye hav1ng
' something ‘and somet1mes h st stbries,

“oo—something-wrong Rappens-gnd-that Just: T
~that was one: Oﬂ the strategwes I was - - = R

thinking about .‘ ‘ (xv,;.‘ )

- R: Could you exp1a1n that strategy~a hit ‘ .

- »more? L - R 1nhf DT °

j”f';szzi_ Someth1ng s go1ng to happen, you Just
BRERES know that semething's -going to happeh
with just hat- sentence "1 wou1d bea
: respon51 1e""
~He also chose 1nformation that he]ped h1m picture the event Th%%ﬁ ‘
Jkind of information seemed to be selected when the reader used a

strategy of imagining the exper1ence This reason wi]1_be discussed

~.in the next section



Imaging

the experience was used by the reader to. relate to the experience

Subject 28 explained°

‘ v\528:

The same-reader found infonnation which provided a.picture 1mportant

. -528:

- of knew that something would happens .

_‘That helped me, 1ike I was picturing in
“my.mind that everyone comes down the

i

stairs and they're tired and she had to -
do’ something about it. Remember that

: 'sentence that said "I'm responsible" so
that tied in with that one.

. How about that last one you . underlined

there:~ "I'm responsibie"? Why was: that

.important to you?

;Because everyone was starting to 1ook :
.5;tired and they wenre saying "Oh, why. do o

TN

we have te have this\dog now". I kind
-she'd go somewhere and, figure out.a.

imin

when reading exposition, as- wei]

J .

She used her imagination ‘to re-create the experience and 1ooked for

§28:.

= ‘ .
That first paragraph 'was fairiy important
‘because! you kind of picture in your mind .

x,'that the story is going to be-: something

about, had to be something about- ice or

',;water or something of that nature

528

S28:

i~Yeah B

1 0K, So it gives you the topic?

0

A1l right. we11 why did you. have’ "feg .
through the SUmmer?" why did you underiine

that?

Well, save this ice through the summer,vit

~ Just kind of, that made it something:.1ike ,
‘a story tO»me to help picture it in my :

mind that it's going to have, they are

-going to have some pr S saving this ice
.through the summer and you .can't wait
to see they did it. OK, that'he}ped

me a bit.

4

GE,J .

\\\oiution to keep this\dog quiet or break Wf?;;;h‘ -

4

Information that heiped the reader imagine or picture

AR
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"'mgiériaa“whiéﬁ[gavefcqntéete~detQi1§;;;,

-~

"l;ff_a'--gtréatihg‘sgspensé;Ahd;foheéhédéﬁjhé:43oniy-ﬁﬁtﬁfhafratiVe'did;y7f7[af; :

,._.gf?tbriﬁbeVéfﬁhe fé&ﬁer ém6t1pda!iy, é§ysih§7ek¢ﬁteﬁent;_s'".

thereaderkeyoneventswhfchcauged'uncertaini;/Qrfwhichfoﬁe--;

'~;rSﬁaiow55§Eéﬁiﬁgaev§nf§;§nd“@bﬁﬁlitéﬁiqns.:'?thg,eVgnf§ sérvedf'x"g e ;‘TR{

. - ) Lo
(4 S1: Well, OK, he Taid there. 'OK, the.dog -~ ' -
T named Sam really loved his master-and =~ -
arthg'mastér?s?baby~$§q and’then he lay: .-
down and refused to move. So it kind .
. of tells that, well, it doesn't tell .

oo much right there, byt it says that ' ..
~well, it's kind'of 1ike you build up . T
“touthefc]imax§because‘it‘sfte11§ng,that s o - S

. .something is' going to happen because - = - - | c s
cee Iike,-either_thé-dog,was‘dead,.that's e IR

: "‘why_he;]ay;dpwn,and'kefusedﬂto;move or.. T S
v he thinks, the dog thinks something {s - : ‘

. -going.to happen ‘to the baby or something*

- ‘Vike that. ~ . e -

S24: No, well it's swrt of exciting there R
" where the dog was scratched and bloody
1ike you don't know what happened yet
. but ‘then when you read on it tells you.

" S22: Something exciting is coming up there....
. I.was surprised cause, I just got in
the baby's room and then the master comes
from his hunt and sees the dog all
- ‘stratched. o :
-,anh of these exaﬁb]és iT]Ustrated'aicommoh cueing on'the élimax of
the story'direct1y Beforé»the reso1ut10n;‘ This high-pbint“of_suspeﬂse
' provided a reason for the importance of the information. ‘
In "Mary Jo's Responsibility" details which foreshadbued future.
events were attended‘to by readers. Subject 29 explained: -
- o , ,
$29: She-gaid "If I'm going to get one I'd
.be responsible for it, I really want -
this dog and you just leaveﬁit'up\to
me. You'll see." And you kind of know
that something will happen.

R: How do you know that something will happen?



B g s SIS

."_i;:;;'i 35555.‘..; o0 ’f“%:;‘v_ﬂf : ‘ :‘. T ] 186
aufg;},ij SZQ:giLater in the stony she: does get a dog
oo . and that*respénsib]e thing SUUEEE | _
;"szt?ﬁngd_What does it do for yOu? ",,fvf‘g"“ ;‘ c e
RN ‘ ¢ : NN
e :$29: . Keeps you in a Tittie bit of suspense when

-+ that -dog" s—yelping that hOW’S she going
_;[to figure 1t out TR T AT - ‘g_

The uncertainty that caUSes cognitive ahd affective invo1vement was

\
also heferred to by subject 4 who re]ated the pace of his reading to

e

the importance of the information o "y

.R: I'd like you to Took at the 1deas you
underlined and try to tell me why these
were so. importantato you as you read . - ‘ ‘
them. Like, you've got the first one . - oy
there, "She hoped that she'd swim in a K g
..8ingle event, not one of the relays, o : -
' because she wouid hate to make the o e
" relay team lose"' ,/Nhy did you find that v SR :
‘;1nformation $0 important to you? ‘ ‘

. S4:'{Ne11, it was a clue because, like you"
- -know that something.is going to happen
, ,giithey put something 1ike such a 1ittle:
dtail like that in. And so, it sort of-
helps you to understand and then you -
could, well, then. when you read it you,
and the fact that T underlined that .
means "I read it slowiy and when you read. . o S
it slowly and when you get down. here o : ‘ Uy
you understand what's happening
- If the contents were: important he\slowed down and carefu]]y attended
" In this case an insignificant detail became important for him because
you know something is going to happen if something like- such a ?
little detail 1like that is in“ What might seem to be an 1nsign1ficant
' deta11 may be very important if the writer stresses it or includes it
The emotiona1 involvement referred to in the processing of nar-.
ration did not seem to be a significant factor of_importance for
.. expository passages. The reader was more removed or distant. This
may be due to the fact that the expository passages were informational

in nature. Had they been persuasive or argumentative forms of expo-
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sition, different results may have accurred. , Furt
needed to assess the 1mppr;ancq 6f"§phtext for invelving fhe reader

‘emotionally as the.ihtéhha]tstructQEéfhnd_dntengioffthe passage _

Change§.

[}

?

. N ‘ ’
T - B L
.

. Establishing major\évent or ﬁopic;, The‘previousvsegtiOh;op :

her research is.

RN

strateg{es‘cohtéinedfthe‘exp]anatjbn\of the use bffeétéblfsﬁing the

: topitffd? eXpoS?torx passéges,'Vsdbje¢t;28~§xp1éihéd'wﬁaﬁ 1nfb§ma£i06

was important in

Cool":

©s28

S28:

the summer and they tal

"2

: Well, ice cold wafer.5 They“re talking about '

héIpfhg;hef:gstébTiSh.the maﬁn;{déa %or‘PKeéping

icey ice cold water has something to do with

ice. And then ice or snow, that ice and’
snow are usually the same ‘thing. And so- . -.

s

then it says ice agaif and snow or .ice.’ And -

the problem is how. te "_'ézv/e,.wt'hb,’iceﬁ th;houbh a
- about. the icéhouses

and so that ki"d3°fah¢195‘¥QUfﬁo;figuré;qut o

‘Tike, how they're going to use it cause. -

we already know about Tcehouses. And then

.. here it says icehouses oﬁjthe’shore”ahd;vk
icehouses and then.  And then where they -

]

- Sdy about wood and stuff. 'They couldn't -~ °

use that because of the 'sparks“and it would .

set it on fire. So they put, they used brick = . - L
houses. "And maybe if peaple have jicehouses IR

sti11 today they'd probably use' brick now. -

0K." "Good. * Now, 1§t‘s:have a 1ook at maybe
- how you put that information: together to
- figure out that main idea. Can you tell me?

You see these things underlined all the way
through and you have ice mentioned several

times. How did you relate.all that informa- -
tion to get- the answer you got? '

Well, it talks about fce and you kn0w'1ffs '
going to have something to do with ice.
And then it has.a problem as to how to keep

it from melting. When you use ice and keep
it from melting ycu know it's going to be

about ‘icehouses because we've heard of them’
before. And so kind of the icehouses or '

ice are going‘to...

Vo

they're talking more about tce and Stuff and |

187



‘o
[

* -~ _passage was "fce-cold water": .

"f§ubjg¢t'11 alsp

‘5,“,-4

k2

-<Subjeéi 23;éxp1ained.whyfthleirst thing he hn@é?lined in the same

T os23; Well, 1t gave me an fdea of 1tke, it was
. going to talk about water: and how ice-cold it,

-~

talk about: ice and stuff Tike that.

‘,'»i? ft"pr6v1dFd‘tﬁe;£951t:_ R

2 7 S11% ‘Iaﬂhdéh]inéd.everything,that.hatho do,
" - well; first I underlined that cause that
‘helped 'me find the main idea because I
~ knew it was about tongues. And. from then -
- on, once I read this first one then read
- the whole thing.-meant Tike, I undertined
N mals' tongues are designed to perform
gpecial ways". Which so I had to, if
@ was my main idea I had to underline
P/ erything that showed how an animal's
- tongue helps and so that's what I did. L
~ But this one here about your tongue, the .
. human tongue.. I underlined that because
= :it was the first main clue that sort of -
‘ helped ‘me get that it would be about . -
tongues as the main idea. :

i Agaiﬁ subj!E% 29 u;ed;the_same strategy in intefpreting "Chimps and

Humans" and found 1nformatiohlwhich~$tatgd.the”topic‘ihportant:

chimp at home with his own baby. son -
Donald". OK, here I'm putting this down

~ cause it helped me find the answer' because

this is what he's doing. It's telling what
. he's, the experiment he's going to do.

. He's going ta raise the baby chimp exactly
11ke his own son, And that's telling what
the story is going. to be about. How it's .
going to be. . . . ‘ B

-5293'_35. The first thing I underlined was "a.
baby

In one instance, the reader undéF11ned'on]y "ice-told watep" for the

complete passage. When he was,asked:wﬁy,only thaf part was signifi-

cant in the 1Bng pa$sage, "ngpingbcdoi“;fhé replied:

$30: Well, that tells you that the whole story -
~that ice - sort of mostly talked about,”1i?

1

_gj&éréd.fthrmatjdhzimp§ﬁtaﬁf:fﬁfﬁfricky'TonguéS"E
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" ice~cold water and dce. ‘And all the rest s
“Just things that people in different parts T
of the world do about coo11ng their drinks
and so on. 4

o ~

The estabiishing of the topic for expository artic]es was noticeab]y ‘

different from estab]ishing the maJor character and central .conflict

for narrative o R

| Attending;to 1inguistic cues. The use.of 1inguistic cues to

set up an organizational pattern of incoming information ‘was mostly |
given -a$ a reason for - attending to information in "Chimps and Humans"
The words "same" and "different" set up a comparative structure for

- the reader The foliowing samp]e exemplifies the use of - the compara- o
.tive anaiysis cued by "different" | '

R: Can you tell me why this information is so
.important to you? I noticed that you've.
got "chimps", "babies", "learn" and . -
"different ways" all underlingd. Tell me
how you used that to help yo

S26: OK Chimps and babies learn. in differént
ways. OK. It tells.that, OK, they're , S ot
comparing the chimpanzees - to the babies LT
and’ they ‘compare that-throughout the whole o
paragraph and it tells that they learn in
different ways. It tells the different
‘ways that the chimpanzees Tearn rather

. than the baby and then what the - ‘baby -
' Iearns that the chimpanzees can't learn.

_ Whereas subJect 26 cued on on]y the differences, subject 28 attended
to both‘"same“ and- "different“ ‘

" R: OK. Tel] me why "treated same" was
s important information

- S28: Because that was part of the scientist s
e sort of research study thing. Like he' s
going to.treat them the same and do.
everything the same with them and see
- which one develops faster

R: OK. Now, why did you underline "first";



a0

7 "chimp", and "developed"? -Just, Ok, go . . . . . - -
' ahead}fthen.and~just”exp]ainuto«meﬂfrpm S . SN
~here -on- in how you used- that information o

- you"pnder?fned{tp'help'you.,J ‘ s

$28: OK, I had "first chimp developed faster"

because 1t tells, 0K, in the first R Lol e
-sentence it says" chimps¥and babies learn - A
in different ways, so 1t sort of backs - )

- that up and.says that- the chimp developed - A

. faster. And then first, it's still talking -
about the chimp and ‘it.says "fipst to .- . .
follow Orders"vand'so_thatfsjpart;of for

- developing faster. -And it says "she was - Lo
stronger and she used- her- hands and. fingers croT
better”. .And then after -Donald, the - - R :

' little baby giy, he caught up and he was
the first to draw instead of scribbling , » e
and he Iearned'tO'pronounce‘wOrds-and talk -~ .. s S
and so it tells that they did learn in . | R L

- different ways”andmthey«learned‘different ' T

. things; too. " -

R: ‘And how did you use that' when you were
~reading? Did you wuse it to-help you figure
‘out what the rgsp‘gf-the'story,Was‘going-,_f

.~ Yo be about?
-'v528:' Yeah.l,

R: OK. Let's go to.the next.one. “Théffwd;T‘=,,_"{>i -
- wWere treated the same". How did you use -+. - -
that.to,help;you? ' S R o L

528: Well, Tike it just tells you that they.. - -
. weren't treated differently; they weren't -
_put in separate rooms or something.and =~ = .
- Playing with different toys.and eat-- - -
~ different stuff. . L RN

R: Why is ‘that important?
T At thasal , |
, S28: .Well, .it's important...the information is
. important because-they were the main - - e
+ things in the passage, 1ike when it said =~ .- R
" that the baby and the chimp.grow in two - = . - o, -
_different ways and when you come down here
1t tells you how they start growing - .
differently like if they were both treated *
- the 'same when they played with the ‘same " - BRI
~ toys and tuckedjihtqgbéd’at.nightrand.then4'\ CL
~ -one of them started developing faster, - . 1l et

o .



ey

the reader to adjust his JraMe of thought to accommodate a particu]ar

fimpor

e

"the information

\—,,

foiiowing samples exemp]ify this reason‘for attending tpﬂthe_”'f?“'

S

',n

tant '

- ‘then Donal
+ o ccatch up an .
. ‘that the baby chimp, starts, gets ‘deveToped
- -sooner and -starts doing things but then
"fthe human baby«can catch up a]ot better

It gave me 3. c1ue to what the main idea was
.Tand it sort-of ‘helped-me .cause. thpn I kindi
‘of -knew what the main fdea was'cause it.

said that, there were two -di fferent ‘ways

Y

It shows which one could adapt better and
¢, -then the baby boy starts to™

d gets better so that means

:;fOK Nhy was' this sentence 50, important fq; )
tyou? The first'sentence i ‘ , :

y .

LRI g

- that baby chimps/and human ‘babies: grow so
,»that helped me in finding the... »"o o

‘reasoning structure
If these. key words are ignored the reader may misinterpret

‘ New learning

, nmterial

822

AR

518-f

ot

‘The cueing on* TinguiStic cues: suhh as "same"'andi"different" indi-

Again‘ the:effect of" explicit organizationai

' ,design uied byﬁwriters may affect what information is considered

Y a .

St e
e T

¢

Eo
g,
oA

“ i

V. "Was. driven across the frozeén part of the :‘,'iﬁ:*_'fgf
_wateb™.; That, I just“found that imbortant '
how they would “how the United States. kept

their jce, -

I never knew -about that but ‘-: ..,f;;f

-50 that”was; 1 found that ‘was pretty .

- interesting, that ‘stuck out in my-mind as : }ji}?ii*rA -

‘one of the: parts -that’ 1ike how they got

the ice. :

weli OK th';day is hot and this person
wants a ta11 glass of ice-cold water. o
’ | And then it taiks about 1ike how before i

:_cated that such words used by an author were key because they;caused

If the reader found 1nformation he was unfamiiiar |
=g;w1th in the passage, he either - considered it unimportant and ignored

”"it or he*ﬁdshed ta’ iéarn%thf?infbrmation and attenQEd to it. The =

‘.‘{“; o

191
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| they kept it con And weTT you don't
“really’ think about how'far the .ice cube'

% " . went back but. ‘then you, -1ike I underlined -

¥ 'that because then it is kindief inter< .
'1Testing to think how the ice’ cube did come..

©.830: . Then’ I know that they didn't’ Just find a
© . _piece of ice and hack it to pieces. just ,
using a drink. They had certain measure-
ments they- used And then:I underlined
. "horse pul]ing a cutter" and "it was"
w0 driven across the frozén parts of the .
*water™ so0 ‘I knew how they cut it and that
o was sort of. important though, well they
~ " - don’ t, have Tots:of :things that we have .= .
: ... NOW. and you just’'want to know. how they

did it Like, they had it a certain ST e

thickness, it wou]d be kind of hard to-
do it by hand

) A

Such attending to- new 1nformation may have occurred mereTy because

192

: the reader was interested or because he had to understand the informa-. -

‘tion in order to extract the main idea The reader s attending to new .-

ff

‘ information also questions how much of the context from the text a

' reader uses He may resort to depending more high]y on the context

. of the passage 1f the information 1s new to h1m How fami]iar and

l

junfamiTiar passages affect what the reader finds important in the ‘i%

i’text needs to be determined by further research What the reader

.}a110ws the writer to bring to the context of the reading act may be

r;tidetermined by the reader's: backgrouhd knowledge

Couldn't ihterpret the information Nhen new information couldlp‘

",indt be 7nterpreted it provided cognitive dissonance for the reader

.

The reader found such infbrmation impOrtant un1ess he chose to ignore‘

Subject 20 expTained

'R{:]"The dog just. lay down beside the: baby and
refused to move" How did you use that
:information? ‘e

i $20: " Kind of. hesitantTy, you know, cayse I didn 't .
.o quite understand it untiT I read further on,



Rl ot TP R LA
. RN

‘Re Nhat didn't you quite understand? .5'

3
"‘.. " Lo N

~ S20: Nell why the dog wouidn t ‘move when it'
you' know, the prince's dog. -And_ then when
~ the prince came, no, one day the prince
~ called for Sam to go hunting and the .dog
.- Just laid and ‘then later on it says about
the wolf Just\iaying in the cofner with - &8
- a wounded leg previously the dog a;ﬁ
.- 'sensed ‘some kind of danger coming to the :
RE ‘baby. so- he stayed

| He kept the information in the . back of his mind as he continued to - .
read until he found information which explained it Reader 3 did
, not sustain such information Rather, she rEJected it.. Nhen proces-
:sing the passage "Finding Out About Nords" her main idea centered .
- on- the word "breakfast" She 1ater expiained that she did not
understand the information on spoonerisms . so she jus¢ Teft it out.

i'_Such a. strategy was 1nappropriate for she neither brought context

:A:“;from her" background knowiedge nor from-the text therefore tru1y

"1gnoring the context

k4

. Cueing on muitipie ch01ce stems Readers when given the task of

' ‘recognizing the ma1n 1dea by choosing the most appropriate answer’
stated in a multipie choice question, often chose a strategy of _
'gu're reading to determine the best option. Uhen this occurred their
.explanations of what material was important reiated to an altered
purpose for reading finding the best of four alternatives }-This B
is 111ustrated in. subject 19's exp]anation‘ : |

- 519: Ne11 because the dog hurt the’ wolf and
the wo]f was now frightened of the. dog

“‘fRﬁ.jWhy was that important to you? How did
- ’that help you? ._"

S19; 'Because it was one of the answers

7KWhat information was considered important was- altered by the purpose



‘:~*the'réadgf1had§for ieading,-and,the task. The key quality which =

emerge&'was thé;f1éxibi]ity of thé_reader. -He needed to a]féf] e

'fstratégfés.ahd,his_af

purposes and tasks. - -

- I

i—,

;éntioh}tbjiﬁfofﬁ&tion accobd{ng';@;hjs_ﬁeed§,1i'

194

Sélectingbmain~actfons;7'SQmetimes«the‘read¢r5~e3thér‘wehe‘hot’,~"'- .

able to or &id_ndt choose to expTajn~in;géhera1Lférm§,yhy the
jnformétion was impéftang,t-Rathgr;vfﬁ§y e£b1afned its importance to =
the {nfqrmétiOﬁ'fg'thé’éext.' When asked to te1icwhy-fh§.parts'she

| qndeklihed'Wefé‘1@portant in " ine 4 k

S7:

Well, they had three events and the first
one the other, the Bay Side team knocked -
them out easily. They won: the first thing
easily so they needed to-catch up. And
then she was thinking befause her, ‘she knew

that ‘there was only one other player who - '=.-
‘could do the freestyle and it was her. -And
. then Betsy would bethe last swimming. free-
style and so then they'd know who was swimming
it. . It would be hard to accept.. And catch, .
up if they were behind, or stay ahead cause

"+ .she knew how much, well, they had always

What sheﬁseems to,have done i§ select the main actions which occurred
and relate them'tpvthe conflict felt by Betsy and the resolution pf_1“
- the conflict. Her answer exemp11fies herfselécting of informaffqn

'.oﬁ the basis of its relation to;fhe conf‘l_i'c’tT Likewise;rSUbject 2

‘tried to’'stay with them and win. And then
_.when she stopped and heard the final times,
- found out they'd Tost. And she said, and .

. ~she thought she would, she lost on the team.
.. And then the team cheered her by going the
.~ last time she went she got 38.2 and this o .-

time it's 34.9." And.that was the best time'

and then she goes "Marti would have won it".

And then they go "35 seconds she got". And
then they go "We can't afford to lose another

champion freestyler".

explained her reasons for selecting information:

S2: Well, she didn't 1ike relays because she

Tor

Taking the Plunge", subjéét 7 replied:

1.

o)
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didn'€ want fo, want to, well; She didn't - -
/want her’ friends to get mad at her for-.

v L

N

'~ toging: in- the relay team and’ she, didn't, -
well She wanted to swim.in the -relays and
" she.didn't wapt to im. in the relays. . .-

kBu§ u§a§ig‘qséﬂqfdr,.f‘«.

. . bK. But Vef's g,o "to the ne)(tOne."f/Marti |
JRENN ‘WOUTd Smm freesty]e in the. re-'ays . too." ..
. Why'was that fmportant -information

Well, 1t helped to tell what'they were. .. ‘
doing inythg'stOry.L.Itfdoes;“it sor%‘bf, '

. it's half and half. It's sort of main
,,;and.SOrt,of_regular. S -

S s2:
- felt Marti was ‘better at it and it was
getting her dowan ' .

S2

:‘uOK:"And'what éboht "Marti usually bfought.:

the re]ayﬁteam'tqfvictory"?

Ue]i,.Bétsy\wés'feeTiné down because she

: OK. What about there: - "0h, no, not when .

it's this close"? -

: We11,‘she.didh‘t_Want to swim but it shows
~ that if she didn't want to swim the relays
because she thought she'd ]ose:jt‘for'them,g,'

~ she'd lose it for the team,

:- AlT.right. And go onto the next page then.

* Why did you underline "would' have to -catch

up 1f they were behind or stay ahead if

. they were leading"?

k s2:

‘Well, she didn't want to be, didn't want -
to be the last person to swim because she'd -

~have to, the whole team was on her hands;
if she was off, the

whole team would lose
and she didn't want that. '

OK. And why did you find this‘importanf.

~information: "Betsy,feIt‘téars welling

. up inaher:eyes"?-'

S2: ;

-Né]T,‘I'fmagingjshé wéS'fée1ing that her
- friends would get down on

v her because she
lost the race for the team. L

;- OK. Now;'just~te11 me if you can, generally,

how you used that information to help you.

\r"

or you? . - |
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‘ - main 1dea | ;-~f°~

Y

o find the main 1dea. What was 1t You di R
'SZ:r'Th1s, actUal]y added up to think1ng that - ;1»ff .

- she didn't really want to race in the . - v ‘qt”*ff«ﬁ* i"f
relays and that, but it shows - that. the, ;\_ A

added up most1y to be not any of the o
‘A,others ‘ : ‘

"; The detat}s from ‘the passage seem to have been se}ected because they
’~estab1ished the main event and the major characterns conf11ct
f\Because she had diff1cu1ty expressing what the: main 1dea was, she.

'vcou1d not exp]ain how she used the informat1on to-determine the :

.

Requirlng descript1ve deta11s 0ccas1ona11y, informat1on was

\

not. 1mportant because 1t re1ated to the main idea but because the

',_ reader requ1red the information to know exactly what was gowng on

\t.SubJect 2 was a swimmer and she attended to information‘others con=-

- _fsidered non essent1a1 1n "Tak1ng the Plunge"

TL' iSé--*"Then she _swam- the three strokes without
- a break T o

"bREe Why was that 1mportant?
S2:'-Cause it te115 you how she breathes

Ri Why. do you want to know about how she
' breathes?

| SZEQ‘Cause usual]y most. peophe don't take three L
_strokes’ without a breatH Only take two. &

: R:"So how did that he1p you as a reader then?r,,%
S2: Cause it s sort of weirh Because usua]ly N

people take two stroke: without a breath
- instead of three S

- )
- She seemed to use this 1nformat’on to establish the competency of
: Betsy, but could not explain. wh@ 1t was 1mportant to her This

reader also keyed on the 1engt‘ of the race and the stroke the girls )

o \
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A

were swimming: - . RN

32: If you just said they-neresjbﬁy'going to

- swim you don't know how they ave going to _
swim, - if they're going to swim 50 laps or .
whatever. Because there are othey kinds
of swimming. Like, kind of Ake back
-stroke and stuff 1ike that, but-she was

swimming freestyle. =

R: Why was that important to ‘you? Whuiyras it
important for you to know the way in which -
she was swimming? B : N

,52&ﬂ\Becauée'itfmight'have been anybody. Like,
- in case they didn*tvte11 you that she was. ..

swimming. . AL

R: OK. " Now you've gat "swim in a’singjé'éveng§._.
" underlined. How did that information help >y

you find the answer? * Why was‘i;'jmpOrtant?q§3

o - ' P : o . M

$2: Because she was swimming and she wanted to ¥
- swim in a single event. S

R: AN tight;'iwhy did'you.undehline "announced"'$=ﬁ"'v~
and “freestyle single"? R ‘ Lo
7.1S2: When.the coach annoﬁh&éd,,it;s'imporfaht S g
. - that you listen when the coach announced e T New
- .7 freestyle swimming, freestyle single ' T
L - swimming. . L L T
She did not clearly verbalize why}sbe_fohnd*the?fhforma£165 significant, -
‘, , Détéf1sVa1Sq seemed importantgwhgn\the readef;heéded‘to.1earn _\4
' sémeﬁhing;He did not know. Subjéct'QOH&fﬁéndedrtofdétéif.Whén he read
"Keeping Cool" because he was interéStéd“ih'f%ndﬁng~out h0w}ice<Was
taken from the ponds: = ' .. -_  1 e,
1520: Well, this tells how they got the fce out
. of the ponds.  They took horses and with .~
- cutters. They had sharp wheels that would
. " " .cut the ice and then men would take axes o
- and would 1ike, chop the ice and cut it = .- S
with and they'd float it down the river, B
float it down into icehouses on the shore.

/;The readérfwasféb1é fd,picture the event‘bx-ét;ehding-tolthe desériptfon3
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“:,:;provided‘by the details. When the experience was. new the reader
"attended to the details to-imagine it - the context in the passage was
~lheav1ly relied upon ' ‘ ” ‘ '

Su ary Generally, the reader's selection of information
‘dependéd upon his knowledge. hlS purpose and his tasks For each
'reader, a personal combination of cues from the passage was ' selected

»-and related to his. personal experiences to determine the context for |
the moment The context used to interpret the passage changed
continually as new information was read and related Context cannot
-be said to be on the page or static ‘ Flexibility of- the reader was -
‘essential in interacting with the text, in forming a base for .
"interpretation -and in altering strategy use to find the main idea.
{What 1nformation was important sometimes depended upon whether the
passage was narrative Qr expository (see Table 5 7) and upon

.'whether certain strategy use was invited by a heavily imposed
organizational structure outlined in- the text
' InfOrmation was considered important if 1t provided aﬁ§ummary,
generated or verified predictions made by the reader, prOVided a.
base for inferring qualities and actions of major characters, B .

_‘provided the. central conflict or its solution, pictured a- scene or

f.action, related an unexpected turn of events, created suspense and .

:'foreshadowing, prov1ded descriptive detail, or gave a main action
"fi'It ‘was also important if it was repeated many times, related to

'~:a personal experience or the reader, or established a maJor topic

1_ Linguistic cues as signal words for cognitive organization were

??ffﬂnoted as was unfamiliar material Finally, the reader noted any

1nformation which. corroborated an option he chose in a multiple choice

'é‘
=,
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o Tab(L 5.7
Form As,It Determines the Commona]fty Between |
~ Strategy Use and Reasons_for Informational Signlficance --i_i f'hi’;”
ol  ermareev . REASONS FOR. INFORMATIONAL
FORM STRATEGY - STGNIFICANCE

Narrétion'. L Establishfng the major ~Pr0v1des a base for

. character w1th1n an - - "inferring character '_;,Q,:;fj(f',"l

. event . o
L N e ~.Estab11shes the. centra1
o oesoco 0 conflict or Teads to” =
P Establishinguthe'p1ot; * - the solutfon of the.
' confliCt;aqdireso]utions_.,conf11ct ’

~ Creates suspense . and |
foreshadowing A

States a main action

Exposition ’-.Estab1ishing the common Establishies the major'
: - topic and adding the topic or, .event .
‘ differentes _ )
"Cueing on the repeti- 7
t1on of the topic
: \

s Fenmt annim e i e e

NIVE I
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"'_question' ' | , _
| Because readjhs referred to “key words or phrases" as they
ekpiained what information was important, they were asked to .

o 1dent1fy oniy the words they beiieved were cruciai din their formu-‘
1ating of the main idea. A summary of tbe responses given are | R

“*\\reported 1n the next section

Usi.\ng Ke’ Words

~« . MWhen asked to c1rc1e on]y the key words that aided the most

a' - in finding the main idea, the subjects seiection of information

- frevealed a chunking. process at various 1eve;s of condensing. "Three

j;patterns were observed o - o K e B
-1;9 The subject circ]ed most of the information he had

previousiy underiined and 1nsisted that all of the- 1nformation was

_:cruciai g v .
R 2 The subject circied condensed portions of what he had

: ,underiined | o o ’

| The SUbJECt circled words which had not previousiy been
' underiined ' |
r;.Exampies of each pattern is 1ocated in Appendix F.

An examination of the circied portions of the. text reveaied a
condensing of the textuai information as is exemplified in the ‘
responses given for "Chimps and Humans" | )

§23: chimps babies treated -same stronger _

. never learned to do pronounce words and
talk S
826:gfchimps babies different scientist :
- chimp son same toys talks tucked bed

-~ time chimp deveiop faster after Donaid
s catch up



1519:

develop faster stronger catch up

_«SZO:‘ treated first catch up talk

This reduction to the basic action reiated in the passage was also

observed when 1ong texts were processed as noted in ‘the responses

to "Tricky Tongues"

S6: chew swa]]ow food taTk have food most

important took
“animals

chew swallow : find prey -
picked up smells fastened at

- back of mouth  fastened at front ‘moved
into striking distance zaps out its = .
_tongue captures the prey with the sticky -~
tip Jjabs into the next with 1ts very long. -

tongue g]uelike 'saliva

everytime ranimal ‘draws it

new coating ,
s tongue back '

. in tiouth curl- their tongue around Teaves

pull the leaves: fro

perform - special ways

- SS:_ very important to you

These responses, though ref]ected the variation in the assessment of |

what information was rea11y crucial.

m trees zap it stabs
its prey rough . feels bumps
.teeth comb animals- tOngues

lick meat "
designed

Subject five cued only on the

" tongue being very important, while subject six prov1ded a condensed

3
~overview of all of the actions which were described in the. text

‘Why the 1nformation selected was considered S0 crucia] was

exp]ained by the. subjects

five major reasons:

‘1. the information repeated the subject or the statement made

about the subject

AR

2. ‘the information contained the potentia1 for predicting or

substantiating predictions

3. it formu]ated a picture. -

R

A categorization of their reasons revealed

4. added together, the information provided a summary of the .

2010



majar actions _
| 5. the information helped the reader to remember.
These five reasons were also given when: subJects were asked to exp]ain
why 1nformation in the text was 1mportant, and again refiected
”strategy use- While category five had not previous]y emerged, 'it'may'
be a 51gnificant reason for finding key words or main ideas - the .
1nformation helps the reader to remember |
: Iiiustrations of the responses found in each category wi]i now |

 be given

~

Repetition of the subject For expository passages, the repe-

- tition of a key word throughout the passage 51gnif1ed the topic of

~-the passage Subject 7 c1rcied tongues every time it appeared in

the passage "Tricky Tongues“ because "tongue keeps coming back and

back again"

S7: -So all the time tongue ‘keeps. coming back,

' keeps -saying that so all. the time you just
Took and its tongues.” So you know it's .
‘going.to be about tongues. And then at the

" end you know the main idea right ‘away 1f

- you J st 1ook it's about tongues.

The same ‘reason was. given by ather subJects for "Tricky Tongues" but
“also for~“Keeping Cooi", another expository article:

- .828:  OK. I circled most1y ice and snow because
- they're talking about the ice and they
.mention it so much that like, ice after

ice and stuffand so you know they re
ta]king about the ice and that's what
they're mostly ta]king about. And ice-
houses and on this page they mention
.Tcehouses several times so. you know it's
going to be about 1ce and the icehouses.

while the subjects also identified a key word used. in the narrative

passage "Mary -Jo's Responsibiiity", the reason for the significance

il
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was slightly altered. Subject 18 related tts significance to the
confiict of the maJor character:

'SIB: It was- mostly words that say she was taking
~ a'responsibility. Mostly, words that say
she was responsib]e and everything .

R: I guess that was a really key word for. you
- And why was that such an important word?

S18: . Well, in my answer I said she was going to
' take the responsibility and such a hard-
thidg to do. And for that answer I thought
for responsible she said she was responsible,
" she was going to take care of it, going to
stop it from crying and everything and it's -
going to be a“ hard job so.

:Therefore the subject was identified through its repetition, but in
the expository passages it represented the topic and in the narrative
it represented the confiict This reasoning corroborated the under-

1y1ng differences in processing expository and narrative passages.

-The swnmary provides a story. The subJects who gave this reason/\
used the word "story“ indiscriminantly Their reasoning suggested
that a story. meant a summary of information SubJect 2 exp]ained how
she added up ai] the circled’ 1nformation to create a "story"

S2: Well, because it's important things

' because if you-put them all together

<. - Yyou get a story out of it,
| R: A story?- ‘What kind of story?'
$2: Like,’ about the tongues _
SUbject 130 also referred to the strategy of adding up the main words:
$30: That was sort of the main words for the
' story because that's what the story was
all about to save ‘ice through the summer.
Well, 1ike it was with the underlined
sentences ‘I just threw them all
together.

L N
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A similar summérﬁzing/of actionéﬂo;éﬁrﬁEd q1th4the;n§iﬁative:' R
S1: She's sdyingf'1ike'§he'ﬁéd béeﬁ.a'couple of
seconds behind-and she didn't want to, 11ke
she was getting sad and she would be mad at
her. AButfthen‘wﬁen&shéksays;lshe started to
say that she was. sorry to all the kids on the
team they started telling her that how good
her time was and- telling her that she beat
Marti's time and trying to cheer her up.. -
R: OK. How dfd_ ou_use those words to help you = -
- find the answer? What did they do? . =~ S
Sl: Well, they show how the team thought that -~
' she was a'good freestyler, she didn't want- - -
her on the.team and when Betsy saw that she
was a good swimmer and that's how I got ‘my
. answer, . . L .
S3: The words I circled helped me find the main |
idea because it sort of, well, it sort of: "
tells you 1ike just with the words I circled’
I-can‘ftnd that the story, like Jjust seemed
Tike she tripped; pulled off a button, )
spilted, suddenly stiffened and oh, no she
cried. out and' wrong. . They're all the words .
~sort of, put the things together, I guess. .
While these subjects all used a summarizing process to-find the main
. : ) . - . . v
idea, what information they- selected frém the text varied from
' persen to person. | 1
- FormuTating a picture. Subject 20 primarily. related this reason
. . . ‘ - r ".; .
. for-information being significant. He primari]y'u§ed.this'imagfng”
) strategy for‘every kind offkbrk he processed. He explained his use
of pfctufing the event ih4thé expository basSage "ch1mps and Humans"
as a method ofjestablishing the conditions upon whichpthe conclusion
was based: - _ | |
S20: .Ok.j “Treated" I circ]ed because that ju#t,

you had to know that they did the Same
things. That's a key part I thought in
the story that it stuck out in:my mind _
o -treated because it Just, I pictured in -
B my mind that everythingsexact. The father
" made them do everything exact. ST

-~



;. OK: And why was "first® s

g N K ) ) . K o~
. - . \

"‘.\;" L
. o A s .

o imporgdnt? -

:* She was ;the’ first to follow. That kind - . -
:5§f}picturedf1n.my}mind,fshe.§taqted;53he L '
~starts faster, But. then.when. you read the -

- Sstuff at the end of the story, you kind

- of know chimps'can't talk but. they're

csmart. YOS L e

g

Lfkéwfég,‘SUEﬁect[20~u§é&}mentalspiciyﬁe§ £o aidfin hig processihg'of

f%gkharrative, "fhe Faifﬁf@jfbbg#_:'u‘_

520

First he "loved", that kind of tells you .

_ he really liked,hi%,mastérgandﬂhis,_put:
- most of all his baby son. I think that

was fairly important because I pictured

3 " @ dog just’being commanded and he'd do it,

520:

_khe baby son.

- the rest of the story? -

do whatever he was told. And he'd protect

OK. Now did that give you any kind of
information that kind of. helped you with
. i A

I kfnd-of‘saw'§0me%h1ﬂ§ m1ght haﬁpeﬁ;lfkefﬁ e

- that into the story. That the dog would

do something. to the baby. . It'11 seem 1ike
he did something put he doesn't. No he )
doesn't, he's accdSed;;butfheernit\:”The

key words -hélped me: find the Mmain idea «
because I just find the main idea in the
story and just-picture it ia my mind. L
"Wounded" - you see a‘wounded wolf laying =
in- the:corner and you: can see' the baby e
son and master loved by-a. dog-and. "scratched
and bloody" - you seea dog scratched and
"turned over on the floor" .- the crib just
laying, hanging there.. sk o

Through his_}ctive imaging of;tﬁé»évents, he was able to determine

the main. idea.

a *

Predicting and substantiating. The significance of the active

~predicting aid corraborafiﬁg_df_prédicfﬁonéhbyathé readersfwa$¥ﬁoted»_
in stf&tegy uéé-a&;wé]Tias.in-thg;sgieéfi6ﬁ:of sfgniffcant»infbrmatian7'

The following eXbiaﬂétTons-réwéaled;its use;f{

v o

€

205
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$25:

‘ Remembering;v A'finalj?easpn given for key.words befng important
related to a way of remembering all of thie information required in
order to formulate the main {dea.

. S§29:

S11:

~

Hhy did you circle "spoonerism"?

Becayse that's what they're going to talk

about. "

Well, it says "baby chimps“and human
babies grow and Tearn in different ways".
That, T think, is the main idea of the
story. And it describes what is going

to happen and probably what is going

+ to_happen in the main idea or passage.

It helped me think that the main idea -
would have. to"be something to do with
her being responsible for the dog. And -
it just fits and that tells, Tike the

- »same. thing, that these two. match, sort-

of. Like responsible for the puppy and’ -
also how she would try to - Tike,

puppies, 1ike that's the main idea of
the story, I. think, dogs. '

0K, made of‘wood,JI'rea11y knéw the third-

_ time, I think. I should have put it in

my.answer that about. the houses they just
built the house. And that helped me -
picture in my mind that they're going ‘to
have to save it some way. And that "save"
that helped me remember that.

b1

And then why did you circle the parts that
weren't about tongues? You've got
“important" circled. You've got "picks" .
and "smells", and “to find". What else

‘have you got there? You've got "long"
and "tricky". Why were those such key

words?

“Important” was because it says tongues are
quite important. And "picks", "smells" well
it's weird that a tongue would pick smelils
like the nose, 'so and "animals" just tells

about animals again dnd "long" I would have ..
‘circled all about tongues put then,I.wou]d-v:
-‘ﬁhave'taken.? well, I'don't know why: 1"

The'following responses were.-given: ’

. 206



_ identified Again the 1gnoring.of xpformatjon was, often determined

A,f.

)
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circ]ed "1ong“

R: OK. How come. you didn't. c1rc1e'those »
parts, those other parts you safd you
‘would have c1rc1ed?

S11: we11, it wou]d have been quite 1ong and
~then if you would just look, you know 9
that it's going-to be every. different
- part. It's going to be about so many

parts.of the animal's tongue and how it : -
works, but you'11 remember once you go '
through

Remember1ng as a reason for key words be1ng cruc1a1 was given only for
expository passages as 1f the remembering of ‘the crucwa] information
was more comp]ex given an- expos1tory passage. ' _

Summ ary. In summary, when subJects referred‘to se1ect1ng key
words as a strategy for f1nd1ng ma1n 1dea they were key1ng upon ’
1nformat1on which repeated the subject he1ped predict or substant1ate L

pred1ct1ons, formu]atéd p1ctures, prov1ded summar1es, or helped them

as a memory a1d These reasons were a]so noted in the - explanations

-of why information was 1mportant and prov1des corroboration of the

reasons for se]ectfon e
The next section will descr1be what 1nformat1on readers d1d not
find 1mportant and;tneir reasons for this assessment.

Why Information Is Not Important

‘why fnformatigﬁ,was not attended to presents'a7further under-
standing of what aspects of the text are selected for contextual

purposes. Five major reasons for- text being insignificant were

by: the reader's use °f strategy ‘Information was considered not ‘37147211

A 2R

impo.rtant FEItTo - v R AP W

e RO - "

' 1 d1d not’ reTate‘to the centraT prob1em requiring a so]ution o f‘,faf

vt

> . N T



2. did not fit into the major topic.
n 3. did;not prove an a1ready established‘answer

4.’:was already known by the reader. because it (a) was repeated

7'severa1 times, (b) was obv1ous, or (c) was a detai1 exemp1ifying a

main point

75. was 1nteresting but did not he]p estabiish the main idea

'because 1§ (a) was an introduction tacked on, (b) was a conclusion

tacked on, (c) dealt wfth a MNNnor ch"%cter, (d) dealt with setting,

(e) didn't provide any 1nforﬁation or (f) was a direct comment made
by the author and didn't deal with the actual story

These rEasons for unimportance will be dealt w1th 1n the fol]oWing
subsections “The first two to be described are c]osely related but

they are discussed separately because the first reason was given when

_the readers processed narrative, and the second was given pr1mar11y

when they processed exposition This distinction was also apparent
in strategy use and in the reasons given. for information being signi-
ficant They stress the se]ecting of central conflict for narrative,
but the establishing of t0p1C for exposition

Unrelated to the central prob]em SubJect 3 acknowledged that

while all. information in the text must have some importance since

-the author has 1nc1uded it, some information was not as significant

t'aS.other information -because:. T N I

‘. A- . S - Al
o L R .. w o, e

$3: It doesn't have much to do. with the prob]em\a Ch
. because you don't have any idea that there's., .. . . .
‘going to be‘a problem,.but 1ike what the .- - - .. . . - .

PR " préblém is going to be, but'it does have

information, but, I don't know, I just didn't
.. underline it because I didn't think it was L
~ that, that ‘important. But most of the .
- 1nfbrmation in the story like practica]iy

208
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*eﬁeﬁy Seﬁtence, is wbrth:somethihg or else
‘the author wouldn't have bothered writing

it down.. . .

‘Bécﬁdse the.feaders weré ihtent on eétablishfng thé Cenfral confTiéi
and its'ré301ﬁfi6n,'this same reason was given seVera] times for eachj“‘
vof‘the narfative pasgages,‘b |

S18: Well, -1t doesn't say anything like... it
does say that she wanted a dog, but it
doesn't look Tike, well she's just saying.
about it. It doesn't help me in finding
the answer. - " : :

S8: Well, it doesn't really help you come
to a conclusion about the story. ‘It just =
shows that one of the girls didn't want
her to race in the relays.

S10: Well, all it does 1s tell what. happened
. during the race. It doesn't give any
main idea about the story.

S25: It just, OK, you' knew she wanted a dog,
: but, OK, by the next couple of things
and that was just sort of Tike telling .
how much she wanted a dog and stuff
X Tike that. . But it didn't tell, 1ike it
- -didn't Tead up to anything really in the
stoty too much. SRR : .

“Not "19adihg up to anything" outlined an expéctation of a complication

.?.which must be contended with.

Doeén't-fit under'fhe‘major tdbic, Because.the}narfqtive, "Lily", |
'}éqfiif;e]f'to;a.Qatéerizafion»%frétggy due to the heavy organizational
"§trﬁcfﬁ?§'%mbaéeafby,thé wfiter,xréédéfsgfodndifhformation not fitting |
; thé-gétEgéfy.unimPof#§hF}  §§§prf3§ﬁé}f6jJ6Q1ngvEibTahétidnS were

Tgfvéﬁ*fdr not;se1ettfdg:fhév§eatenc¢-?tilyﬁééf”dowhfon»the”bus,?"

. 7o§a%éh~;£i£hg BeginﬁThgi6fq£ﬁéfpa§sagef“
~ Sl Well, it doesn't really, like she sat
- down on the bus. - That doesn't really ,
fit'with a1l the other ones here. Like



fli - .‘71-‘ T o .;1 . '.“ - “_.-"' Zlbf

IR éhe‘Sjﬁot'in afhurry,or»anything, ShefS" 
L + sitting down so she can't really be clumsy
: or anythjng. . L :

S7: Because"he'main idea_wa54650ut a little
girl making mistakes and when she sat .
down on the bus that wasn't a mistake.

Her action of.sitfing in the bus Wasinsignifibant'compaféd'tq'
“her other aqtfon;, and fdfﬁhennore»it did hotlpr0vide-a detail‘thaﬁ
would be construed as_ah'efrOr. o | | v

1N othgf pasSages that-eVoked this keason fbr‘unimpoftahce were
"expositfonal. The'followihg exp1anétions‘of:why the informatign,is. ‘
| nét imporfént all exemplify this samefreasoﬁ:

~S1: It wasn't important cause it didn't, it

i just said "Open your mouth. “Say .ah-h.
See your tongue". That didn't really
help because it didn't say if it uses
it to find prey or whatever. So- that
didn't help. _ o

. S25:" Well, cause after I read through the
- % . story‘a Tittle bit more it talks about
the ice and the water and so. it doesn't
really fit how they talk about how you
need ‘it and stuff.- It just says that
you've got it and stuff. =~ =~
R: Let's look at the second sentence.
"One scientist raised a baby chimp at
home with his own .baby son, Donald".
Why wasn't that fmportant to you?

$23: Beécause it's just Tike well, it's just
what the paragraph is going to start
out to be. - S

R: OK. So why isn't that important?

513 Because it didn't have to do With'\\f.
: . growing er learning. ‘ a

If the infbrmation‘did'not fit under the majqr'Categdry or tbpic, it

was discarded. -



Not.proving an answer Sometimes when the reader had aiready ‘

chosen his answer and the information he read contradicted his

N

: answen he - 1gnored 1t

: '318 I don\ﬁaknow o guess cause I had my
- . -answer first and I was just thinking
‘that it would be strong and protective

R: 0K, Let's Took at the parts you didn t
find important. I noticed that you >
went through a whole paragraph and you
. didnt underline anything. Why isn't.
_ this information about the day being
x hot and so on- 1mportant?

- §29:. Cause iike when 1 picked my answer:and . - ft'«
- I Tooked back it didn't have to do with'

keeping things cool. Tt just showed

how how: it was all the time L .
"The first example 111ustrated how this ignoring of information
;reveaied a Tack of flexibiiity or w1111ngness to change The informa-t’”
\tion on. the dog's 10ya1ty 1n "The Faithful. Dog was ignored because
subJect 29 had aiready dec1ded that his answer would be. "Dogs are

-

strong and protective“ The second exampie though does not/reveal

—d

1nf1exibi11ty Rather, the 1nformation wouid not change the main idea
The detail had been used only to support and emphasize the: maJor»point . .
- regarding the ice. Details. which have the potentia1 for a1tering the

reader s hypothe51s of the main idea are; essentiai, and most prof1c1ent

readers heed them. 5 S SRR '\

Already known, Readers tended to disregard information which

\‘

; obvious which had a]ready been repeated severa1 times, or which

/

: provided detaiis exempTifying a main p01nt a1ready estab}ished Th\
foJlowing examples reveaT that the information was disregarded because,-r"//

’
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“Loff1t was nepetjtious

-

R:'
- uinformation impartant? . ‘First of a1l "One

BRI T P

NON, why idn‘t you f%nd -some of this ST

~ scientist raised a baby chimp at home with -

S22:

his own: baby: son, DonaTdf~_ Hhy. wasn‘t

%that 1mportant to you’

—Nel]. actua11y, 11ke that had somethtng to
~do with the next sentence - "The. two were - e
treated the same."  So I' wou1d have under-,,,

':ﬂ1inEd eithet one of them

CRE

- s22:

" Why ‘does all’ the rest of this informatjon
.;not seem 1mportant? ‘ . _

It was just ITke “treated the same" it

* talks' about they played with the same toys
~and tucked in and talked together and they

were tucked in. That Just helps say what =~ .

- treated the same.

518:

:f'Why was- this part here not important? The

. " 2
T R LT e e b e wr A e L ~a R

fact that the ¢rib.was: turned over on the

: floor - Why wasn 't that 1mportant?

'we11 it sort of ‘tells you that there's
-a fight already when the prince saw the

huge wolf Tying in the corner of the

room, . So, well ft's probab]y just to :
descr1be that the well, the master thought
the dog had been fighting with the son but

1 think it's Just a description, sort of.

Another form of "already known caused the reader to disregard

the 1nformation as well. Such information was considered “obvious"

by the reader-

S24:

>

Because you saw that the huge wo]f was
lying there in the corner and you kind

of knew that the dog was the one that

, was responsible for him lying there in

" the corner. And you know he was hurt
cause the dog.was hurt, too. But they
didn't really have to put in about he

was wounded because the dog was like. that

,?].2, :
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~too and then the prince's son was playing
happily nearby. You would probably know
cause the crib ‘being turned over and then
~all that was in there that was scratched
~and bloody and stuff was about the dog
and the wolf and so you know that the kid
was alright because they were the only
_ones that. were fighting. :

e

EE , : . ’

R: ATl right. Why wasn't this last line
important? "Everything had seemed to go
~~ wrong for .Lily this Monday morning"?

S10: ;Because with all the other stuff it's just
- ' 'obvious,A<u>r S S

S20: Well, because, obviously, he's not going
. to cut it when it's-a millemeter thin. .
It's ‘got to'have certain thickness before
‘he cuts 7t and. how he-cuts it dogsn't-- < -

© make nofdiffereneg. ’
:57§5}*Nh¥xdoesn‘t ity '  CE .
520: It's hOW»hé,uSes it théifmakes51£ mportant.
| ﬁ:. 56‘yod weré'Undér1iningvthe.Usé$v6f it? 4. -
520: Yeah. | |
LéSt]y,.detaiTs-wht;h exemplified main points already absorbed

were also considered of 11£tTe value: .
R: OK.. Why didn*t you find any of this informa-
tion from the “next_workers with axes" all
" the way to the end. \Why wasn't any of
that information .impgrtant? e

S20: Well, that was just (more detail about the.
houses. I didn't find that important; I
didn't put that in my conclusien. I think

-I should have when I read it the second

time. But 1t just told you, it told you
about houses and that just went into detail
how they made it safer and...

213
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214

D Nhy didn't you find the'detaii important?

Well, T like detail in a story, but you
Just try finding the main idea usually of
a story, especially a factual story you

- 1ike finding the main idea. And it's .
~ ‘very interesting knowing about the details = -

but it doesn't, it doesn't stick out in
your mind as much as the main idea.

0K. Nﬁat about “Théy were tucked into béd
at the same time. At first the chimp -

“seemed-to develop faster than Donald. She
- 'was first to follow orders" and”so on all
.. the way through' here? Why didn't you find

"~ that important?

’:'"BébaUSe,whene'it-say§‘shggcgu1d use-hgr;;gf;_;54l“50;-u¥};ff PR

hands and fingers ‘better you 'know she's

~developing. faster -and you.don't.-really - = -
.. need where it says,. it tells you things

that she's developing faster. in all ‘those

differént ways, And you kind:.of know . -

she's going to because where it says they

-said it did and where it says she's

e v e

S30:+

USinghher.handeand fingers and signals, |

‘n

: ”Now,-ﬁhéf'ébbui all these parts here. you

Teft out? You didn't find anything importaﬁt
in here. Why wasn't all. this part important
for you? ' - o »

NeTl,'they're just ]itt]e*defai1s in the
story...-They're not treally too important.

"

“Like, just adding om to the main part, ~ v

'Ihese detai
was'fjnding

to.

superfluaus

The fi

1s weré_ihsignifitant Bebéﬁse'tﬁévfeaderfsfmain.bufﬁbséff}[ﬂi;fu o

main idea; ‘What did not aid this process was not attended

nal sub-section deals with what the reader considers

material: it's pleasant butait‘isn'f necessary. -

vV - e

In;ergstﬁhg'but not,heTpful,1n-fihd1hg‘main_1dea. Informatian

¢ 3

2
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i considered superf]uous in the sense that it provided "the frii]s"
‘¥~the passage was information producing interest-prdvoking introductions, '
| conclusions teiling everything was "happy ever after" and detaiis |

‘_ttelling about minor - characters or setting

Subiect 18- expﬂainedswhy he found neither the introduction nor”

the conciusion to “Keeping Cool" important

518- well, -usually in’ thé beginning of something f_t'- S o
“there S nothing really important unless ' o ' ’
" there's-a ‘Character or. something

R: " 0K. ".Good. And the very last part here : - s

' How about this last part,."Then people L
would enjoy the re]ief of alcold drink - LT o
,on a2 hot day"»f Why was that nat important? ’ L ' 'j,

518: fThat was’ something Tike the front part
- Tike 1t 3 JUSt ending up the story

L. Subject 1 made the same assessmeht

S1:7 Well, cause that rea]]y didn't have anything
: to do with different parts, 1ike the main o
parts of the story .

R: Ne]] how do you know that 1t ‘didn* t?

Si: | we11, jt's Just sort of an introduction
Tike, it wasn't really all that important
to me. _ _ X ,
A‘Subqect 4 related why the conc1u51on to "Mary}Jo}s.Responsibility"p"J

was th needed ) .f‘ij'f ‘»_'g-gyvf,ﬁﬂ,,c,. .

' dei' Because she s a]ready solved.the prob]em T
© that's kind of a happy ending that '
they ve added here. : - ,

R:fySo, wNere you 1ooking for a probiem or
~ what when you were trying to find the
- main idea? .

Sa: Just looking, yeah, for a prob]em and -
-:ways to so1ve it

hThese readers opinions of opening paragraphs were’ insightfu] ~ Some
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of the readers stated that the main idea was to be found in the
‘ first statement or paragraph These readers explicitiy stated their e

awareness of some 1ntroductions "being attention—getters '"w}f.n; '_-““; L

k'ﬁ

Likew1se, 1nformation presented about a minor character was

. considered relativeTy unimportant Subject 27 did not find the e

P Rt

'LinFormation about the prince grabbing a stick and running towards Sam
« ‘important in "The Faithful Dog" because \

527;-.Because well I was just looking for parts

) that told about what ‘the dog had done and .
- .aJ1.that dogs is tell about what the prince R
" did when he was upset

R: So why wasn' t ‘the prince an important‘
character for you? '

S27:- BECause all he does is Tike, he doesn t
even guard the baby, he just Tets the dog
do it and he just .went hunting and stuff.
He didn't do anything

SubJect 17 also did not find 1nformation about the prince important
‘nor did she find the "once upon a time“ setting significant

R:* OK. Now I'm curious Just why some of this R
. information wasn' t important. Like "Once ~
“upon a time a prince had a large", you 1eft
that part out Why wasn't that important?

C"Sl7:"Ue11 “because” the main story is about the =~ - 4 e e
. dog and the: 1itt1e baby and the ewnar -and IR
' the.wolf.- ‘And $o the prince isn't really
in it because. he's hunting alot. And so
and then once. upon -a .time tsn? 't rea11y
important "And..

R: Why not? . _
- S17: Well, 1t could happen well not. really
because it's princes and stuff. we11
could happen today, I guess..
Another subject explained that the materia] Was superfiuous and there-

fore, not 1mportant by saying it did not teli her anything - Subject .3 -
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} exp]ains why the swimmers' swimmjng times were unimportant

S3: - Cause 0K, .so she- wasn't swimming {n that
. event, 0K, -And ‘then,.. like, it tells you : g
- about times. ‘It tell§" you'about Martt, _ &
And 1ike, so .what about her? So what: if - '
she; can “swim 35 seconds! That's nice, but
‘1t doesn t really. help me.in any way.:

She found Li1y sitting on the bus unimportant for the same reason
“R: OK.” Tell me why yair, didn't under]ine "Li]y
~sat down on the bus"? Why wasn't that
_ information important to you? - .
83 Like, it didart T e anything "Lﬂy

sat down on- the bus " Anyone can sit
‘down on a bus.

;The information was not 1mportant because 1t was too generai or
because it re1ated in¥ormation about a minor. character that the reader

- did not find important ‘ »
, A fina] reason for disregarding materia] related to the- a%thor 3

direct commentary on events in the story SubJect 16 stated about oot élaf;fgi]

AL e, . ;e

S16: Because that was sort of like an. ending

sentence. It was more. Tike the author . :
. - talking,;.like jt. -wasn 't about.Lily dc;ing.,.,._-~ o e
T anything S ' :

A]though this’ statement prov1ded the exp]icit]y stated main idea

.. . A Co- . ‘.._‘ .-
A s -, - et -

: for the narrative,.he did not require ft'f[i :
' Su arz A comparison of the reasons for considering 1nformation'

significant and non-significant is given in Tab]e 5.8 ‘

| Readers did not use information they found unreiated to the

centra1 conflict or topic of the passage If the infonmation was

,superf1uous or already known, it was discarded, Lastly, some of the

readers chose to ignore information that did not substantiate their
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Table 5.8 ,
A Comparison of the Reasons fdﬁ Information
Being Significant or Non-significant
STGNIFICANT S NON-SIGNiFICANT

Provides a summary o ) ~ Does not relate to the
Emphasizes an’idea through ‘central problem
repetition . : . Does not fit the major topic "
Generates or verifies predictions ' Does not prove an a]ready
Forms a base for making inferences established answer o
about character Is a]ready known - F 3
~Relates an experience similar to Is interesting but not. he1pfu]
one recalled by the reader in establishing main idea

Establishes centra] conflict or
leads to the solution of the»
conflict

Pictures a scene or action. ... ... .. . oo T

e "Necessitates the a]teration of a
- prediction

Fulfills the requirements of : S
_general story schema ' '

Creates suspense and foreshadow1ng
-Establishes a mq;or topic or event
Provides descrié?ive detail

Provides linguistic. cues signa]ing
organizat1on .

Provfdes unfami1dar information
reader wishes to learn

Creates cognitive dissonance 2

o Corroborates a mu]tip]e choice
answer

Provides a main action D
Adds interesting descriptive details IR




- already estabiished answers. If this strategy ignored a detaii which

‘fmight change that answer, the strategy was ineffective Oniy One d

" reader ignOred vita1 information that affected her answer.

'4dChapter Summaﬁy |

. ~

e

whiie most of the proficient and very proficient readers gave
"oniy vague definitions when asked to define main. idea their opéra-
tions reveaied a sophjsticated understanding of the concept They
) intuitiveiy attempted to’ extract a centra1 message in concentrated
form. This message was a generaiization which had been synthesazed
: :by categorizing the reiationships among the parts Lastiy, it was a
51gnificant idea because it was repeated many times and because the -
'rcompiete passage revolved around it

A ciassification of their operations reveaied the use of ten v

fhmajor strategies for finding main idea of these ten, four were .

specifica]iy related‘to the form of the passage SubJects estabiished

" the major character within the eveht and cued on the conf]ict and |

‘resolution of the plot oniy when processing narrative passages When
finding the main idea for expository passages the readers estabiished
the common topic and added the differences stated about that topic,

or cued on the. repetition of the topic. The readers though, used :
many strategies Strategies commonly used with both narrative and ';
expository passages were: imaging, recalling seiected events,

;.summarizing and categorizing detaiis, using,key words or ideas, using

» question frames and appiying comprehension aids. Aithough the readers

intuitive]y and fiexibiy used ‘these strategjes their inabi]ity to

no

72N
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'linguistically describe theﬁr mental operations hampered their explana- :"

o : [P pald
! . " - .

'-tion of their actions. ' o -
The reader's strategy use and the fonm of - the passage interacted
with the reader s notion of what 1nformation in the text was 1mportant
'.Nhen processing narrative the reader chose information related to
" character and plot. Reasons given for information being important
only in narrative passages were 1t prov1des»a base For 1nferring
'character, 1t establishes the central conflict or leads to. the

solution of -the conflict; it creates suspense and foreshadow1ng, and -

'ﬁit states a main action. These reasons of 1mportance complemented the

:strategies used to find ‘the main idea for narrative: establishing

‘the maJor character and -cueing on the conflict and resolution of the

‘iplot Similarly the reasons. for selecting information from exp051tory ’

.passages complemented the strategies used to find the main idea for

exposition The two maJor strategies used were establishing the common

top1c and then adding the differences, and cueing on the repetitiongof |

the topic. The main reason for 1nformation being. important was that

41t established the major topic or event In addition to these

reasons constrained by the- fonm of the text, several other reasons for :

1nformation being 1mportant were giVen it provided a summary, .‘\
generated or verified predictions, pictured a scene or action, related

" an unexpected turn of events, prov1ded descriptive detail, related to

.the personal experience of the reader, signalled a cogniti e organiza- '

tion in the‘iassage or prov1ded unfamiliar information Lastly; if
- the informat on corroborated an option in a multiple choice question

o chosen by the reader that. informatiOn was considered significant
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Of no significance was’ 1nformation not,” re]ated to the central

conf1ict~or~the topic*of the passage Readers discarded informati ﬁ«if“

'nq they already knew or which they beiieved to be superfiuous.hf

4 o
The readers use of 1nformation from the text revea]ed that

context was not*contained within~the‘text nor was it static

3,
"1,

¥

' idea were formuiated These definitJons niil be reported in the next l

Rather. context represented an interaction between the reader and

writer (text) Each reader persona]iy combined cues from: the passage

with hi§ personai experiences to determine the context for the moment.
" The context changed_cogminually agrgew tnfocmation was. read and
;rekated Thus, reager flexibility as he 1nteracted with the text .

was essentia1 in the formation of the main idea ' The main idea
formulated depended _upon this personal interaction between reader and
writer (text), but this interaction was also. affected by the task
and the form - of the work presented

On the basis of these observations, two definitions of main '

chapter.

a‘ ';x_..»- 221 - ¢
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CHAPTER 6
' THE DEFINITION OF MAIN IDEA - .

A sagnificant purpose of this study was - to ciarify what cnncept
'theglabel "main idea" represented This was deemed necessary
because previous definitions were genera]izations which seemed to
be based on differing sets of specifics and their reiations This
- study, through the description of grade six. rsaders mentai operations

-

and their main 1deas produced helped to clarify the interaction
,formuiated A synthesis of this 1nformation allowed for the buiiding
vof a conceptua] definition, and a more. comprehensive in51ght into the,
' process termed "finding main 1dea" It served to prov1de a base upon
which genera]ized definitions of main idea could be extracted. This
same base couid be used to, Judge the quality of existing definitions

This chapter is divided into five sections Qection one w111

- expiain the 51gnificance of and need for conceptubi definitions from

) -which more generai definit1ons couid be validly abstracted The
second section expiains the Jimitations of prev1ous definitions of
'main idea. The third section.prov1des a conceptua] definition of
.main idea and distinguishes it from comprehension | Next, the con-
" tributions of the conceptuai definition are outiined Finai]y, the
1im1tations of the definition are presented and suggestions for
further study which could he1p extend the present conceptuaiization

are given

IEER 77 I



The Significance of Definition

I. A. Richards (1937) stated that:

e are Ofte" depriyed of very useful thOUths’“"

',‘mereiy beciluse the words which might express - - - -- T

- them are betng temporariiy preempted by other
meanings. (p 384)

~

Richards urged people to use'words‘in many'senses, and in sensing

words in different ways, because "when we define, we seem in danger -

of c1rcumscr1bing nature within the bounds of our own notions" (Burke,

The "Sublime and - Beautifui Introduction) “While definition can

-

- Timit the understanding of the actual system of things by presenting
.a conc1u51on based on a faiiacwous base definition can also serve
“to c]arify ‘the systems of operations and promote a common understanding
Mamong people. Such an e;pianation of how the specifics. interrelate
v within the system allow. for the 1mprovement of generaiizations which
can be extracted from those facts. Definitions which attempt to
re]ate the mental operations of a process need to be based on actual
,occurrences and there is a great need for such conceptuai definitions .
.:which have the power to expiain the place of an operation within the
system of operations -
 In the review of iiterature for this study, no conceptua]
definition for "main 1dea“ was found Definitions stipuiated by
'various researchers and teachers seemed to represent generalizations
based ‘on different bases none of which had been expiored for .
vaiidity It was therefore cruciai to describe the operations '
- occurring when readers found main idea in order .to extend the under-

-~

standing of the system of operations which occur when a person reads

"

223
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W1thout such a conceptua1 def1n1tion what researchers are attempting |
‘to stddy may reﬁate to very different processes and may be based |

., on false asSumptwns af what main tdea-is.- it

. Ten
0 e
“r. . 9 hd

a The Proh1en-withfPresent'DéfinTttons"

- 'There are three primary purposes for defin?ng (Robinson, 19547.,.
One is to exp]afn the meaning or essence of a thing The secon; Tsri _
- to explain the meaning of jﬁwond wh:chlcould-represent an rdea br*,f_: ff,};ﬁ;,_
R a ?hihgox %HE°££1?& purpose which essentia11y re1ates the f1rst two
is to explain a system of operat1ons . L
Wh11e a conceptua] defin1tion of main 1dea wh1ch describes the':d;“a“i " fd
ro]e of reader and writer (text) as- we11 as the stat;ment produced
. as the main idea is d1ff1cu1t to create, 1t is the most usefu] in
understanding what readtng 1nvolves o .
Present def1n1tions used in research relate on1y to a porrion of

fllﬂthe concept and have not been\grven the vaTidity test For examp]e,,

the D1ct1onary of Reading Terms provides three definitions of main
idea: ' . '
| 1. the central thought meaning or.gist of the. passage
52. the chief tOpic of the. passage expressed or 1mp1ied 1n a .‘f
word or phrase. | o _ »
3. a statement in sentence form which gives the 1mp11ed major
: top1c of & passage and the specific way in which the passage 1s
'limited in context or reference | - o
” Def1n1t1on one focuses on the text and implies that the main idea is -

a characteristic of the text. Definition two is a1so passage re]ated

but 1t narrows the aspect of text to a word or phrase which explicit]y
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.states or. 1mpTies tbe topic Statément three"bn the other hand,
is a description of en Operation expected/by a reader in/that he Affifsff}f:i'
"must produce a’ sihg]e statement which desCribes what is contained

'.‘1n the text A11 three definitions uﬁderpiay the significance of ’5,‘_ﬁ

‘“fthe 1nteraction between reader and writer (text) in the formation

o of. the answer which is 1abe11ed main idea as We11 The definition

"gpresented 1n the next seCtion is an attempt to integrate the process

,—__of fandihg.main idea<to the»product main idea »so that a g1obaio ,% Ce e

alq__ AT e )

"‘wifundenstandihg of the term may be acquired It should be’ noted

g ’qthough that in searching to establish the concept under]ying‘the term o

: ,;main idea new notions~of main\idea emerged - As- prihson 11954)

AR \ \I \ . / - ,' e ',lr

"stated' D ;"“w. ?\ y ‘“/,\ Pt /\-' ,Q“C,;”’”: N A

N R t; A o
then when we/try to,analyZe\a thnng WE, come i A
, SIS fout with. an analytiqal,cohcept of a new" thing/’ ‘ P
- _j\..;rafher than .the thing we. started‘wifh Because ' : :
. . the attempt to analyze’ 1eads us to see - O
B défect in our o1d-concept Fp 1%6) ,?-‘“( . ,,-‘ Lo

‘These new notions inherent 1n the’conceptual definition/wiil be
T\ .

\*reported 1n the néxf'section “?"Wif«\ 'mﬂ‘>g*§r'*15;;.‘\%§:.” S
) o .._~ i , . '_.:\ ;""‘- IR ¥ . o
SN o .. o

o A GontEptuai Definitzon __,}7)F
\ . ../v N . R ‘ ) /
. e g\ v / - ,’4’ B A A

To define the systen of,re]atjons represented by the words "main

i,idea" necessitates the study of many individual readers as they interact

with the. writer through text The conceptual definition formu]ated - h_'\\ v

AN

in this section was that formuTated only by grade six proficient and = N
very proficient readers and s therefore 1imited A greater number |

[T

of individua]s from a variety of age groups need to be observed for

the meaning of the term 1ies in the ind1vidua1 minds of the readers i,As
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Virginia Noolf (Death of the Moth) noted' "EiijL:;’4-i;jii*::*l;:f;frl;:;75:

_ :words‘ .ane the wj]dest freest most
~.irrespansible, most unteachable of a1t
~ . things.  0f-course _you. can: catch- them
o and-sert- them and placeé'.them in a]pha- S
‘betical order in"dictionaries: - ‘But words - -
- do not liye in dictionaries they live in.
- _the mind (p. 131) - o
So do concepts live in the mind, and a. genera1 conceptua1 definition
can oniy arise from the specific study of the individua1 concepts-
heid by a popu]ation of . readers The. definition emerging from the.
descriptions given>by grade sax.readers(emphasizes the significance SR
of reiating the main idea (as answer) to the finding of mainmidea h
(mental operations or process) for the -answer is a by-product of the
1nteraction between the reader and writer (text) As such the process
- of that 1nteract10n is crucral in, determining ‘the answer | B
Each of the*maJor aspects the product or answer produced and .
‘the process, or the interaction between reader and writer (text) w111
_now be. discussed in detaii ) | “
The Product | »
When the subjects were asked to- produce main 1dea their proce551ng
of- information revea1ed that they were 1ook1ng for or creating a
. sing]e statement which represented the essence of the passage in
conq;ntrated form The essence or. significance was determined by its
representation throughout the text and its repetition The single
statement was a generalization which was centrai to the passage; that '
is, the passage revolved around this idea | | -
;"'. This passage specific 1dea which was abstracted differed for

exp031tion and narrative Given the expository passages, the readers
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3*fl“aabstradted bneastatement which.explicitiy stated the generalization

. of ‘the: passage For narrative however, the abstracted idea symbdiized‘ﬂf“rf“°
.'7other ideas as weii ‘as- expiicitiy stating the generalization-. In this.
‘.'way, it gave the reader the “power Qf abstracting insights (or themes)
from. the work a]]oWing a multipliCity of. interpretations to. which the "!L“‘ .
~ reader could respond These two forms of prose represent the’ range in’
fbrm the main idea as an answer can take (Thus agreeing on. the themes
emanating from the symboiic meanings of the main idea couid prove to be
- a-difficult task even though the main idEa itse]f might be identified )
'.iThe Interaction Between Reader and writer {Text) ‘

(’.

While the definition of main idea remained the same for both narra- f -
tive- and expository passages what did differ were the strategies :
'-instituted to find the main idea and the contextual frame on which
the interpretation was based ‘The most popuiar strategy for finding
the main idea of narrative was to establish the main character, the 2

confiict, and the reso]ution of the. conflict; however, recreating

the experience through imagining, follow1ng the main actions; and
predicting what would happen next were also popular, strategies.,a
Hith expOSition the maJority of the subJects estabiished the -
topics and coilected the different pOints made about that topic by
 examining each paragraph for its main point

In both cases, task affected the-process | Readers used mu]tip]e
choice questions as a frame from which to consider the information in
the text They primarily predicted what answer was probably correct,
and then sampled information from the text to corroborate the pre-

A

',‘diction. The use of this strategy revealed the need to re-read with

-
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"‘35557$&5d§tédep&%56§% When the subjects»had to produce the answeﬁg;‘jfg';Ej;ff-
""they had to structure their own® contextual frames Regard]ess of .
which task ‘was requ1red,isub3ects selected what they con51dered to be'
:.key 1nformation from the passage |

-An explicitly stated main idea was considered key information

,because it provxded tﬁe “generalized statement they were looking for

B _:Aspects of plot in narrative and topic statements in exposition were

regarded as cruc1al information but no two readers cued on: exactly
_the same combination of- textual 1nformation reflecting the personal ;
‘nature’ of Cue’ selection Thus context _was. not located in the text
rather it was created. by the 1nteraction between the reader and the

;_writer (text) Neither then, is main idea an 1dea found exclu51vely

. v .
aw w .
~

in the text. _‘“~ a' R
A summary of the explanations revealed only one crucial gu1deline
flexibility. . As the reader 'S perspective changed so dld hlS stra-
’tegies and his conceptions about important 1nformation If the
1nfbrmation in the passage was new to the learner more textual
information was required to create theqcontextual frames. If the
reader understood the information he was reading, he relied very
little on ‘the text and merely sampled it to corroborate his predictions;
| Because the reader s -operations . were so flex1ble only a broad
general operational outline could be provided The broad outline,
nevertheless. serves to emphaSize a significantly di fferent strategy
use for -expository and narrative passages In order to find the main

idea of a narrative passage, a_reader establishes the character who 'is
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most stressed 1n the story, and examlnes what cOnf]ict the character

‘1s undergo1ng In order to determ!ne how the conflvct is- resoTved

‘_the reader fo110ws the ma1n act1ons wh1ch occur from the 1nc1dent o

. that starts the conf11ct to. the f1na1 1nc1dent that reso1ves the

conf11ct A summary of th1s 1nformat1on is used to- infer what change
occurred 1n the character because- of the exper1ence or to determfne
if the -character d1d not change why h1s not’ chang1ng was 1mportant

An a]ternat1ve operat1on involves identIfy1ng with the main character

: and his problems and how he deals with them, or p1ctur1ng him as he

deals with them. Th1s operat1on is. poss1b1e because authors create

w

: experiences for readers to live vicar1ously In this way the reader'

»

through his own experience can identify the key 1ssue around wh1ch

"the story. revolves __Either. process or the use of both will relate.

the insight of the exper1ence generated by the author The insight
will be a general idea about 11fe and it w11T&be the key idea upon

wh1ch the whole passage revo1ves G1ven the task of writing the

main jdea, the reader must state the Tssue or problem as the top1c

'or subject of a sentence, and complete ‘the sentence by exp]a

to-commun1cate Such a statement, if g1ven, need on]y be ver1f1ed
through the samp11ng of the story

In order to find the main 1dea of an expos1tory passage, the 4
reader 1dentifies the word that is repeated most throughout the passage

to ascerta1n the topic. Then each different point made about the

‘topic is determined by examining each paragraph to determine if sbme;,

) ‘,_:‘..2‘_2.9 ‘ _
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 _th1ngrnew 1is being said. All of the different poihts may. be summarized

1nto one general statement or the 1deas may be summarized - into one

l

categor1cal 1dea represent1ng all of th others ' If a sentence already

summarlzes the 1nformat1on, the reader need only verlfy its central1ty
- by sampling the .text.: ‘ |

o lhese descriptions ofamentaleperations reveal the significance
of the interaction of reader and wr1ter (text) in the formulation of
the answer (also referred to as main 1dea) The reader selects and
1nterrelates spec1f1c detalls from hlS mind and the text to create a
contextual Framework for the select1ve attending to details and the

‘ formulat1on of the main idea. @

Main Idea, Theme, and Comprehension' ’

»"nguﬁé Gli-outllnes thexrelationshipS"betWeenfmain ldEa; theme
and'comprehensiona Through an.active process of contextnalizing, the
‘relder provides a framework from which he abstracts a main idea. If
the main jdea is symbolic in that the text gives it the power to rep-

- resent other ideas on differ1ng levels of general1zation‘ then the
reader cues on producing a theme\pr themes which are abstracted insights
into life based on the symbolic representations of the main ldea
Whether the reader abstracts one explicit 1dea or a symbolic’ idea, he

~responds to it 1ntellectually, sensually, imaginatively and emotionally‘

Thus, whwle the main idea is central to. the dlscourse it does not

represent the total meaning of the passage As Perr1ne noted

The funct1on of the wrlter is not to state
a theme but to vivify it. He wishes to

deliver it not simply to our intellects,
but to our emotions, our senses and our
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imaginations The theme of a story may be
Tittle or ‘nothing except as it is embodied
and vitalized by the story. Unembodied,
it is a dry backbone u"hout,f]eshlorilife,
(Perrine, 1959, p. 118 .
The skeleton metaphor holds trUe especially for .narrative. If com-
prehension involves the constrnction of meaning, then the formulation
of main idea is a strategy for synthesizing ideas The ideas can be
synthesized in a. variety of ways al]owing the reader to go beyond )
" the information given to construct a mu1t1p11city of messages
| To conclude, finding main idea represents a chunking process
~ undertaken by‘the reader Through generalization, the reader organizes“_
the*ginformation according to an understood structure of the textﬁ |
The- generalizing enabies the reader to hold ideas in memory while he -
organizes ‘them and reorganizes them to provide insights and reactions
at a multiplicity of levels. Nhiie readers often use this process
intuitive]y, ‘they sometimes use it»as~a\dei1berate strategy ¥or findingﬁ
the meaning of text which is difficult to understand // ,
Even though the grade six students d1d ndt provide di fering
" general definitions for the.main idea of narratiye or ex osition,
‘ their mental operations revea]ed a significantly\different conceptuali-
zation, as did their answers. Their operational definition of main

idea for narrative substantiated Peérrine's (1959) differentiation
between theme and main idea. Perrine defines theme:

The theme of a pieée of fiction is its control]ing

idea, or its central insight. It is the unifying

generalization about life stated or implied by

the story. . To derive the theme of a story, we

must ask what its central purpose is: what view

of Tife it supports or what. insight into life it - -
ks reveals {p. 117). _ '



The po:nt upon which Perr1ne differs, however, 1s the producing of

theme in one br1ef statement o *_: ‘ ;"'g “ N
The theme of a story may be - statgd very. briefly el
- or at greater 1ength ‘With.a simple: or\very '
.-br1ef story, we 'may be sat1sf1ed to.’sum up . thé A
theme in-a single sentence. With a more complex,*~ﬁ o
story, -if successfully unified, we can still:
state ‘the theme in a. sing1e ‘sentence;- butwe
may feel that a paragraph < or_occasionally - .
-even -an’ essay - is needed to. staté it adequately; :
A rich story will give ys- many “and complex ST S
. insights into, 1ifé. 'In"stating the théme in-
‘ a sentence . we must pick the central insight,
.. the one which explains the greater number of
A elements in ‘the’ story and relates them to each
S ather. For: theme is what gives a good story its
- ‘unity. In any story at all complex, however,. we.
o . -are 1ikely to feel.that a one-sentence: statement»
@ -+ . of theme leaves out a great part of the story's
- . ‘meaning.  Though the themé of Othello may be .~
K expressed as “jealousy. exacts a terrible cost",
. .such a statement dees not begin to- suggest ‘the -
' range and depth of Shakespeare's play. Any -
‘successful- story is'a good deal more and means
a-good deal more than any one-sentence .statement o
~ of theme that we may extract from it, for the .
~“Story will ‘modify and expand this statement in
-varioys and subtle ways (p. 118) ‘

Nhy grade s1x readers be]ieved that the answer had to consist of one o

statement was not ascertained Perhaps age introduces a comp]ex1ty |

- of théught or perhaps teachers have taught students that main idea

should consist ofpone statement. ”' figcl’.'

’ Neverthe1ess the 1nteractions of the reader with the writer (teXt)
"suggested that the form of the d1scourse commun1cates to the reader a
different purpose for reading A story Ts different because the
purpose of" the story ts to- involve the‘reader through his emot1ons,"
vsenses and imaginat1ons as we11 as through his intelIect Through |
'vicarlously exper1enc1ng a situation, the reader extends his under-1
: standlng of peop]e j}d life. ;h«a N e -

233
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Exp051tion does not recreate an. experlencé? It reports informa-

"l%tion and,the reader 1s more distant 1ess invkoed with the work

4

In either case main 1dea only unifies the work and if the oniy

o

purpose of the writer was to make the point he wouid Just do so.

'h The details are 51gnif1cant but the main 1dea is the peg upon which

~ which gave the topic and the different points made about the topic

'the details are. hung, and this peg he]ps the reader organize, under-
.ﬁstand, and remember either the experience or the infbrmation being

-

upresented - 2 | ST 3:»;

w. -

.‘_Contribution of the Conceptua] Definition

- By relating the . proceSs of‘finding main ldea to the product or

ithe main idea ‘produced, this dpfinition reveaied the inadequacy of

' one general definition of main- idea for narrative and expos1tory
: fpassages The general definition, a 51ngle statement which represents c
T;:the essence: of the. passage *in concentrated form“, QIOSSes over ‘the '
'underiying)differences in purpose and task p1aced upon the reader . ‘

as he interacts with the writer th{ough each of these forms Hithif;
narrative. the reader S purpose waS*to vicariously experience the
51tuation He searched for. a theme or an inSIght into life by |
: becoming personaily invoived through his emotions, senses, and imagina- ;
,tion. With exposition the reader did not. try to recneate the o
'experience but to glean information He was therefore more distant

Main idea in this case, was .not an. instght into iife but a statement

Th1S conceptuai definition also clarlfied the nature of main idea
Regardless of. the form of the work ‘the main 1dea remained a person- ,:?

.‘alized statement which was based upon a personai selection of
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1nformation from the text gleaned through the usg of a variety ot
mental operations.. Commonaiity 1n response occurred because of a
.heav1iy imposed structure either 1ocated in the text or in a question/

reiated to the text which served to reduce the possibie number of ‘

piau51b1e answers - The 1mposed structure by- writer or by an “1nterioper"\

‘tended to reduce the amount of 1nteraction between reader and writer
ﬂ which would otherwise occur., Main idea;has shown to be a by product
of the interaction between reader and writer (text). not an element’
uof text. Lastly, the definltion c]arifled the reiationship between
 main 1dea -and comprehensxon - v_wd'flf; SR ~4r¢;_c
Limitations of the Definition ' I L

o235 -

The conceptuai definition prov1ded was that ref]ected by proficient‘u'

‘ grade six readers Nhat effect age has upon this definition and
,whether the definié?on shouid account for eiements of change couid

' v;not be ascertained by this study ‘Also further information regarding
the effects of textual. organization upon the reader/writer (text)

‘linteraction and regarding the task imposed upon the reader is needed
'Further studies examining the effects of variables upon the whole:
process would help to-deveiop a more precise understanding of the
organizing procedure caiied "finding matn. idea“, “ “ |
The term “main 1dea“ represents a process as weli as a product

. Further research must consider the significance of each individual s

413'conceptuaiization of what main idea 1s and what is important to remem

ber f the results of that research are “to. have vaiidity This study .

created a conceptual framework Hore studies are required to ascertain 7

'jhow the parts fit within the who]e

R
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o ~Summar'x

Def1n1ng a word w1thout def1n1ng the 1nte11ectua1 act1v1ty it

represents for a ngen group of peop]e may not reflect the commonly
' ‘shared meantng for the term ‘The 1arger the populat1on upon thCh
“agenera11zations are based the more c]earTy the essence of the concept
'-is defined. D1fferences in age, or other popuTat1on character15t1cs,
can,alter the concept under1y1ng the labe1 . For example, the term
iy

”ma1n 1dea" may’ ref1ect a gradual change in operat1ons Conceptua]

-

',‘def1n1t1ons are va]uable 1n that they pr0v1de a base for ‘the extraction

of va11d general definit1ons Conceptua] def1n1t1ons are 11m1ted in

: that they may overs1mpl1fy the actua1 Operation they represent

Th1s study revealed that "maﬁn idea™ represents a way of organ1zing'
: rnformat1on as we11 as a’ genera1ized statement of the essence of the

' passage” To produce the statement ‘the readers use a variety of mentaT

‘ operat1ons to create a context based upon the selected use of : back- |
ground knowledge and textual cues while in many respectsvthe1r

:mental operat1ons d1f€er actord1ng to thelr 1ndiv1dua1 needs they 3
co]lectxve]y use one k1nd of operat1on far creatlng the ma1n ldea

;of narrat1ve and another k1nd for. formulat1ng the main idea- of
exposition. These maJor d1fferences in ooerat1on reflect the |

. dlfﬁering essence of main- ldea for narrat1ve and expOSItory passages

Further research needs to study e1ther the process or product

of f}nd1ng main 1dea 1n re]ation to the who]e system of 1nteractxon

between reader and wr1ter (text) It must also be related to the

;; SPEC1f1c reader's conceptua11zat1on or understanding of the tert\v
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CHAPTER 7 SRRV

SUMMARY CONCLUSIONS IMPLICATIﬂNS AND
‘ RECOMMENDATIONS e

i The maJor purpose of this study was to investigate how finding
“main idea reiated to the process of comprehending, and to detecmine

how speciftthext and reader variab]es affected not only the process _.
of ﬁﬁnding main idea, but also the quality of the main idea produced
Furthermore it was: the purpose of the study to investigate and- describe
‘chiidren s definitions of main idea, and to report what aspects of -
.textuai context children used to find main idea and why. Their con-
._ceptions of. what ihformation ‘was important or was not important was
:'investigated to. observe how the reader affected the contextua1 frame-
work used to 1nterpret the. main idea of the work

f Since the research to date had not ascertained how form and

structure of the passage the. 1ength of the passage and the task de-
'manded of - the reader affected his abi]ity to formulate a main idea, it'gg
‘was the purpose-of this study to investigate the effects of these
variables upon.the reader s processing for and production of, main 1dea
Specificaiiy, the effects of narrative and expository forms, of expiicitiy‘
‘stated and imp]ied main . idea structures of short and 1ong passages,

and of providing or recognizing the main idea were 1nvestigated
| This chapter will present a brief summary of ‘the study -and outiine
" the main findings Based upon these resuits, conciusions w111 be drawn
and reported. The 1imitations of the study will then be stated
_Fina]]y, imp]ications of the research wi11 be examined and recommenda-

tions for further research wiii be made

237



Summary of the Study

The study was conducted in three stages During stage one,
‘passages and«questions were seiected for the study Two pilot studies
”were conducted to 1nvestigate the suitability of. the passages and the
,‘questions, and to. predetermine the possib]e effects created by the :j
form, idea Tength and task variables. On the basis of the insight
'prov1ded the major tests used in the study were. generated and the
questions for the in= depth interviews were formulated.

‘ Stage two invoived the administration of the tests to 240 grade

six students Each subject was. required to siientiy-read fbur passages

. He was asked to recognize the main idea for two passages and to produce

the ma1n idea for the remaining two passages Thirty ~-two different

' ‘subjects were interviewed in depth in order for the researcher to

ascertain how they processed the information provided 1n the same pas-
1sages as those in the tests, and to. determine what definition of main
idea- they were using to determine their answers The in- depth inter-
views were also undertaken to determine what information from the,text: .
was considered important or non- important by the reader, and to
,determine what comprised the contextual frame the reader used to v
formuiate main idea

The 1ast stage invoived an ana1y51s of the data ‘A fOUr-wayT. -
ana]ysis of variance was used to;answer research questions one through
five. Researth_questions sixiand‘seyen were'answered through the :w
categorization'of interview responses. Relationships between the
interview response information and the significant statistical informa- ;

tion arising_from-the data ana]ysisﬂwere.then inferred and reported.
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Main' Fi n:dings- |

Eight research qUestions and- fifteen nuii hypotheses were _
- - .
formulated The foiiowing section prov1des a- summary of the dTSCUSSTOﬂ

' re]ated to each _question.

Research Question 1

- The first maJor question this" research was designed to answer

. was:. Is there a difference in. performance when the student finds

. to Tong passages ) <

g,

a 51gn1f1cant factor affecting scores at the .05 TeveT of . Significance.

the main idea for a short ‘passage compared to when he finds the
main idea for a Tong passage? ‘The hypothesis generﬁted to answer'*'u
this duestion will now be stated and discussed

_1pothesis 1. 1 There is. no significant difference between
the total scores. achieved by students for short passages compared

- i

The four-way anaiysis of variance revea]ed that Iength was not

.On the basis of these resuits the hypothe51s was accepted Yet the

: 1nteraction betweenWTength and. task was a. 51gnificant factor in affect-

‘_ing students' scores, The 51gnificance of this interaction w111 ‘be

discussed in response to research question 6

Research Question 2“

The second maJor question the research was designed 'to answer
was: Is there a difference in performance when the student finds -
the main idea of passages which have the main idea explicitly
stated compared to implied? The hypothesis generated to answer

"~ this question was:

o Hzpothesis 2 1 There is no. significant difference between
the tota scores achieved by students. for passages explicitly
stating the main idea compared- to those iniplying- the main 1dea.

_ The ana]ysis revealed that the idea structure was a significant

factor at the .05 level of significance On the basis of these .

results, hypothesis 2.1 was reJected A comparison of the means

_revealed that passages containing expTic1t1y stated main ideas were



more abiy processed than were passages which had the main idea

1mp11ed Nhiie overai]. the expiicitiy stated passages yieided

' higher scores, the 1nteractions between the varfables reveaied varia-, ,

vtions in resuits | SubJects were more able to process implic1t Short
expository passages than they were able to process exp]ic1t short :_e
expository passages This relationship wiii be expiained in more
detai1 in the diSCUSsion of research question 6.

Research QUestion 3

The third question answered by this research was: Is there/é
difference in performance when the student finds the main idea of
passages when the task he is given is to recognize the main idea
compared to prbduce the main 1dea? ,

Hypothesis 3.1, There is no significant difference between thelb‘

total scores achieved by students when they recognize main idea
compared to when they produce main idea ‘ :

Task was: reported as a 51gnificant factor at the 05 Jevel.’ The

'hypothesit was therefore rejected : An anaiysis of the differences in

scores reveaied'that subjects were more able to recognize answers

then they were able to produce them Task was the most significant

NS

of the four variables i § accounted for 73% of the expiained variance35

Research Question 4

Question 4 was: -Is there a difference in the performance of
students when they choose main' idea for narrative compared -to
. exposition? The foliowing hypothesis was dESigned ‘to answer this
-question SR , . S

_ypothesis 4 1., There is no significant difference between .
the total scores achieved by Students for narrative passages compared
to expository passages : :

The four-way anaiysis of variance reported that form was a
significant factor (. 05) in the detenninatiOn of student scores.

:Hypothesis 4.1 was therefore rejected An examination of the means .

revealed that subjects were"more ab]epto.findamain idea for expository:

2_40 )
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. v
- passages Yet, inspection of the two-way and three-way interactions :
quaiify this. statement The subjects were ab1e to process the short
‘1mpll§it exp051tion better than any of the remaining combinations -
’wit%gform The s1mp11city of this passage may have affected the

" mean for the eXp051tory passages and made the significance more

dramatic than it should be. It may be possibie that giVen—#urther
'research this difference between forms may not be significant

Why the short 1mp11c1t expository passage was easier for SUbJECtS

s uncertain Insnght prov1ded through the in-depth interviews |
reveaied that the subJects primari]y used a simple categorization

strategy to arrive at the main idea.  The categorization invo]ved

only generaiizing that "breakfast" and "spoonerism" fit under the category
of "word" The influence of such interna] structures shouid be.

researched in detaii Last]y, the generaiization that subJects fbund

- short imp]icit]y stated expository passages easier was based on oniy

one passage, due to the restraints of the study Therefore whiie

the conclusion that expository passages are processed rrweasﬂy

may be supported by the results of this research,‘it is at best

:tenuous ‘and requires further study | '

'Research Question 5

" The fifth research question was designed to answer: Does an
interaction between two, ‘three, .or four of the. form, idea structure,
“task or length variables ¥ffect-a student's performance when he finds
~ the main idea of a- passage? “Eleven hypotheses were - designed to answer
this question. Each hypothesis will be ~stated and discussed.

_ Hypothesis 5.1. There is no significant difference in the totai R
Scores achieved by students due to the interaction between the Tength . *
~and the idea structure of the passage. v _ - '

The scores attained by the subJecté were not. significantiy

infiuenced by the interaction between the idea structure and passage S |
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iength The hypothesis was therefore accepted Length and idea did
though, 1nteract significantivkwith form as previously discussed
‘Hypothesis 5.2. There is no Significant difference in the totai

scores achieved by students due to the ‘interaction between-%me length
and the form. of the passage ' :

1éhe 1nteracté§n between 1ength and form did not. Significantiy

-dffect the scores attained by the subjects -The hypothes{s was

accepted.

Hypothesis 5.3. ~Thegh
scores. achieved by studénts- whh 1nteraction between the-Ten
of the passage and the task given" R “z ﬂ,ud;liy

‘ﬁ‘?" ., i 2 5 .

The ana1y51s reveaied that the’ 1ength rdtask 1nteractiod 51gnif1-

i

”i:sfnofsignificant difference in the totaJ_

cantly affected the scores achieved by the subjects Hypothesis 5 3

_ was rejected A comparison of the means reveaied that whiie subjects
were more abiewto recogniZe main idea, they were abigéio recognize the )

.1ong passages better than the short passages When subjects produced

'answers, however, they were:more able to- produce answers for the short

- passages. ) .
Hypothesis 5.4. There is no 51gnificant difference in the total
scores achieved by. students due to the interaction between the idea

structure and the form of the passage.

The interaction between the idea structure and the form 51gnifi-

",cantiy affected the scores achieved . Hypothesis 5.4 was rejected An

H‘,anaiysis of the means ref]ected a sighificant interaction that was .

)

expiained by an inspection of the significant three-way interaction
between 1ength idea, and form whereas the two-way interaction between

idea ‘and form suggested thaf subjects found impiicit expository passages )

.~ " easfer than implicit narrative passages and that they found impiicit

expository passages easier to process than: explicit narrative passages.



this was nottso As. prevwousiy stated, subjects found the short ’

implicit expository passages easier than the 1ong impiicit exposi-

tory passages, but did not find ‘the Tong. 1mp1icit passages easier

than the long expiicit passages » . _

Hypothesis 5.5. There is no significant difference in the total
scores achieved by students due to the interaction between the idea
structure and the given task <

The anaiysis reveaied that the. 1nteraction between idea and form

significantiy affected the scores Hypothesis 5.5 was rejected on the

‘ basis.of this informatnon An examination of the means reveaied that

while subJects were more: abie to recognize answers, as prev1ousiy

reported, they were better able to recognize the impiiCitiy stated

'passages

ﬂypothesis S 6. There is no significant difference in the total

" scores achieved by students due to the interaction between fonn and

task

»
L)

No significant effect upon the scores was reported The hypo-

thesis was accepted o o _

"Hypothesis - 5 7. There is nao significant difference in the totai
scores achieved by students due to the interactions: among length,
idea -and form

A 51gnificant effect upon the scores was reported Hypothesis, o

l

- b. 7 was redected ~An examination of the interaction provides an |

explanation for hypothe51s 5.4, When idea and form are separated on

- the basis of iength the effect on the scores was caused by the

short passages. The short implicit exposition accounted for the

variation. Subjects found this passage easier than any of the

'other passages - Since this finding has aiready been- discussed‘under

‘earlier hypotheses, it will not be discussed further here. .

N
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ﬂypdthesis;S,B. 'There is no signf?icanf difference in the total
scores. achieved by students due to the interactions among length,
idea and task. } ' L ' '

.-No.significanCe4ﬁas7reported. :Thg hypotﬁesis-wa; accepted.
‘ Hypothesis 5.9;~7Tﬁere is no sighiffcant difference in the total
scores achieved by students ‘due to the interactions among . length,
form, and task. : -

NoﬁgignffiCénéé;v)a$‘;repqrtedT The hypqthesis was accepted.

Hypothesis 5.10. There is no significant difference in the total
scores achieved by students due to the interactions among idea, form
and task. : ' . - ’ .

The analysis did not reveal a significant effect upon scores.

o

The hypothesis was thérefore accepted. _ L.

~ Hypothesis 5,11. There:i5~no Significant difference in the total
- scores achieved by students due to‘the-1nteractions‘among'1dea, form, -
length and task. - S S : o

e

The analysis reQealed that the four-way interaction of the varia-

!

ble¥~did not signfficant]y.afféct student'SCores. The hypothésis was
accepted. . ' |

The answers to the hypotheses related to research QUéstion;S
when summarized indicated.thatAtext¢éjrqcture affects tﬁe quality of
main ideas formuléted by grade six readers. Exp1icit narrative was
~easier to process than was implicit narratfve.i Long 1Mp11cit.nar—
rative was éasier to‘procﬁss than was §horf’fmp11c1f nérrative..;The
reader was also better abie tg'proﬁess explicft 1gng passages than‘
implicit long passages when feadfng expositQFY'articles. While this = .
study suggested that the reader was moré able to process implicit
short expository passages than explicit short expository passages,

this conclusion requires further study.

3
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'Research Question 6 “-M!’7; .
Research Question 6 asked: "Is there a difference 1nithe :

concept of main idea held by . students as’ evidenced by their o

definitions and their perfonnance?"ﬂ‘

The 1n-depth interv1ews ‘disclosed that grade six proficient

readers did not verbalize what‘theiw operations revea]ed'they knew

ASubjects attempted to define main idea as a product even when the

researcher asked them for an operational definition "If your teacher

asks you to find main idea what is she asking you to do?“ Nhile

.~most subjects mere]y replied "to find what the passage is main]y

-about", operationa]]y they processed the information to derive a

sing]e statement which provided the essence or message of the work as

a generalization which was centra1 to the work and significant in that

it was repeated throughout the context. These resu]ts suggest that

: verbaiization of the operations depend upon a reader s metacognitive

awareness of his operations which may be reiated to maturationai
3

factors. Brown (1975) noted that grade seven subjects were meta-

b'cognitively aware of their operations. when finding main idea, grade

six proficient readers demonstrated Varying levels of awareness of

their operations.:

Research Question 7

~The seventh research question asked "How does a student process

the information in the passage in order to determine the main idea?"

It also posed a .question regarding context: "What information does
the reader find important or ‘not important and why?“

The categorization of student responses given during the in-depth
interviews identified the use- of several major strategies, even A
though the subjects usualiy on]y explained one strategy when they were

asked genera]iy what strategies they used to find mainiidea Nhiieh

.

ﬁ, . oo b -' A .
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all subjects were not able to identify the strategies they were .

ﬁ51ng, their reSponses to the tasks indicated an 1ntuitive use of
strategies corresponding to the form of the passage With narrative‘

the reader cued on the plot the major conflict and its resolution.‘.
:or at least the maJor actions comprising the initial incident, rising
action and climax With exposition the reader cued on the topic and

then established the different points made about the topic by examining .
the passage paragragh by paragraph. A variety of other strategies were -
used with both forms: recalling selected events using key words or:
ideas, using a question to frame a(selective choosing of detail, using

-a frequent repetition of tOplC, and u51ng a provided comprehension aid.
The most basic of these strategies was identifying key words and . _' .

ideas.

None of the strategies were length spec1fic or structure specific
but task affected the quality of main ideas formulated by the reader -
and affected_the strategies used. by the reader to find the main 1dea
SubJects were more able to recognize the main idea when a multiple
choice question bu1lt a cod%extual frame for them When the reader

had to produce his own answer,whe needed to structure hi’,own ﬁrime
- and more operations ‘were required on his part to complete the task

In conclusion stragggy use was flex1ble a#hd readers” used a ‘
complex set of operat@pnsgto select information from.the text and to |
relate it to their tnowledge stores for the purpose of finding main
idea. These operations reflected that finding the main idea for

narrative was a différent process from finding the main idea for '

exposition.
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The "how“ f the processing of information was re]ated to the
"what“ of the processing. The contextuai frame used to create the

' main idea was highiy fiexibie changing in accordance with changes

' in strategy use and task expectations\ Cbntext was not located in

7,the text but was a psychp]ogicai frame created by the reader as he :*" -

interacted with the text The context constantiy changed and was‘

, "affected by the task the fdrm of the text the purpose of the

,;reader, and the strategies used by the reader What information was.

' important in the text was determined by the individuai's needs when

*'the subject encountered new 1nformation in the text he reiied more. ;_'

».]heaviiy on th\‘text to provide a contextua1 framework When he
';.encountered familiar information he mereiy sampTed the text to =

“corroborate the predictions he: made on the basis of‘his background

ﬂ;.infbrmation. Hhiie a summary of the cues subaects found impdrtant

i.lin the text reveaied a pattern of importan information in the text
f7no reader used ail of the information founj in the genera1 structure.
‘Furthermore. the readers'foperations refiected that 1earning from
text was a different process from reading information already known

| what information in the text was important was dependent upon the -
'.reader, and cue seiectionﬁwes a persona] process especiaily with the
‘ifionger passages.f Nhiie a summary of the cue seiections reveaied a

f;ngeater reliance upon certain parts of the text this process of

:'discerning the important infonnation in the text ignored the negotiatingtk'tﬂ )

'ifthe ‘reader: undertook with the text In actuai fact. ‘ontext was "°t

containedrinfthe‘text,fhutﬁwasEafproductfofpthe}intera

reader and the writer (text) Readers seTected this information because

‘ffit provided a summary, generated or verified a prediction. pro?ided

RN 77
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potentia1 for inferring the qualities and actions of. major charac-

"f_iters. provided the centrai confiict or soiution, pictured afscene

L readers already formu]ated answers was not attended to

or action reiated an unexpected turn of events, created suspense
'h and foreshadowing. provided descriptive deta11 or gave the main
*actions Readers aTso selected infbrmation if it was repeated many
times or if it reiated to a personai experience or*estabiished a _f |
v:;major topic Linguistic cues acting as signai words for cognitive
‘organnzation were noted as’ was unfamiiiar materia] Finaiiy, the
reade attended to any infonnation which corroborated an option he
chose in a muitipie choice questioh ; : » N
;Generaiiy, h1S seiection of information reiated to h1S strategy _
:lv.fiuse, and both the attending to information and the using of strategies
i refleéted a very fiexib]e way of processing In this way, the | “
‘context used as a base for interpreting constantiy changed , Informa- .
7tion not- reiated to the confiict or topic of the passage was discarded .
:and information which was superfiuous or a1ready known was ignored
' : Lastly, information which did not he]p to corroborate or. change the
what information was seiected was organized according to the :

n,combination of strategies used by the reader Those strategies most gaif7;h?5h

y_effective with narratiye were imaging, estab]ishing the major characteri

: and event _and cueing on piot --the conflict and its resoiution. yThe,_
:fstrategy most effective with exposition was estabiishing the topic and i:..

isummarizing the different points made about the topic. The remaining !
;'::strategies were used for both fbrmst reCalling se]ected events, using L;fr

‘ key ideas ar words using a question to frame a seiective choosing of |

:detail, using a frequent repetition of a topic. and using a provided
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comprehen51on aidt None of thé\strategies were 1ength spec1f1c or '”f
5 structure spec1f1c but twb passages which COntained a heavy in- o

- terna] organizat10na1 structure d1d encourage the use of a strategy

“In conc1u51on the combination of strategies used to process the - ..1;
, 'information was personaiTy based ; a]so the 1nformation se1ected
.by each reader produced a pers%nal changing contextua] framework from L
«tout of whioh the 1nterpretation emerged Whiie the subJects 1ntu1- |
) t1ve1y used a complex operation to find the ma1n 1dea their know1edge’fnﬁ;
1of terms 1abe111ng the strategies was 11m1ted and their 1nab1]1ty to 4:\
: 11ngu1st1ca11y describe their menta] operations hampered their exp]ana-ﬁ
'h3t1ons of their actions o R o ‘ -7fiw

Research Question 8

The eighth research’question asked "What is main 1dea?" The .
. subjects" def1n1t10ns were compared to their operationalized defini-“
", tions which emerged ‘through their answers and their operations used
vto find‘the answers. . DI I

Most subJects defined main idea genera]ly as’"what the story or
| passage 1s mainly about" ' An ana1y51s of their responses reveaied
- that they were searching for or oreating a 51ngle comp1ete statement |
wh1ch prov1ded the essence or message around which the passage 1
revolved This answer was a genera1ization—£hat had gained 51gn1f1- j,
cance by«beﬁng repeated throughout the context. An analysis ‘of
'their strategies and 1nformation selection reflected two genera] |
' ,operations, one for narrative and one for exposition ‘When finding .
the main idea of Parrative the subject established the character :
‘fwho was most stre sed 1n the story, and exammed the confhct the «

‘freader was underg ing In order to determine how the conf1ict was
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_ resolved the\reader attended to the ma1n actlons whlch occurred
~ from the 1nc1dent that started the: conf11ct to the flha] 1nc1dent

-:,reso1v1ng the confllct A summary of this 1nformat1on was used to ‘

1nfer what change occurred in the character because of the exper1ence,

- or to determ1ne 1f the character d1d not change, why h1s not changing

' genera11zed 1nsight into 11fe or theme uhich prov1des the story 1ts

~

was 1mportant An operat1on used s1mu1taneous]y, or a]ternat1ve]y,

1nvo]ved 1dent1fy1ng w1th the main character and his prob]ems and

how he . dea]t W1th them, or by p1ctur1ng the main characters as he

related to his problems This Operat1on was poss1b1e because the
wrlter created experiences for the reader to 1ive v1car1ous]y fvx
th1s way, the reader through h1s own experxence 1dent1f1ed the key
jssue- around which the story revolved.

when f1nd1ng the ma1n 1dea of expos1t1on the subJect 1dent1f1ed :

.the word most repeated in the passage as the top1c and thenfexamined

every paragraph to determine the d1fferent p01nts made about the top1c
All of these po1nts were then summar1zed or categor1zed into a general

comment which was re]ated to the top1c 1n a comp]ete statement ‘Thev

‘ processmg for narrative revea]ed a more comphcated set of operat1ons, : ﬁ
-»and a need for background exper1ences to he]p infer what the exper1ence

be1ng v1v1f1ed represented about 11fe

These concept1ons of ma1n 1dea revealed that two defin1tions for

" main 1dea were necessary The ma1n‘1dea of a narratlve nrov1des a

i

un1ty, and is modﬁfied and expanded 1n a variety of ways by the writer | ®

in h1s attempt to v1v1fy it The reader 1n h1s negot1at10n with the

'text cues on the main. character, conflict and resoTution fo experiencﬁ

and understand the ins1ght
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The main 1dea of an exp051tion reflects the topic of the passage
-}and the maJor points made about the topic. The reader attends to the .
*paragraph structure to determine the major different povnts 'The
»agdefinitions are common n.that the reader searches for or creates,-

. a. 51ngle statement which gives the essence or message of the work

in the form of a generalization.: This generalization is central to

the work and gains 51gnificance through its repetition throughout

the text. | o | |

On the basis of student response. a conceptual definition of

...main idea was formulated. The definition clarified the relationships

between main idea, themé and total comprehension (see figure 6.1,

p. 23l) The reader interrelates ideas. from hlS mind and from the

text to create a. contextual framework through which he select{vely f

attends to details to abstract a passage specific main idea. If the

main idea is symbolic the reader produces insights on several levels

. of abstraction To comprehend the total meaning; ‘he - responds

h,intellectually, sensually, imaginatively and emotionally to the ideas

organized around the main fdea. Thus\main idea is not synonymous |

with comprehension, Finding main idea is in itself a strategy which

a reader can use to organiza the information in the text to promote o .

the understanding and remembering of the tota] message e
| This conceptual definition which related the pquess of finding

"?main idea to the answer produced by the reader was based only on

grade six proficient readers conceptions Further research is neces-l

R sary to determine whether this conception of main idea changes as the

" subjects matur S o o o f D 'j LT

T
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LimitatiOns,

The follow1ng l1mitat1ons of. the study affected the 1nterpretatiohs :
| of the f1nd1ngs o o _ f_ o | ‘ o
1. :The study was.eXploratory in‘nature whlle the researcher
| ‘was aware that many var1ables affected the formulat1on of main 1dea, \
- only four major var1ables were controlled and man1pulated. The effects
produced by the narrat1ve or expos1tory form,_the 1mplied or stated

main idea, the short or long length and the recogn1ze or produce

task were observed The results foﬂgd to be s1gn1f1cant need to be R
substantlated through further research o

2. The study-was l1m1ted to two types of prose~ the story
B narrat1ve and the exp051tory prose The conclus1ons of the study

' i,lthus relate only to these two forms._" | _ . _
{!ﬂ‘ g,' Only one a”pect of the 1nternal structure of the passages was

| taken fnto cons1derat1on That aspect was whether the ma1n idea was .-
stated or Tmplied How other aspects of" the structure affected the .;.L'layga
: results . and reason1ng of the subJects was observed through the 1n-: T .
- depth 1nterv1ews. Infthat certa1n strateg1es, for example categor1z1ng,.
'occurred more'for certain passagéi than for others, the concluslons

.wh1ch were based on ‘the comparisons between two s1ngle passages need

_‘to be substantiated through reseat h?several passages or

: example, the conclus1ons of the thr\;-wa ;analys1s of varlance were |

based on the results of only one passage, Therefore these results '
could have been produced by other factors than those observed because

the other factors could not be randomwzed
. S



: _to 51xth grade students only

v —— e e

Lowr o,

-4 Due to the complex1ty of the study, and the man1pu1at1on of

o the var1ous comb1nat1ons of the var1ab1es both of the narrat1ve o

_ passages were presented pr1ar to the expos1tory passages in the tests

-~

33a_wh11e the order of presentatIOn was altered in the in-depth 1nterv1ews'
_and d1d not seem to produce any effect, the order of presentat1on of

:,the passages in the text may have affected ‘the results Th1s order

2

" may have affected the compar1son between’ the scores produced for the

narrat1ve and expos1tory passages

5, The research techn1ques used to probe the subJects strate-

pg1es and’ use of context d1d not necessar11y prov1de direct access

' to the actual process1ng undertaken by the prof1c1ent and very

prof1c1ent readers Rather, subJects related in. retrospect1on,

- what- they cons1dered important and why However. it is hoped ‘that |
_‘such retrospectlon provwded 1ns1ght into the actfv1t1es undertaken .

by the subjects, and 1nto their defin1tion of maln 1dea.

6: Only profic1ent and very prof1c1ent readers were. interviewed

. The conc]us1ons based on’ their responses cannot be applied to non-<
tprof1c1ent readers Further research would have to be undertaken )
-to observe how non~prof1cient readers process 1nf0rmat1on when A_
-'findlng maln 1dea and. to determﬁne what def1n1t1ons non-profic1ent
*freaders have for. main idea. ' ’ |

7. The. populat1on of the study was 1im1ted to grade six students |

The conclus1ons based on the analysis of the results are restr!cted

-
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' 'mel.%ca‘t-ioné o-f,rhi;s”study .

. Th1s study emphasizes the s1gn1ficance of the reader - wr1ter |
_(text) 1nteract1on. and substant1ates the not1on that text structure ‘
- as. we]] as reader task affects the 1nteract1on wh1ch occurs when the

‘ reader reads for the purpose of f1nd1ng main 1dea Furthermore, 1t d

_reveals that context is not located 1n the text but 1s an ever-_;

-

chang1ng psycho1og1ca1 framework resu]ting fram the reader's se]ectionyj : ,‘v

- of important 1nformat1on and his use of background know]edge What
) #
1nformatlon n the text 1s 1mportant however, is dependent upon ‘the -

reader's needs and. ‘textual 1nformat1on is selected on a very*personal

‘ bas1s Yet the form .of a work 1mp1ies a basxc structure to which the'

creader reacts The reader uses d1fferent strateg1es and se]ects

V.different 1nformat1on when he is prdce551ng narrat1ve-compared to o
-expos]tory passages Impllcations for readlng theory and the teach1ng
.of readlng can: be drawn from these f1ndings '

"Reading TheoAy - |

Nh11e past stud1es higg’aIIuded to the effect of text structure '
on. the necall of text (Harr1s and Smith 7972 Kar11n, 1975) th1s
';'study elaborates how the text structure 1mpl1c1t in narrat1ve and
' | expos1tory passages affects the Operationa11zation‘%f strateg1es and'

'dthe se]ect1on of 51gnif1cant textua] information : F1nd1ng main idea
'for narrat1ve was a complex process but the reader attended to the
'r.1nformat1on provid1ng the centra] conflict and 1ts resolut1on, or tou
the act1ons wh1ch prov1ded th1s know]edge Th1s f1nd1ng corroborates.

the observatlon by Brown and Sm11ey (1977) that grade five readers
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~attend to actions Wh11e thas form of attend1ng was notlced for
':Anarrat1ve the subJects d1d not attend to act1ons when precessing
a f‘expos1t1on Rather they focused on the topic and then Ioned for ..
‘-d1fferences - the different points be1ng made about the top1c
Th1s study emphas1zes the s1gn1f1cance of task in. a]ter1ng the
'; strate61e used by the subject, in alterlng h1s se]ect1on of . 1mportant
.lnformat)én, and in- a1ter1ng hrs answers produced SubJects found -
answer1ng a multiple ch01ce questlon.eas1er than produc1ng their own f_ﬂu

3 answer. .They uséd the contextua] framework prov1ded by the quest1on~5"

. to ‘help. them determ1ne what 1nformat10n 1n the text was 1mportant

" The purpose ;gr se]ect1on in th1s case was corroboration The. ten

"strateg1es used 1dentif1ed ten d1fferent purpOses for f1nd1ng informa-

t1on important "and the purpose of the reader affected his se]ect1on

Q

'of 1nformat1on The resuTts Tend: support to the concept of reading

comprehen31on as a complex of interrelated processes, some of which -'ﬁ}t‘

are text structure utlllzat1oh and background know]edge ut111zat1on
in relation to reader purpose and ‘task.” The degree of text uti11za-
t1on ls'shown to be a complex process. everchanglng and dependent upon
the reader's needs ﬂew information causes the reader to_attend to

| the text more closely FamiIiarity w1th informat1on causes the - reader

- to mere1y sample the text to corroborate h1s pred1ct1ons

The change 1n the reader created by the fbrm of the work empha-
'sizes the need for read1ng theory to account -for reader f]ex1b111ty,
as the reader 1nteracts with the organ1zation of the. 1deas presented
‘ by the writer. The form affects what strateg1es he uses and what

-1nformat1on he f1nds s1gn1ficant These changes are caused by the
. _ . LY
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underly1ng purpose and 1mplled task glven by the author
Th1s study expla1ned the effect of task alterat1on on strategy
*and contextual use. In that the task given to the reader by the

writer and by'any_other 1nterloper changes . the reader'’ s,operat1ons,

'studies which ask readers to classify sentences in-a téxt (Brown and

Smiley,.l977)7should not be conSldered synonymous with classifying
‘1nformat1on to find the main idea. Further research on how task
affect the reader s ooerat1ons needs to be undertaken to describe
students comprehend1ng of passages .

Use of Pr1or Knewledge

The f1nd1ngs of thls study also re-aff1rm the 51gn1f1cance of
background knowledge in the abstract1ng of 1nformat1on Nh1le ‘
Zangw1ll (1972) observed that readers 1gnored non—essent1al informa-
tion th1s study recorded why 1nformataon was cons1dered to be

non-essentJal {t was: noted that non-essential is a Judgement of

J the reader as he personally 1hteracts with the text. This study also®

icorroborates-Glboney $ (1979) concept of the relatlonship between the
ﬁ_ knowledge of the reader and h1s 1nteractlon wlth the knowledge in-

‘the<text¢ﬁo create an_emerging,everchanging contextual:framework for

'ninterpretation 7What the reader'wlll attend tofwill dependﬁon-his

'needs  He may need 1nformatlon to ver1fy a predictmn to infer

act1ons, to find the central conflict, to p1cture a scene or action. *;"

: to prov1de an organiZational clue or to establ1sh a top1c ' How he

selects the 1nformat1on lnfluences h1s 1nterpretat10n of the work

‘
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" Metamemorial Strategies - -,

This stody reveals that some students’in grade si§ can express ‘.
why‘they find information important and how they use strategies*to
'find the na%n'idea of a passage Thelr operat1ons, however, reveal
- a greater use of strategies’ than they are 11ngu1st1ca11y ab]e to .,
'descr1be. The point made by Craik and Lockhart (1972) ‘and Brown (]974): ‘
that d1ffer1ng qua11t1es of processing are requ1red w1th d1ffer1ng |
amounts of background know]edge was corroborated by th1s study The
- more-knowledge the subJect had, the less he processed the text. -
Last/y, the po1nt made by Vinacke (1974) that narrat10n requ1red
| more 1mag1nat1ve th1nk1ng was born out by this study N1th narratqve,
' the readers’ re]ated to the experience be1ng told by 1mag1ng and
| 1magin1ng they were m the character s place They were: more ,
emotaona]]y 1nvolued and referred to the 1mportance of foreshadow1ng
.and suspense in narrat1ve They reacted to the purpose of story

be1ng to v1v1fy an exper1ence o o . f, a .

- The Ieach ng and Testing of Reading » .

The- 1mportance of the text and task variab]es for teach1ng and

-test1ng are out11ned below

Ieaching of Reading The responses to the 1nterview sectton

reveal the s1gnifﬁcance of background 1nformatlon 1n build1ng a S
:contextual frame for findlng the ma1n 1dea The need to develop o
'each neader s knowledge of the world is stressed by this- f1nd1ng

o tell the subJect what 1nformation in the text is 1mportant for

him to cue on would probabiy be 1neffect1ve, since what 1s 1mportant



depends on uhat is personally needed -Students uould\benefit how-
ever, from an operat1ona1 definition of ma1n 1dea for narrative and
_fOr exposwt1on Understand1ng ‘this under]y1ng structure wou]d he]p
them structure their selection of 1nformat1on through the emp]oy1ng_
of strategies which might be more effect1ve w1th one form than.with
the other '

Lastly. the subJects 1nterv1ewed were 11m1ted in their ab111ty
to expla1n the1r mental operat1ons : Vocabu]ary expre551ng these
common processes might be taught a1ong w1th the processes Why they
would want to find ma1n 1dea shou]d f1na11y be’ exp]alned to subJects
Mostly they perceive main 1dea as an ‘end in itself.

Test1ng of Reading ResuTts of this study revea] that text

structure and task are 1mportant-var1ab1es which affect the eva]uat1on_

of a child's ab111ty to read. Furthermore, the 1ns1ghts gained from

the study -suggest that finding maln idea is. not necessari]y a va11d

. indicator of .a child's ability to comprehend the mean1ng of the passage.

A chl]d may be able to explain the mean1ng of the. passage, yet fail 1n

N

stating that explanation in a genera11zed statement of main 1dea

L1kewise. he may understand the passage but not how to answer multiple,

'cho1ce questlons For this reason there is a need to teach children
how to answer questions, especially mlgtiple cholce quest1ons Tests
may be measur1ng test wiseness rather ‘than readlng comprehension

Some standardized reading tests do not recogn1ze the effects of
' text structure or task on the flnding of ma1n idea. The imp11cat1ons

2se

) Rt

.of th1s research are that fThding the.ma1n 1dea for narrat1ve is more - -
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;d1fficu]t than finding ‘the main 1dea for expos1tion Also, passages
.which impiy main idea are more difficult Most important is the’ fact
~ that xhe-variab]es of task, length, idea structure and form relate .

to produce differing 1evels of difficulty as wei] as differing
.operational expectations - x" o 'i ) ‘;

.. Lastly, the study revealed that comprehension is not an a]i or
'nothing Pprocess. Chiidren can often- comprehend a maqority of the
v passage, but tests’ often on]y measune the final product.; Furthermore,
the answer given for- the questton may refiect one reader' s biases .

and not account for the multipiic1ty of meanlngs one work. has the

'.potenttai to express.

This research study generated several questions which require c
'..further research and study: - ’{.' |
]; Since only prof1c1ent and very proficient readers were

interv1ewed a f‘urther study is required to observe the use: pf

'strategies and context of less profic1ent readers A comparisoniof
{'the two groups' responses could then be used to ciarify in what way
the habits of iess proficient readers differed ways of heiping.the
less pr0f1c1ent readers could then be pin-pointed | . i .‘

2 Only grade s1x subjects were used Similar observations

- of students at other grade leveis couid serve to~c1arify the-deveiop-.

mentai stages in finding main idea. AA.'~ : ‘,d ;', s ot

3. The effects of text difficulty-on students use of strategies ;

v

,.and context requires observation : In ‘this study. only material that

259
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was classified as being easy to understand for grade six children was
use sed. A very different pattern of processing may emerge given the -; |
- task of understanding a difficuit passage v' e
4, The comparison of expository and narrative passages requ1res
v?“further nesearch to qualify the findings of this research which -
1ndicate that subjects are ]ess ab]e to find the main idea of narrative
vf;passages If further study corroborates these resu]ts, a further study
couid expiore why recal]ing information from narrative passages is l‘:i' f

1ea51er than recal]ing 1nformation from expository text (Furniss. 1979)

yet finding the main 1dea is more difficult with narrative text

5. This study nevea]ed that the reader seiected information from
..the text according to the purpose-he-had for processing How the
i"purpose affects the reader s seiection of context nequires further
clarification o , | . o ' -
| 6. the-development of metastrategy awareness and the. development
-of the conceptuaiization of main idea requires observation at. several ) e:.:
age levels ~4(f S J~".5' *7"'f'pf7“r'_ ‘ ";"
. : . o .
< | "-v; Conclusibn _:Ql_,ﬂgfjg7f" o '_f-n\ _1f\7:;f
“For the tradition is that a definition...shaii Lo .
. serve as. the. key to a very 1ange buiiding W
= (gobinson, 1954, p..i63) : . T S o
| Nhile two _separate studies seemingly took piace. oniy two‘points

of view were used to examine the question of how a reader uses main E i,xu*
idea in the. process of comprehending text '__, - ;z; ';~ ;']'Vﬁjya{y9'°
PreViOﬂS‘y. two specific definitions of main idea existed *thur—————**—

J‘ained main idea as a product or -answer produced by the reader. and



f~ J‘used pr1mar11y in statjstical studies The second specific definition
‘ftjyhattempted to exp1a1n main idea as a process used by{the reader to, gl~*'

“‘fhcomprehend text This definition 1s used primar:,y in descript}_” -

tfoften this answer nas assumed to 11e 1n the text This definitiondfas

4

-studies.} What was missing waS*a more genera] definition which wou]d IR

o re]ate the process of findfng main 1dea ofthe,product, main idea

”iffrwithin the uhoTe process of comp'"hension.z This study explored mein_,f”a*5ﬁﬂ7ﬁ

hﬁ?d.idea from: both poin s of view

”rlffsing of 1nformation, and hi

In .Tarifying the roTe of the reader,

S8

:as weTT as what aspects of texj and'task 1nf1uence the reader s proces- ‘?" -

"yfgfbrmulate a conceptua! definition ofynain idea which71nc]uded the

“‘~hprocess and product as 1t re]ates to comprehending text

o The formuTation of the definition serves to bridge the gap betweenfadig;wﬁ
. the statistical and descriptivetstudies related to the field_ ?reyious”fgf'

“t“tions in perspective. ?»’

Thus thds study has provided a key for future research that 1t

i t provides a genera1 understanding of the'overaTT pnpcess of finding mafn L
'ffuidea as 1t reTates to COmprehending Pdradoxically. this globaT defini- ,y'-'fw
“1tion aTso serves to 111umfnate the 11mt&ations of bot‘fkjnds of ana]ysis

,«}.:

{w;fwhich are based on on]y part1a1 definitions of ;he concept of main Tdea._ ,.;T;f

l{E:Future studies uill conceivab?y reTate the specifics ofﬁtext and '
“u{‘reader to the overa11 conceptualization of main 1dea within*the achgof”

T”TQCOmprehending f{';




?*selects, on the other hand he may not TheJefore, the reader shou1d

'1 ;f;'Ve“ the key and shown hbw to use 1t It should not be thrust
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Keeplng*CooL.

The day is hot Beads of sweat cover your face. Your
mouth feels dry The only th1ng you can th1nk about is a
ta11 glass of ice- cold water. Well you are not alone ,
People have been th1nk1ng like thls for ages And they have'
been do1ng somethlng about it, : S |

, Some ancient people cooled the1r drinks with.ice or:
T snow. -The Greeks thought that ice cooled the b*tz and made
it more actlve ' Qéthout ice, they. thoUght a person became
lazy Rich: Romans spent a lo{\of time ‘apd money to have »
1ce durlng the1r ‘hot summers Slaves-were sent up:into the
mountalns. There they packed ice and snow 1nto straw-

'
L E

* covered wagons Then they‘hauléd_the wagons back to thelr

masters

In Egypt there -are few mountalns and" the alr is always

’hot“ -So there is almost no snow or ice. But the ancient

Egyptlans had other ways” to cool dr1nks.; F1rst they boiled .

- water. Then they left it all n1ght in clay vases to cool

h ice in the w1nter The problem ‘in the- past was how to save

1

In the mogﬁlng they wet the .outside of the vases. vThey
placed the _vases in deep p1ts lined w1th reeds ' The ieeds
and clay kept the heat away from. the water ' Thls allowed‘the f,
Egyptlans to: have cool drinks . for many days : ‘ e
In %ome. parts of the world there is- more than enough “‘
thlS ice through the summer. : ;
In the early Un1ted States, George Wash1ngton used to |

have "ice harvests". Washlngton would cut blqcks of ice,
from ‘the ponds near hlS home at Mount Vernon Then he stored '
it 1n hlS lcehouses It stayed as ice for months . s

By about 1950 many people in the United States were h"
collecting ice. . It was needed not only for coollng drinks
‘but for keeplngbthlngs from sp0111ng. Butchers, fashermen,‘.
~and farmers neéded ice. : It. kept thelr goods fresh before A
-being shlpped to market ‘and wh11e -on the way there, too.vf

4
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Much' of the 1ce came from parts of the Hudson Rlver

Some also. came from the clear 1akes of the . Northeast end

- of Canada g ', - L - ‘ -

2>’ As soon as the 1ce in these areas. reached a certaln

thlckness,.1t was cut into blocks. A horse pulllng a cutter

(that is, a bar with sharp steel wheels) was driven across Y

the” frozen part of the water. The wheels cut back and forth

unt11 large blocks had been carved: out.

, Next workers with axes cut the blocks loose Flnally,_h

.”the blocks were floated to the 1cehouses on- the shore

| The first 1cehouses in the Unlted States were made of

wood -This was Pine when the ice- was taken away 1n horse—f,

drawn wagons But then ra11way llnes were bullt to haul the

ice. . The wooden'houses bécame’ dangerous and "had to be . ‘, O L

replaced The 1cehouse4’wners feared that sparks from t -)_j o .

train engines would set. the wood on’ f1re.. So: brlck houses » _-vl .

‘were built. - They cost more, but they were safe R |
| The br1ck bu1ld1ngs had double walls and th1Ck roofs

gWorkers stacked 1ce blocks in the houses._ They 1eft space -

_between the blocks. ~This kept ‘the blocks from melting. |

together. The ice stayed in the houses unt11 it was needed

.It could be held there even in the summer- Ad’-, o Co
* Much of thls ice was shlpped to tropical countries ‘

.First it was moved by train to’ port c1t1es There it was.

"loaded onto shlps and packed 1nto tin.boxes covered with v

gheepsklns ‘Weeks later, the sh1p would dock Then people': Lo

would enjoy - the re11ef of a cold drlnk on a hot day
_ J .
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i\\\ . , :;\f.;; Trlcky Tongpes

Stand 1n front of a m1rror.
"ah h "» What do you- see?

Your tongue is very 1mportant‘¢o you.-

chew and sWallow food

Open your mOuth
Your tongue."f«”‘ ne

;:-_>u275J;

~ Say

It helps you,_“‘

And 1t has " an even, more 1mportant

JOb ‘ It\helps you- talk' , "-jf%
- Other aﬁimals negd: tongues too, even though they don t:
Speak Some anihals-wouldn‘t have food if it weren't for

‘their tongues
fg’ gett1ng food
food as they chew and swallow.1'

The1r tongues are thelr

eat25

most 1mportant tool

And théy use the1r tongues to "handle"j'

7
~

Snakes use thelr tongues to flnd prey, or an1mals to
When a snake f11cks out its tongue, “the tongue p1cks

up.smells from the air and ground\ ‘- When: the snake draws in

1ts ‘tongue,

of Jts. mouth
smell thlngs <S
the scent of an anlmal, b,-.'"‘ R

After a snake-has caught lt& prey and has begun to '

swallow, 1t no longer needs the tongue.

1t placed the tongue near two p1ts in the roof:
These plts‘do the same job your nose does——they ‘
thanks to. 1ts tongue,

a snake can follow

It Just sl1ps 1ts

tongue 1nto ‘a coverang ‘on the floor of its mouth

Most anlmals' tongues .are fastened
mouth
salamanders are fastened at the front'
stlckx tongues forward ‘to catoh 1nsects.

at the back of the

But ‘the ‘tongues of most frogs and toads and a few

They can shoot their’

The stars of thrs shoot1ng tongue . parade are chameleons.
'} Thelr tongues ‘can. reach a d1stance as lo

ta11 and ‘even 1onger' Spylng am 1nsect

moves into- str1k1ng dlstance., In- an ins
- When.
~the chameleon bunches it up like a Jack

~.The . anteater'would never be able to.

VA

¥

appetlte for ants'and termites by p1ck1ng them up one at a

ng. as their body and
a’ chameleon slowly

tant the chameleon

_'11ps out 1ts tongue, captures the prey w1th the stlcky t1p,'
-and pulls it back. 1nto its mouth.

not us1ng 1ts tongue,
in-the- box.‘fi |
satlsfy its- g1ant-x

KR S
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time. It has to. get food 1n k1ng 51ze amounts ‘Its tongue -
.Jhelps it do ‘this, . I SN “

% -

When an anteateréklnds .an. ant or termlte nest itutears

'"ﬁmthe nest apart with its sharp front claws,. ‘Then it jabs

~into the/nest with. 1ts very long tongue.g The'insects‘stick»f

*by‘the hundreds! ' '/;.' S . o

) They stick because the tongue is coated with g1ue11ke

?sallva. An anteater's tongue,gets a newogoatlng of sallva‘

every t1me ‘the anlmal draws. its tongue back into. its mouth.
G1raffe tongues are about as long 'as’ the: anteater s.

‘The tongues of glraffes are prehen511e., That means that they =

. can. curl thelr tongues around leaves.- Then\they pul}athe o

'--leaves from trees. o - o . .

Members of the woodpecker fam11y eapture thelr prey \<
w1th dlfferent types of slender, hard- tlpped tongues . One
common type of tongue_ls spear shaped Woodpeckers use ‘it
to spear 1arge~insects; F1rst the woodpecker uses its bill "’
to dig 1nto an'lnseet s tunnel in a dead tree. Then out _g
t_comes the long tongue., Tt tw1sts and feels along the tunnel
s unt11 ZAP! it stabs its prey. ‘ ' e
- ' If you' ve ever been llcked by a cat you know how rough
its tongue feels. The middle of a cat's tongue has short,
fat, pointed bumps. The bumps help cats lick meat off the ,
‘bones of prey. They also work 11ke ‘the - teeth of a comb when
cats clean. themselves. ‘ . . o
Every anlmal's tongue 1s de51gned to perform in a spec1a1‘y
~way. Next time you see a tongue in actlon, take a really
Close look at it. You w111 see how xrlcky .some tongues can
be! o : . L . :

\




How Chlmps and Bables Grow and Learn

Baby chlmps and human bables grow and learn 1n

/.,

‘udlfferent ways | Ome sc1ent1st ralsed a baby chlmp at L

"

home w1th hlS own baby son, DOnald , The two were. .
Adtreated the same They played w1th the same toys They |
'Tthwere taken on. walks together <‘g}le)' were tucked 1nto bec:l‘ﬁil
«f,at the same t1me At flrsp the chlmp seemed to develop\
:}dfaster than Donald She was/the f1rst to follow orders
‘like. "Come here "“ She was stronger than Donald )%he
"Lcould use her hands and flngers better But after many

l-months Donald began to catch up He was the flnst tof.'

”"start draW1ng 1nstead of just scrlbbllng B And Donald

_ilearned to do somethlng the ch1mp never learned to do <

, pronounce words and talk e
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An Interestr_gﬁStofy "” ' :i‘.j ”.4fwr";:‘;
N Breakfast has a story behlnd 1t., The word L .'f “éfk?
:breakfast is made up of two smaller words, break o o
: and fast When- someone fasts, it means he or she

| doesnAtveat Most people-fast from bedtlme unt11

' they rlse in the mornlng They break the1r fast'
when they eat breakfast : Spooner sm is ‘an odd wo
vIt comes from the name of the Revlrend W A Spooner,
who often got hlS words mlxed up - He he wanted to
ﬂsay,_"May I show you to your seat7" he might say
A1nstead "May'I sew you to your sheet’" 'When Deople}fu'f;;; ;'_"Q
“gi’mlx up thelr speech 1n thls way,vthey have made a ‘ S

"spoonerlsm.;' I ST ¥ i

S0

£



TR Tak g the PIung__
R -'v'ia' o e
: Betsy s best chanceiwas freestyle ~She hoped that.

‘;she'd SWlm 1n a 51ng1e ‘event, not one of the relays, because a
li.*she would hate to make the relay- team lose.. ' Tl

‘”'1/ At last the coach ahnounced\tbe freestyle 51ngle event
'"Mart1 C00per'" g»’ : R L ”,"
_ Betsy 51ghed softly. She wouldn t. be SW1mm1ng in’ that ¥
. fevent Well Mart1 s best tlme was 35 seconds, and hers was.
fonly 38.2. Mart1 would swim freestyle 1n the. relay, too. '
;It was the last event %pd Martl usually brought the relay
“team to v1ctory ' v P
The Bay Side team was good but the West Bay Rockets
seemed to be even better They won the first event ea511y

-

Then it was t1me for the n1ne- to- tenfyear old g1rls'--
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freestyle. The starter shouted "Sw1mmers, take your marksf"~ -

Betsy walted for- the crack of the plstol——BANG' The sw1mmers
‘hit the water. - S = o :

' Mart1 ‘pulled ahead 1mmed1ate1y, took the turn at the
'pool s end perfectly, hardly breaklng the water, and wasv

"‘almost halfway back before her opponent even began ‘her turn.

Marti swam the last- three. strokes w1thout a breath and
' touched the wall. They had won' Now they were tled and

everyone Jumped up, cheerlng I S
e Betsy clapped and yelled "Yea, yea Marti'" But where
was Martl? Betsy iooked at the pool and saw the- coach helplng
her out. She was leplng C e N '
. ""Coach, " Mart1 sald “her face wr1nk1ed w1th pa1n "1t-
hurts." She p01nted to the calf of her leg.-,v‘ 3"'f
""You probably pulled a muscle, " the coach sa1d ""Slt

down.'" .Then he looked up and sald "Betsy, you sw1m freestyle

in the relay'" | : | | L
Betsy just stood there, her face burnlng B "Me sw1m 1n
ithe relayl ‘Oh no, not- when 1t's thls closel" She saw the

fother members of the relay team standlng together and heard f

one of the glrls ask, MIsn't there someone else”" -

r
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Before Betsy was ready, it was t1me for the relay
Four g1rls would swim’ two lengths each ,and ‘each girl would

;h sw1m a dlfferent stroke Betsy would be 1ast sw1mm1ng
' freestyle, and would have to: catch up 1f they were beh1nd

d‘or stay. ahead if: thevaere leading' ' f - " ).
' Ihe gun fired and Jaﬁet ‘wasd off She was\/lea<§u1;;\gjI

She came back to the startlng block touched the wall, and
Karen d1ved in. Karen,swam w1th powé!ful strokes, but the

o girl g rom West Bay was even . faster and stronger and came -

w

back ‘o the block four lenskhs ahead of Karen ‘ .
Then Patty d1ved in, sw1mm1ng the butterfly She took‘.”

the turn ‘two lengths ahead of the West Bay sw1mmer, but 1t .

was a bad turn’ and the. WestaBay sw1mmer .was. galnlng' Betsy_ '

c11mbed up on the block ready for actlon o S o

. Patty and her opponent h1t the wall together and Betsy,
dlved in: Her arms pulled strongly, her feet k1cked 11ke _
a motor She touched the wall , made a beaut1fu1 turn, and c

. /raced back She was almost at the finish and put out her

hand She had made 1t! She 11fted her head and saw the

}vaest Bay swimmer bes1de her._ The Judges checked the1r stop-‘

watches. Betsy held. hgr breath wonderlng 1f she had won
"West Bay, 34 7 Bay Srde, 34.9." o _
Betsy felt tears welilng up in her eyes. Just tWQ4tenths,
< - sn walk a- Jﬂdv ‘ g
‘get her'towel : But the rest d% the relay,team was blocklng

. her-way | "I'm sorry——" she began. .. . N . :
"Sorry’" Patty said 1augh1ng ‘ "Dldn t you see your time?"
B "But they won," Betsy Sald -'"Thelr time: was 34 7 "

liseconds off you'

"Sllly " sald.Karen "you went from 38.2 to 34 9 —_— 3. 3
est tlme'" L '

""But Mart1 ould have womn. 1t " ’ L
"3"Mart1 s best time 1s 35 seconds' You beat that! Wait

‘ft111 next Weekl We'll beat them. R1ght glrls?"

'_"nght’" They put the1r arms ‘around Betsy "Come on,

dry off - We can't afford to lose another champlon freestylerl", ‘



- Mary Jo s Respon51b111ty

Every t1me Mary Jo saw a dog, any dog, she w1shed 1t o
ﬁ“fbelonged to her PR 'M : ' . .
o "3"I would rather have a dog than anythlng else on earth "
"h,she sa1d at least tw1ce a week ushally at the. dlnner table
nShe often read the ads in the c1a551f1ed sectlon under "Pets

'for Sale" out loud to: her parents S '.”yﬁz% T
_ LA good dog owner must take the full responsxblllty for ;Eg}ﬁ;
o (her pet." sald her - father e PR T S
TR ¢ would‘ efresponslble," sa1d Mary Jo “-7,*$'j_
‘ It lookei\as if fate were on her s1de A new ;it shoﬁ

'3opened in tbwn._,}.nﬁ ST =.:,= - -~u‘s«~;”, T

- newspaper‘- She read i"Spec1a1 for Thls 0pen1ng Small
'lovable, mlxed breed pgpples Low prlce wh;le they last'"‘f;,
iy Can't e go. down"'o see. the new pet sho?? And the |
'gpupp1e59" she begged ' e o R

>

"A11 rlght Mary Jo.. I th1nk you e old enough to take S

_.care of a ‘puppy. ",_sa1d~h@r father S
o "Oh'" 5h°Uted MaTY Jo. "Let's go'"-[ . L

| "t{ "They are cute," her mother sa1d They stood gazlng down
hat a llttle ‘pen: full of pupples 1n the new pet shop

hif2815,

oo

*'&r-i;fqu;?
h howed her p%fents the b1g openlng day ad 1n }he “!n“

7_JLL4¥~"Cute!"_sa1d Mary Jo v"They re the sweetest creatures ii'jg]"

‘ever born in thlS world!" T j-' S

Her father lau ?ed.*'"Whlch one do you want?""

“She’ barely hesrtated " One 11ttIe furry baby had. wobbled S

over to lick her f1ngers the m1nute she knelt be51de the pen
. ."This one," she sald . o S
The flrst th1ng the famlly d1d when they got home _
was to put. newspapers all- over the k1tChen floor Mary Jo ]
turned a’ small table 51deways 1n the doorway so that the
.puppy could not go int he rest of the house L .
'"It's only until you're housebroken," she told h1m when .
"he snlffed 1nqu1r1ng1y at the table '

i



, Mary Jo named the puppy "Teddy" because he looked S0

' much'like:a small- teddy bear.' He evén squeaked 1ike one.

o He squeaked and cr1ed——espec1ally at nlght " No matter

hhow cpzy Mary Jo made h1s bed 1n the k1t en, or how many <

d*_tlmes Ted yawned at bedtlme he alway awoke as soon-as ;pv'
"the house was st111 ‘He ‘awoke and cried as- 1f his heart

‘WOuld break 'Mary Jo put an 0ld toysdog in bed ‘with him.

l'_ZSH% hoped he. would thlnk it was a frlend But he didn’t.

_ Mary»Jo staggered sleeplly from her warm ‘bed-to the.
‘ vk1tchen a. dozen tlmes a nlght ~ She talked to Teddy. She

-sang to h1m CAs’ long as she was there, he was happy.. As .
v tlred as she Was Mary*Jo could never feel angry with: h1m ‘
f‘because he was so JOqul each. t1me she appeared at the kitchen ,
‘idoor and stepped over the. table s
But by the end ‘of .the flrst week she could hardly get ’ '

fgf up in" the mornlngs Bveryone 1ooked t1red because although

v~Mary Jo was the one who' got up to soothe ‘him, Teddy woke".
{ﬂthe others w1th has %1erc1ng, sad little. cries.
E Then one mornlng Mary Jo's mother found her asleep on

o the paper covered floor. . - oo

M"Is thls ever going to end?" ‘Mary Jo's mother asked at

o breakfast --"I don't remember ever hearlng of any - puppy

crylng as magy nlghts as thlS one has." _
_ "I'm ‘beginning to wish we had. never seen that dog'" said
her father wearllyy\ , : .' ‘ k .

I'm responsible, thOUght Mary Jo. '!Yve gOt to.think of
something to keep Teddy quiet.. s

-That afternoon she went to the basement to get some old
newspapers for. ‘the kitchen floor "She saw someth;ngvthere
that gave her .an 1dea\\ ’ '

After ddnner that ' night she sald "You'll be able to
sleep tonlght I've thought of a way to keep Teddy qU1et "

"What is it?" asked her mother. e , ’

"You 11 see," said Mary Jo. She went down to the base-
ment. = ot



e
’

Her parents heard her 1ugg1ng somethlng up the stalrs;‘

It was an old foldlng bed. y-f, T ~0 -
R "I'm g01ng,to sleep in- the kltchen unt11 Teddy°1s 0
housebroken ahd can- sleep in my room," she said. |
Her. mother and father looked at each other :
”"Why not?"‘sald her. father ' "That s probably the only
th1ng that w111lsolve the problem " S
And 1t d1d Mary‘Jo thought I'm respdn51b1e, as she

A

R PN
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snuggled.down on the ‘old bed be51 e Teddy s bed And,Ieddy‘f"'

slept w1thout cry1ng oncb all nlght longl

e .

”n



Lily

. . . N

dLily ‘sat- down invthe'bus She closed her eyes for.f”"

o \

a moment and thought about her mornlng As she got out

of bed, she had trlpped over one of her shoes A When:b
.'she was gettlng dressed, she had pulled a buttbn off 3
;‘her new sweater At breakfast, she had sp111ed her |
glass of m11k ' At least she had arrlved at the bus

:stop bn t1me "What a day", she thought.V-Suddenly,»'

”L1ly stlffened'f "Oh, nof", she crled out She/#eached7

for her lunch box . It wasn t on the seat or under the .

seat e1thers She would be w1thout lunch today 1She‘

-':.had left her'TUnch box on the table. Everythlng had

'séemed to have gone wrong for Lily thls Monday morn1ng',

284
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L . The Faithful Dog '

. “v“: .

Once upon a t1me, a prlnce had a large beautlful S
< -

huntlng dog named Sam Sam loved hlS master but most
.<\of a11 he loved the prlnce s baby son One day the;fhﬁ
prlnce called for Sam to go huntlng | The dog JUSt lay
v;down be51de the baby and refused to move. When the |
prince came home after the hunt Sam came to’ the.doot\

'to_meet h1m, The dog was scratched and bloody The

'startij‘;-rlnce rushed to the baby S - room where hehAy
g - .he cr1b was turned over on the floor. 1.The
princ:»arabbed a stick and ran toward Sam Then the-
prlnce saw a huge wolf 1y1ng in a corner of the room
The wolf had been wounded in the 1eg and was very
frlghtened The prlnce S son ‘was play1ng happlly

Y

nearby.
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'mouth feels dry The only thlng'you can’ th1nk about 1s a
tall glass of ice- cold water ' Well ‘you are not alone

People have been th1nk1ng lmke thls for ages -And they have

been d01ng someth1ng about it,
* Some ancient people cooled thelr drlnks w1th 1ce or
“snow. The Greeks thought that 'ice cooled the body and’ made

it more active. . Without: 1ce, they thought _a person became“f

1azy R1ch Romans spent a lot of time- and money to- have'
"ice dur1ng thelr ‘hot summers. Slaves were sent up into the
’mountalns There ‘they packed ice and snow into straw- .
~covered wagons Then they hauled the wagons back to the1r
'masters ’ : '

In Egypt there are few mountalns and the air is alwaysi_

hot. So there is almost No snow or ice. But the. ancient

‘ Egypt1ans had other ways to COOl‘drlnkS Flrst they boiled

.water. Then they left it all night in clay vases to cool
In the morn1ng they wet the outs1de of the’ vases ‘ They
- placed the. vases in deep pits lined w1th reeds , The reeds

B . . - e
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Keep g Cool '_.v", :f | 5_'.?_'

" The day is hot Beads of sweat cover your face Your

and . clay’ kept the heat away from the water. Th1s allowed,theh

Egyptlans to have. cool drlnks for many days., : )
_ In somb parts of the world there is more than enough
ice in the w1nter. The problem in the past was how to ‘save
th1s ice through the summer. A . '
' . In the early. Unlted States, George Washington used to.
have "ice harvests" Wash1ngton would cut blocks of ice

from the ponds near his home at Mount Vernon. Then he stored

it.in his 1cehouses It stdyed as ice for months. _
By about 1950 many people in the United States were '

collect1ng ice. It was needed not-only for coollng drinks

'but for keeplng thlngs from spoiling. Butchers, fishermen,
and farmers. needed 1ce - It kept thelr goods fresh before'
being shipped to market and while on the way there, too.

o
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Muchlof the 1ce ‘came from parts of the Hudson Rlver

w{deme also came from the clear lakes of the- Northeast end
;;;of Cﬁnada._ﬁ-“*}%&g ﬁ '“;ur“' |

7fth1ckness, 1t wa
Cfthat

IR R

o

is,"a bar W1th sharp steel-wheels)mwa% drlven across“

':thé froien part of the water. The wheels but back and forth
untll large blocks had been carved out ' o
: Next workers»wlth aXes cut the blocks looae _ Flnally,-

the blocks ‘were’ floated ‘to the 1cehouses on the shore.

wood Thls was flne when the 1ce was taken away in horse-w
drawn wagons. QBut ‘then raiIWay lines. were bu1lt to haul the
1ce. The wooden houses became dangerous and ‘had to -be.
replaced The.icehOUSe owners feared that sparks from the
traln englnes would seb the wood on f1re.” So brlck houses
were built. They cost more, but they werefsafe.g,_ ST

' Therbrmck bulldlngs had double walls and th1ck roofs.g

B The flrst 1cehouses i, [hé Unlted States were made of'

Tut‘lnto blocks A horse pulllng a cutterh'

288

Womkers%stacked 1ce blocks in the houses. They left space: -

between the blocks., Thls kept the blqcks frqm meltlng
together, . The- 1ce stayed in the hQUSes untnl it was. needed
It could be held there even in the summer. 2 ”;7fj;;¥' '
Much of thls ice: was shlpped to trop1ca1 countr1es.
Flrst 1t was movedﬁby tra1n to port. c1t1es.‘ 'There it was

loaded qﬁ%o s~;h1‘p-_"and’4l

AN

wonld en;oy the rellef of a cold dr1nk om a hot day

Lt

> ‘?edfiﬁio‘tin'boxeﬁ%toverediWith'7;:‘ .
: sheepsklns. Weeks.' later, the ship would dock. Then People?,3};

il



T Keeping.cool

R

 Control Factorsi Expository, Implicit, Long.

LIS
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B "i‘j~Thro'ughout history peop]e o

Recognize B Produce
e ™ 1. |

'The tit1e that best‘describes the
most fmportant 1dea of this
passage 1s “ ,.ifja*- {: e
. Keeping Coo'l | |
How Ice is Made |
Reasons for Making and Stor1ng
f~f7Icef
The author main]y te11s you
that

‘,-

:L:a.,fThere are many ways to keep

'Hdrinks cool

 have tried to f1nd ways to K
.f”save 1ce through - the summer. L
c. :On a. hot day a cool drink 1s ‘

"Very refreshfhg ;ﬂ; 35:}.,'

.'.;iJ_ Lj;~. S

Hrite a tit1e that best
describes the most important

idea of this passage

. p . o .

" How to Keep Things Cool

N
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The .Hémb,ﬁi-'ge:r::i-fl‘ The ﬂ_ish’?m'}i}a’t"s “Been Eaten With Reli'sh o

SR

How' do you want 1t7 Rare?:-Medium?"Wéll.done3:

" Right! One hamburger coming up!" | "
That's a fam111ar Cry to today s hamburger lovers We .

~ can have our meat cooked any way we want’ 1t ~ But- whoever"'

ate the first. burgers couldn't. They had no cholce ' The’
’f1rst hamburgers weren't c00ked .at_ a11 They were eaten raw.

e,

- We don t know when or where the first hamburgers were'
eaten-. But durlng ‘the Stone Age people scraped away at N
large chUnks of raw meat. They had no metal tools, SO they
used sharp stones It was ea51er to chew small b1ts of raw
meat. than to bite r1ght 1nto large, tough%slabs

It is thought that the hamburger .as we know 1t came
to us from the Tartars.» The Tartars were a people ‘who ‘once
11ved in Central Asia. - They were herders,_ They wandered

‘across the dry, W1ndy land with the1r flocks of sheep in
- search of good gra21ng land They were also a flerce people.

fﬁThey rode their horses across the plalns on ra1ds,,'

'The Tartars were always onh the move. " So they often

‘made a ‘quick meal from the meat . of a slaughtered sheep.

They did not take the t1me to bu11d a. flre They used - the1r

 knives | to scrape bits of meat into a mound or patty. This
. ‘made the ‘meat more tender. They ate the" "hamburger" meat
‘raw. ‘ '

K2

In the th1rteenth century ‘A.D. the Tartars swept west-

'C~ward .They took their foods with them.. They conquered

"Ru551a.b Thc Tartars ruled Ru551a unt11 the flfteenth cen-
‘tury. Dur1ng that time- the Ru551ans adopted some of" the ‘

Tartar food customs. They formed a taste for raw chopped

. meat. The Rus51an meat patty came from beef cattle rather

than from sheep They called 1t "beef Tartar" or "steak

290

"Tartar" : Today you may ‘see’ "steak tartare” on a. restaurant ‘

-‘Qimenu It 1s a. mound of chopped beef served raw.,‘

" Meanwhlle at about ‘the t1me thelTartars took over

-ﬁ'Ru551a, some towns 1n Germany were startlng to trade. by

sea, . Hamburg was - one of them ' German sea captalns brought
\‘ . ‘ AN .‘- . . . R .~ N °

oW
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"back’goods fromlRussia | They also brought back ‘the custom _ ‘*ﬁ
dof eat1ng small mounds of chopped raw beef. =~ R
' To. the Germans the raw beef had little taste . They
2thought that it should be served w1th side dlshes of foods
Such. as p1ck1es and- chopped raw onions. They also liked to
,drop a. raw egg. yolk into. the mlddle of the" meat patty. |
It was- someone in Hamburg who thought of cooklng beef
'Tartar before ‘eating it. Perhaps ‘the raw meat had been stand-
ing too long and was not as. fresh as it should have been.@bIn
any’ case, a th1ck mound of meat mixed w1th salt, pepper, onion-
and raw egg somehow got gr1lled or br01led or.fried. Tt had
.oa crust on _the outside. It was tender and Ju1cy on the inside.
' The cooked.patty was a huge success.. It was to become known
to the world as "the hamburger" It.waS‘named for the town
it came from. C ' | |
" Then the burger was on the move. agaln Durlng the years
from 1830 to 1900, large numbers of Germans moved to the
“United States. Many of the foods they brought w1th them be-
came popular Amerlcan foods. There were hamburgers from'
.Hamburg and frankfurters from Frankfurt ‘There were also pret-
zels, potato salad d11} p1ck1es, rye brbad and many other .
foads.. - : [ : S
It is thought that the very first burger on a-bun, how-
‘ ever, was created 1n the Un1ted States and introduced at. “the
”'ySt Louls World's Fair in 1904 "It was soon to: rlse to fape
as one of- the best llked foods’ in the country o 1-,ﬂ€x5 ’
During World War I the word "hamburger" was frowned upon
for a time.¢ The United States was at war with Germany _
_‘Ant1 -German feellng raQ\hlgh in Amer1ca Beef patties. were‘
sometimes called "Sallsb Ty steaks” 1nstead But after the
" war -the burger 5. 01d name\camé back into use And burgers
- soon were sold by the thous \ds n .
| Tt was after World War II that the burger did more tra-
-velllng Many Amerlcans went to visit. or live in Europe and
_other parts of the world. They 1ntroduced\the1r own well-
~ liked dish to people all around the world. The hamburger has

really come a long way' It's a dish that’s been aten with
rellsh! o ' o - T ~

.
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| ;?hefﬂahburggr}"The“bishfrhétfsjseeniEateh'wjth Relish -

| ltﬁehtrd1ffebtqre; ‘Eipesitdryf.lmplibit;-Lohg‘r-- :

h Recognize _;V';’ I i L l; h Produce
: The best t1t1e fbr this passage ffi,
15,.4 L L - A

History of the Hamburger

| b,r How the First Hamburger SN
-PNas Made | .-' o .

VG »How Hamburgers Became

| 'l'mPopular

v This article mainly te11s

" us’ abdut-the;hamburgerf

rite a ift1e'which best

: exp1a1ns to the reader what

,this artic]e is about

'fﬁ,The‘Creatieh of the‘Hambdrger'
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What 1s ng_tnlﬁg;—8e51deslScary?

The stage is. set Dark clouds flll the sky 1 nght
"comes in br1ght flashes‘ Then there 1s a loud crash. ﬂ
Nature is g1v1ng an exc1t1ng and sometlmes frlghtening show'f
-hIt's a thunderstorm o _".' ‘ o ' ' ’

- It'$ not a 'show fhat's put ‘on Just once in. awh11e
V;Almost two thousand thunderstorms are tak1ng place some - ﬂf
' where over the earth ‘at any glven moment . L1ghtn1ng strlkes
.,the earth about one hundred tlmes each second _

' What is 11ghtn1ng? It's a ‘huge electrlc spark This'
b1g spark ‘may Jump ‘from cloud to cloud. Or it may Jump
- from cloud to earth You' ve seen it flash across the sky\

And you' ve seen it strike stralght down. ‘ ‘ '
| L1ghtn1ng has always been a marvel to people In-times
past, lightn1ng was thought to have mag1c powers - Long,
1ong ‘ago 1t ‘was thought that llghtnlng was thrown by ‘the .

xgods At times it was taken as a warn1ng "At other tlmes

.f}lt was a sign of good luck.  Places touched by llghtnlng IR
2jiwere considered very spec1al People have always respected h
‘f_11ghtn1ng a o ;. o
: nghtnlng was a complete mystery before 1752 No one
knew what it was, It was Benjamin Franklln who dec1ded to
‘experiment. He had made ‘a small spark of electricity with
a cell. He wanted to find out if that spark ‘was thh same
as the lxghtnlng he watched in the sky. . Franklln s k1te B
and: key are nearly as w 11 known to us as he is.

_ Today our study of 11ghtn1ng 1s sc1ent1f1c St1ll

we are sometlmes frlgh}ened when it strikes nearby We'_
‘feel the charged air, see the flash, and,hear the loud‘;“
CRACK! - o | .
‘ When 11ghtn1ng s r1kes,_the air through which it travels
becomes hot very qUIC ly. ' The heat splits the air. That |
split causes a loud, sharp n01se. When the 11ghtn1ng has
passed, waves of air /tumble- together agaln,

When 11ghtn1ng is near, the sharp. crack of thunder is.

.‘,'




”‘bheard

3heard When llghtnlng is. far off thunder growls and
'rumbles. Sometimes both the c;eck and the rumble are

.The speed of light is much g;eater than that of
sound It takes about flvé secgnds for a sound to travel
a m11e‘ So you can find out how

ar off. llghtnlng 1s An-
~.mi‘le's." Just count the seconds between the 11ghtn1ng and
" the thunder. Then divide by five. ”Ig’you count ten
seconds, the lightning is two miles away . ,/- '

If 11ghtn1ng goes from- cloud to cloud it does no
harm. But' 11ghtn1ng thatfgoes from a cloud to the earth
may.do a great deal of damage. Harm. to property by 11ghtn1ng :
costs huge sums of money every year. \f, xRS

 Still, lightning does far more good than harm.< Without .
it; plants could not ex1st And- w1thout plants, people
could not exist. - : Co wd.

A large part of our air is- nltrogen. It is ‘a food
that plants must have, Mllllons of tons of nxxrogen float
_'over each square kilometer of the earth, But in-: thls form
it won' t dlssolve in water Therefore, plants cam&t use
it.' Before they can use- it, ‘some chemlcal changes mustm‘w
-take place. And this is where. 11ghtn1ng comes in. °§fg,
o A1r is made white-hot by 11ghtn1ng In such’ greatﬁgn_, -
.heat .nitrogen combines with the oxygen. in the a1r._.In o
this form it will dissolve in .water. It becomes a weak o -
acid. This is carrled down to earth by raln. It is thls SR
acid that causes the sharp scent you smell durrng the o
thunderstorm., ' ‘ .

When it reaches‘the earth the ac1d mixes with other
minerals. Then it becomes the food. that plants need “In
51mp1e language, llghtnlng changes air 1nto fertlllzer '
for plants. co o I : -

- So 11ghtn1ng mlght be scary, but 1t has 1ts good
p01nts too. ’



LS G

%1:Hh§iflsiiightniﬁg,-ABesidéngcaty?;; '11‘_:v'"
Cohtfdf Factpfs}"EXpo§i;bry;*Impiicit;fEOng -
-Recogn1ze - S ; ffi  . f' ;, 'Produce L
1. Choose the best title: 1-.," What 1s this story all about?

what 1s Lightn'lng - Besides

o This story is about lfghtning
- Scary? .

‘ ‘ . and how it works

b. The: Dangers of Lightnfng o
c. The Mystery of Lightning e o )
o 2. Pwrite a tlt]e that best -

' _:descr1bes what this story is - |
.»ab°"t‘d’,4)’.Tf __-  :  ! .
’ LightnihglsAQOQdkthih§S‘aﬁdv-f
bad. R
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“BéhaViorsiof Crows

Crows USually bu11d the1r nests h1gh in an
evergreen tree The nests are bulky structures of
: stlcks »tw1g5x grasses, and tree bark They arej":

often decorated w1th shiny Stones or sparkllng b1ts

of glass The eggs in this next usually from four to

si&, are pale green and thlckly marked w1th brown ‘

" When hatched “the hungry young blrds stay 1n the nest
about ‘three weeks ’ They eat thelr welght in food every
day; By  the time they are ready to leave, they 1ook
almost like’ ‘their parents except that thelr coats have
'less shlne Thelr parents show them the surroundxng v
- land and teach them the rules of the group of f1fty or

sixty crows nestlng nearby



o fBéhaVipr of:Crpws-i . :~’

v

~

Control Factors: Expository, Implicit, Short”™ T w T o

’ Reéoégize o B

1 This art1c1e describes
'the nesting and 1earning

| \‘, _ behaviors of crows.

f.v- : b where crows live

how crows.hatch and grow

.PnodUCe'f

-

1. fThfs art1c1e'ma1n1y tells that

~

A(crows nekt'and'the babies

2, “Ihis articTe;méin1y‘telTs

'Tvthat ‘

The nests are hard and the -

baby crows .




Rattlesnake!

A rattlesnake s, ta11 15 formed 11ke a stack of

- t1ny teacups ' Each cup 1s attached to- the next, and

each has three small bumps on 1t When the snake shakes,;

or "rattles,ﬁ 1ts ta11 (about flfty tlmes a second),A efl'

“‘bumps on one cup tap agalnst ‘the . bumps on’ the next cup
very rapldly Thls makes a sound ‘more llke a hlSSSS

than-a rattle ‘Like- most anlmals, rattlesnakes don't

" 0

"want to’ make trouble They would rather h1de than flght-

a dangerous enemy like a human But if someone happenS'

rto surprlse-a.rattlesnake, the snake w111 probably rattle'

with;alibitS'mightfh This is. the snake's way of saylng

"Stay backl" And if spmeone surprlses or frlghfens a

X

rattlesnake too much 1t ‘won't glve any warnlng {It will-

Just strike!

298
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‘fRattiésnake!
‘COntEOijactors: Expositphy, Implicit, Short

Recognize . ,] j S . Produce

. This passage ma1n1y te11s S ‘fl.. This passage main1y te]]s
how a snake shakes its taﬂ"" . ybu

t° warn its ehemies ‘1hA'ratt1eisnake'1S'not that
b. _snakes shake their tai1s ‘\;,f' '-harmfu] when it gets scared

' -.:because they are frightenedv- ' '_it pretects 1tse]f

c::"snakes shake their tai1s.

i) 'll. . N ‘ - . ' .
to sax Stay.hack-.a . 2. This passage ma1n1y te1ls ——

: you that

ratt]esnakes make their ratt]e '

'“?jl“"';-with there ta11
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An Interestrgg Story

s

A long t1me ago, the story goes, there‘lived a
i man called Lord Sandw1ch Lord Sandw1ch loved to sit .
jufor hours playlng games w1th hls frlends One day he
" was: so busy play1ng that he had ‘no tlme to stop and

'have his lunch . He ordered "some meat pressed between

. two pieces of bread " And so’ today a sandwich is called

-~

_;fa sandwich after the man who ‘invented 1t Coconut 1s‘_"
dVanother 1nterei?1ng word. A Spanish explorer found a ."
'bcoconut when  he ‘came to the Amerlcas He turned it ups1de»
i.down and not1ced three dots on the .bottom 11ke thls '.'

He thought 1t looked l1ke a funny face, so he called it

coco, wh1ch is the Spanish word for "funny, face."
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An Interestfng,StOry‘4-

- :‘-Con;noT'Factons:l~E*posffory, Imn1ibit, Short
iﬁﬁecdgnize .". ' ) Produce : : N Qﬁ’hee'Q
| T;'eTheibest fitle fbrhthié passage 1. Nhat 1s the best title for
' 55; . - this passage?
a. The Story Behfnd the Word. | | :
' _ " . What's Behind a Word?
b. Spoonerisms R S .
(::) The Many Meanings of a | ) , -.-”‘ B ; N R b
 Word. - o R ".71,}b o )
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‘U

Stand 1n front of a ‘mirror. Open;Your;mouthﬁ':Say ”ah?h;"

f" .

‘i’What do you see7‘ Your tongue. .

_ Your tongue 1s very 1mportant to- you It helps you chew
-andstallow food* And 1t has an even more 1mportant JOb It
helpsnyou talkl g g | A

Other anlmals need tongues too, even though they don t-
speak ‘Some: anlmalsfwouldn t have food if it weren't for thelr
'tongues.’ The1r tongues are their most important tool for
gettlng food. And they use the1r tongues to "handle" food as,
they ¢hew-and " swallow.‘ ﬁi-” : : Lo woo "

Tt
R

SR Snakes use thelr tongues to £ind prey, or anlmals to eat: .
“When' a snake fl1cks out 1ts tongue, the tongue plcks up - smells
‘from the air and ground When the- snake draws in its tongue,
it places the tOngue near two pits in the roof of ‘its mouth.

: These pits do. the same JOb ‘'your nose does——they smell thlngs
f-So thanks to’its tongue, a. snake can follow the .scent of an

, fanlmal .;.“~'

After a snake has caught its prey and has’ begun to’ swallow
it no° longer needs .the tongue. It Just SllpS its tongue into a”
“ocoverlng on the floor of its. mouth. R b _

Most anlmals' tongues are fastened %t the back of ‘the" mouth.
But the tongues of most frogs and toads and a few salamanders .
are fastened at the fronq' They can,shoot,thelr stic _tongues '
forward to catch 1nsects R ' FRT.

The stars of this - shoot1ng tongue parade are chameleons -Cy
Thelr tongues can reach a dlstance .as long as -their. body and
ta11 ’and even* longer’ Spy1ng an insect, *chameleon slawly
- moVes 1nto strlklng d1stance ~In an 1nstant the chameleon
1"21ps out its ongue, captures the prey ‘with the st1cky ‘tip, and -
pulls it back 1nto its mouth. When' not us1ng 1ts tongue, the
E chameleon bunches it up like'a Jack in- the box ‘

' The anteater ﬂbuld never .be able to satlsfy its g1ant .
appetlte for ants and termits. by plcklng them up one at a t1me
It has to get food “in k1ng 51ze amounts. Its tongue.helps.lt
do thls o o e R

. L . . v.m " - . . 0" .
- S RS
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When an anteater f1nds an ant or termlte nest 1t tears '
the nest apart w1th its sharp front. claws. Then it Jabs into .
the nest W1th 1ts Very long tongue The ;nsects st1ck_by_the o
hundreds! N S T L
They stick becausehthe tonguefiSfcqated_wiéhfgluelike'
saliva. . An anteaterls tongue gets a new coating of“saliva
every time the animal draws its tongue back into its mouth
Giraffe tongues are about as long as the anteater s. The*:
tongues of g1raffes are prehen511e. That means that they can
.curl thelr.tongues around leaves Then they pull thelleaves
Vfrom trees. . , | : |
Members of the woodpecker famlly capture their prey w1th
different types of slender hard t1pped tongues. One common
type of tongue is spear- shaped Woodpeckers use 1t to spear
large insects. - Flrst the woodpecker uses its b111 to d1g into
an insect's tunnel 1n a dead tree. “Then out comes the long
‘tongue It tw1sts and feels along the tunnel unt11 ZAP'_ it
stabs 1ts prey PR . '
- If you ve ever been 11cked by a cat you know how rough 1ts
tongue feels. The m1dd1e of a cat's tongue has short, fat,

- .po1nted bumps. The bumps help cats-lick meat off the bones of

”prey They also work 11ke the teeth of a comb when cats clean
themselves. ~ . we '

' Every an1ma1's tongue is de51gned to perform in a spec1a1
'Way, Next time you ‘see a tongue 1n actlon, take a reallyaglose
look at it. You w111 see how trlcky some tongues can be!
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. ‘TP'ICkl_Y‘ Tbngues"f Fa

.:‘CbnthTfFaEfors:

- Recognize - |
:1; The main idea of this- passage
,"'is;':

a. 'Tongues:can be tricky!

b. Every anﬁma] s tongue is -

,'<Jdesigned>to perfbrm in a
'specia] way. -

| @ '-Tongﬁes,a_re 1m’p‘ortant.“--..7

%

 Expository, Explicit, Long

-.ZProduce R - . Lo

‘

. what do you think the author

was trying to te11 you 1n this

passage?

)

How'important;your tohgue;is .

L e o ¥ DL SN S L NS LU W
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4Training:the Senses

Human belngs are the most curious of all creatures. -
We want to f1nd out about th1ngs 1n ‘the world around us.
The most common way to do this 1s to use our five senses.

: -These are 51ght hearlng, touch smell and taste.

But sometimes our senses may fool us with what is
called an illusion. " An 111u51on is somethlng that-appearshto
be true but 1s not.. There are some nights when;weican look
. at the moon ‘and be fooled. It seems to be close enough to
,',touch.i But we know_lt\l;s ma?-'thousand of kilomet_ers away.
Optical illusions are tfficks that our eyes play on us:
Motion pictures, for. example, are based on an opt1ca1 illu-
51on - The motlon p1cture Camera takes many still p1ctures,
‘one 1mmed1ate1y after the other But when these st111 pic-
-,tures are shown on the screen, they seem to be mov1ng This
is . because the pictures are flashed in such fast sequence.

People 1n hot dry places somet1me5 see m1rages. A
.common m1rage is the sight of what appears to be a pond of
water in ‘the middle of.the desert; ‘At -some. time you m1ght
have r1dden in a car. on a hot day and seen what looked like.
puddles in the road ahead. The puddles dlsappeared 4as you
came closer to'them.ﬂ Those puddles were mlrages .

Illus1ons‘and mlrages are not very common. Instead of
see1ng what is not there, most of us do 'not see everythrng
_that is there. Have you ever passed a tree many times with- -
out really seeing it? The tree had no special 1mportance to
you. - Then one day. you "saw" the tree for the f1rst time.
Perhaps it was in bloom. Or maybe its leaves had changed

- - 4 o . > lige a0

“from ‘green: -to- orange. TR "‘=,”--‘ Tt Tt e e R

‘ - roes

Another time, perhaps, you_were. readlng a bdok and sud- ‘
.denly reallzed that . Someone was. ta1k1ng to.. youaor calling --- - -
your name. “‘Whern wé concentrate, or thlnk ‘hard ‘about some-‘f""
;thlng, we. sometlmes do noet not1ce other thlngs., We learn

A*-to shut’ out sensatlons that“we do not want to notlce or do’

‘not"- understand ‘Sometimes we learn to shut-out‘SO'much.that'
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we become very poor observers. -

AL college professor once arranged to have a tr1ck
played on his students Halfway through hlS class, two
,people ran into the room, one aftér the other. They had-

a short, furious argument. | o

Then the two people ran out of the room and back to
‘the hall, The students heard a noise that sounded as if
someone had been hurt. Then the professor. told his students:
that the two people were actors. The whole scene had been
staged He asked the students to tell ‘what they had seen.
and heard What did the persons look lxke9 What clothes
did they wear? - What had they.sard? How - long,had they-

“argued? o o

The students d1d not agree on the detalls Few of
them were near the truth, That day they learned that most
people do not observe very: closely : Even—eyew1tnesses are
not always sur€ of what they have seen. -

But people can traln the1r powers of observatlon to a
remarkable degree. An orchestra- conductor' S ‘trained ear
can pick out the sounds of each 1nstrument and hear wrong

| notes. People who repalr cars know what to lxsten for when
they hear a car engine run. A doctor learns many thlngs
~about persons who are ill by looklng at their eyes,’ down
‘their throats, and . at’ their general appearance.' For news-
paper reporters, police offlcers, and many others, learnlng
to observe carefully is an 1mportant part of their Jobs
Perhaps you want to be an: artlst - If so, 1t is 1mpor-
tant for you to v1ew thlngs carefully,. Look at the trees in J‘,
“‘the’ sprlng How many shades ofdgreen do you see?‘ In w1nter,
take a good look at the snow: Is it always ‘pure white? =
You- can: traln yourﬁears to hear many sounds. .Sit on.
“thé front steps of your home - £lose your. eyes. Llsten to o
the sounds round you Try to separate the sounds you hear
What do you want to find out about. thlngs? The world
is round you,. ready for you to observe it. '
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o Tréinfnggﬁne,senseS‘l

Cbntrol‘FabtoLs: 'Expository, Explicft}’Longe

| J-RecogniZe B
| 1. The sentence that best te11s
| what this passage 1s about is
a. The most common way to do
this is to use our five ;'
senses
| b;"Optical i]]usions are trwcks
',1that our. eyes p]ay on us.

’-Tne Aworld is,round,yqiu, '

ready for you to observe it.

.Produce

_ 1fg"This passage 1s main]y abouts

"that humans are the most -

- curious ‘of all creatures

. - The sentence. that best tells
whai this’paSsage is about
is . - ’
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‘But sometimes our senses ‘may .

'-‘foo1 us’ with what is ca11ed ‘

an 111usion
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BatS"_"

When you thlnk of ghosts and w1tches, do you also
vfthlnk of. bats? Many people do" Maybe this 1s because
. bats 11ve 1ni§ark places and are act1ve at n1ght 4
Most bats are harmless, but they re feared because
V‘few people know much about them | |
How many bats 11ve on earth? Bllllons and)bllllons

and b11110ns' There are more bats than any other mammal
except rodents And they live’ almost everywhere' ‘Sc1enf_'
tists have found about 850 spec1es, or k1nds, of batsh
in almost all- parts of the world ~ But most bats live:in h:
the tr0p1cs,' . o : » |
~_  What do bats eat?. Nearly all North Amer1can bats d1ne
on insectS‘i But there are frult bats- that eat flowers,
frults, nectar and pollen - Some bats feast on other
.anlmals' blood Others eat flsh small mammals, and b1rds.

Bats"' feedlng hab1ts may be harmful to people.-.For
example, in the troplcs, certaln frult bats cause large,
losses to farmers Vamplre bats may spread the dlsease of"**
rab1es when they bite llvestock But more often than not
‘:bats are helpful Some of’them polllnate flowers , OtherS»‘
eat large numbers of 1nsect pests | o ;__ | |

Can bats really fly” No matter where they 11vev all
‘bats’ have one th1ng in common They are the only mammals
that fly |

- A bat's wingsfare thin, leathery, elaStic'pieces of

R T
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iﬁéhsk1n that«stretch between 1ts body and 1ts arms and :;”

S @
. E RSSO -

(Lflngers You—ean<get'an 1dea Df what thls skin’ 1s 11ke

'Spread the thumb and f1rst flnger of your hand . Use the i

) flngers of your other hand to plnch-the double layer of

hi-skln that 1s stretched th1n That sk1n is 4 11tt1e 11ke

"a bat s w1ng -_only the bat's w1ng is- much blgger and

. 308

.Hdstretches from a11 1ts flngers to 1ts body, back, and talll

Aﬁb bats b11nd? No, they are: not The saylng "bl;nd

ias a bat“ 1s mlsleadlng.- Most bats have good eyesf@ht

'Tbbut they don t use thelr eyes to hunt or fly at nlght

recholocatlon.z They use echoes.tq andwﬁooduand to av01dw 3?*

'fflying 1nto thlngs 54H41e"dark In a sehse, bats "see"f

c

y WIth thelr ears * '. - :v'_‘;', v «rJ_ . LR

How do bats know where they are g01ng7 Bats fly by"

Whllegflylng,-a'bat sends out sounds from its mouth or

“nose. These are short, hlgh squeaks | Batsvcan hear theseo o

v£are trapped or handled and they*may,blte,

sounds,-butfmost~hUmans_cannot.

' These sounds bounce off?objects Then the sounds echo'

;back-to the bat's ears. The bat's bra1n Judges the echoes

qdickly._ At onCe the bat knows the slze and movementse
of’ an. obJect and how far away it is. _ |

Do bats fly into yOur ha1r9 The be11ef that bats 11ke‘
to swoop 1nto a person s halr in 1ncorrect But a bat maybv
fly close to your head and that may frighten you

Although most bats won't hurt you don t-handle them

L1ke most w11d anlmals, bats can become frlghtened 1f they '

:;Some;batsﬁhave¢}_'
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' rables, and you can catch th1s dlsease 1f you are bltten
.hby such a bat " | _ | |
Are bats unclean? No, bats have a musky smell but
hthey are nbt‘uncleanvr A bat spends t;me every day washlng-
"1tse1f w1th 1ts tongue LIt also grooms 1tself by comblng
1ts fur w1th 1ts toes | _
'f What do bats do- durlng the day” Trop1ca1 fru1t bats
sleep in, trees durxng the day, hanglng by their toes. |
Most- North Amerlcan bats roost 1n dark places .CaVes make.
‘good roosts for large bat colonles espe61ally'ln:the' .
winter. | | | |
| Where do bats gp 1n the w1nter? Durlng the w1nter
T?;many ﬁorth Amerlcan bats mpve to warmer reglons‘where 1nsects‘f“
;”gjﬁare st111 actlve., Other bats h1bernate, that means. they
vap~take a long w1nter S - sleep. Bats hlbernate in, placeS‘i\
j'such as caves where they are protected from harsh w1nter
weather. N - o
| ‘_Dnring‘hibernation a'bat's body processes slow down,
“andpthis'saves_ene;gy.y Its body temperature drOps Its
-breathing almost Stops. Durlng its w1nter long deep sleep,”a'
a. bat 11ves on the extra fat it galned durlng the late
summer. |
Why do.some peOple-like bats? They'reAsuch interesting
creatures' Who wouldn’t be fasc1nated by a harmless mammal

that flmes w1th 1ts hands, ?sees" W1th its ears, washes

‘hw1th 1ts tongue, and sleeps hanglng by its toes"




Bats
Control Factors: Ekpositorx,,txplicit,.Long '
Reéognize o | o fj,fvu .~ Produce.
1. What was the'author's maih'\ - 1. 'ThiS‘Story,mainly tells thatihf

“purpose in writing th1s story? ' |
'a('fTo tel] all ‘about the bat s . bats-are-strange.
T1fe cyc]e o B o o -

- 2. The best title of th1s .
C s, ___;_To answer severa] comnon o

: ; passage«would’be }v”; ?i'; '
quest1ons about bats _ '75 :
;-&;;“To show the reader how to : ST
. CTie e v Bats.
- care for a bat‘ ”Fjj R ERTE .
L.éi -‘Whieh-of - these statements about
the author is true?. o k
The author tr1es to correct .
some common mxsunderstandings )
aboot'bats; B
b, The author reaches the conc{os1on e ff;jﬁg"%j;'tf
| that ‘bats serve no- useful ‘ | ; : 2y
purpose. -~
c. Ths author clearly believes that '
| bats make house pets that are
Just as good as dogs.



Mother's . Don t Always Care R

Motherﬁanlmals don ¢ aIWays take care of thelr

- L

_-young Take the sea horse for example vThe male*sea_"

'horse has a- spec1a1 pouch on hls belly Ihe female '

7‘§qu1rts about 51x hyndred eggs FnEs. the pouch through

- Beling -

'han openlng at the top Then she sw1ms off Soon the

<

male's belly becomes fatter as the eggs begin to grow

Il

fFlfty five days later the eggs hatch a few dozen at a

t1me and’ the bables leave the pouch The -young sea

horses are able to care for themselves rlght away The&v

312

| statt to feed on. tiny-. sea creatures and’pIantst» They had f”:,;

better stay- away from the1r father though After all )

- that work he 1s hungry'and qumte 11ke1y togeat some of

them
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. .The tit]e that best describes ?
- fhe's

ZControl~Factors:

. b
-

’i,Réoognize '
tit]e that best descrwbes f

The

1“the

Cis:

. a..—

C.

. The
the

is}

is: ‘

- .. . o

Mothers-Don3t,A1ways Care

- - e
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Sea Horses

main idea of this passage

Sea Horses

'Car1ng for Themse1ves

'Staying Auay From- Father ;

oL

'Sea Horses ‘

Carfng for ThemseTves '

. .Staytng Away From Father

Eprsitory, Exp1idit; Short -

main 1dea .of this passage

Caring for Themseliesp- o

or

Staying Away From Father

titjgmthat.best«describes.j .

~main fdea of this passage‘ '

!

Produce

. bl

| and te11 bow your tit1e T
deseribes the main 1dea of

the passage.

Te e

Wy

"Desertrng parents The- parents '

1eav1ng there chi1dren

" :

2. The most 1mportant statement

~__1n this paragraph 1s

-after ali'that“work'he'wasf ,

_ hungry and quite 11ke1y to eat

some of them

- 313

1. write a titLg “for this passage o

A s aa e L eatdeeas

e b by Lk, s g ey s b g o




'Finding'out About Words

©

Nearly every word has a story behind it. The
7w0rd breakfast for example\_lsmmade:upAof two smaller.
7_words break and fast When someone fasts, “ 1t means he
vﬁf:or she doesn t eat Most peOple fast £rom bedtlme unt11
kthey rise in the mornlng : They break thelr fast when they
-‘feat breakfast Spoonerlsm 1s an odd word It comes from
‘the. name of the Reverend W. A. Spooner who often gotrhls
‘;words mlxed up If he wanted to sa;h';hay I show you to
,’your seat7" he mlght say 1nstead "May I sew you to your
sheet7"v When people m1x up thelr speech in this way, they

havet* made a spoonerlsm

314
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" Finding Out About Words

_ Control Factors: Expository, Explicit, Short

;‘Reéognize

1. .A title that best describes what

this passage is about is:

‘ Finding Outhbout Words
b. A H1story of the Sandwich

c. Funny Face

Produce

1."This;pessagefmaih]yesays that

some everyday foods have funny-' -

backgrounds L
2. Mrite a title that best ', -
describes what this passage s o

15 about

p o
P
I

The Inventors’



Ce How Chlmps and Bab1es Grow and Learn

Baby chlmps and human bab1es grow and learn in

o

'“fhdlfferent ways One sc1entlst ralsed a baby chlmp at

;fﬁthome w1th hlS own baby son,.Donald The two were“

'ditreated the same They played Wlth the same toys. They

bi>;were taken on walks together.k They were tucked 1nto bed

i g’ the same tlme. At first the ch1mp seemed to develop

Lyfaster than Donald. She was the flrst to follow orders

.T;like~"Come-here.V She was stronger than Donald _Sheg

~-cou1d use her hands and flngers better. But aﬁter many‘y
i”=months Donald began to catchvup He was the flrSt to

'1"Tstart draw1ng 1nstead of Just scribbllng Andfﬁbnald

'learned to do somethlng the Chlmp never learned to do -‘

jpronounce words and talk

“ .\;& -
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-Recognize : gfl | ‘ >Produce H |
1. A titie that best describes 5 :1;"hwr1te a title that best -
what this passage 1s about is: | | :describes what this passage
f'a. Chimps and Humans : o ',,15 about
o b.  Fast Learners . |
°; ;.}(:)4'Grow1ng and Learn1ng
in Different Ways |

'Boy.chi Fun

2. Write a title that best ,

SRR describes what this passage »

: 1s about

L ~“r."-\"Human Baby and a- Chimp and

how they grow o

;s;c write a title that best

describes what this passage

;"15 about

What humans -do but ch1mps

can' t

i
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-A Baker and Hls Nelghbour

) - PR kol \ ,‘..
soeem e w b z’

SR S

s .- -

-~“;w ane there was a«baker who worked very-hard v"Every~ T

P N

”nlght he baked bread and cakes, and every mprnlng he sold
e [ S S % v Aa o @ o e e e s

‘ them t6 “the townspeople The .baket “was r1ch Becauge he ‘.‘5377"f "

e e v ,_..'_‘_- FEROI
..

colJected aylotenf money.;”Now the baker had a nelghbor R
A:;who was a dlfferent k1nd of man. He dIdn t care about maoney.
- But he d1d en}oy the wonderful aroma of the freshly baked

_bread and cake.i Every day he stood outs1de h1s house and _

«!5. . & T

“smelled the dellcrgus bakery smells This made the baker

Jaﬂri C KRR ~"¢‘.\1~ wd R L L S

oan ry o f
A h{g s i

"I buy all the floﬁr and sugar and ralslns," the baker

g grumbled "Then I work hard all nlght bakIng “And’ what-
':happens9 My nelghbour enjoys all the good bakery smells .
':iwlthout paylng anythlng‘“ A o
. F1na11y the baker dec1ded to do somethlng.‘ He'went toA
his nelghbour.;”; | |
"You enJoy the aroma of my bread and. cake every day "'
‘ he sa1d : "Now you must pay " i‘
' he neighbour began to laugh He laughed so hard h1s
"nelghbours came, and when the baker repeated h1s demand for S
money, they began to 1augh too "The nelghbours told the1r
‘dne1ghbours and soon everyone in town began to laugh at the
’ baker They would go 1nto hlS shop and take a deep breath |
'and then ask the baker how “much they owed for the sn1ff The5i
| baker grew angr1er and angr1er Plnally he could stand 1t,:
1‘no longer. He. took hls ne1ghbour to court .,jﬁ { o _\A
- "The Judge w111 make you pay," the baker sald ‘"Thenl
you 11 stop laughlng’"



D -

The Judge llstened to the baker w1thout a sm11e .
e "Come to court one week from today,“ he sald to both

- ®

‘ men.v "And you N he sa1d to the nerghbour,:"brlng a bag

O

;3?w1th a. hundred gold coins ”i-ff B =
The next'week-the baker and h1s nelghbour came to court-
"G1ve the baker the bag of gold CanS " the Judge sa1d A
Sadly the ne1ghbour handed the bag to thé baker | ﬁNow count"'
‘the c01ns," sa1d the Judge ' . _ B |
- The baker was. only too happy to obey;"He.fpread ﬁh?-:;':;;'.ﬂ
'corhs’out on a‘table and counted them 9 N
' "They re all here," he sa1d happ11y _
"Good,Y.sa;d the Judge.,»"Now_return;the coinsrtef?our'v
nelghbour " o 4» | | | |
The baker was . surpr1sed and so was his nelghbour  The
;-.Judge stood up . . o _
”The case is . settled S he sa1d to ‘the baker "Your - . ".“—T\\
L nelghbour has smelled your bread and cake and you have touched a

“‘and seen hlS gold "



) this story 1s about 1s
. A'Baker'and Hts. Neighbon

b

c.

Justice §

Smell_and Touch ..

- o R ) 320
N A Baker and His Neighbor
| ‘Control‘Factors: Nanhative, Implicit, Long
Recognize Produce e .
This story mainly ‘x '*1. Hrite a tit1e that best
‘a., te11s how silly the baker was y‘ ' explainsnuhat this oassage
' exp]ains that you cannot make s about
.; _.someone, PG.Y ~f°_!' ."%ﬁcﬁag- with S T 1.,- e
I S o ‘A Baker and His Neighbor
pleasure to something that_is _ - _
yours, ; |
c;”.teaches that there 1s no difference .
between money you can touch and ' ‘
'aromas you can sme]] .
2. The tit]e that best explains what *
<
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K Tak1ng the Plung_

. Betsy s best chance ‘was freestyle She hoped that :

she'd swim in a s1ng1e event, not one of the relays, because R
she would -hate to- make>the relay ‘team iosé. < ;ﬁ __ih_

"ﬁ'v-ﬁ At’ last thé coach announced the freestyle slngle event

- "Marti C00per " : : : . IR

Betsy 51ghed softly She wouldn t be sw1mm1ng in that

event. Well, Marti's best time was 35 seconds,‘and hers was
only 38. 2 "Marti would swim freestyle 1n the. relay, too _
It was the -last event, and Mart1 usually brought the relay

.,..,tem o mctow_-w_;_;;- rm, T S AP R

. The Bay Slde team was good but the West Bay Rockets
seemed to be even better " They won the f1rst event ea511y

Then it was time for the n1ne- to ‘ten- year old g1rls‘ :
freestyle The starter shouted "Swlmmers, take your marks'"
Betsy wa1ted for the crack of the plstol——BANG' The swlmmers
‘hit the water ' - o ' '

Martl pulled ahead 1mmed1ately, took the turn at the .
pool 's end perfectly, hardly breakang the water, and was ‘: '
almost halfway back beiore her: opponent even began her turn.,b_i’lz
Martl swam the last three strokes w1thout a breath and ' |

A touched the wall. .They" had won' Now.they,were t1ed,,and A ,l
everyone jumped up, cheering. - - . J,‘ - -

Betsy clapped and yelled M"Yea, yea Marti'" But where‘
was Mart19 Betsy lookéed at. the pool and saw the coach helplng
her out, She was 11mp1ng ’ S o

"Coach," Mart1 sa1d her face wrlnkled w1th pa1n "it
~ hurts, M She p01nted to the calf of her leg : | . .

‘"You probably pulled a muscle," ‘the ‘coach sa1d '"Slt.;-"
down." Then he looked up and sald "Betsy, you sw1m freestyle
in the relay "o . SRR KR

Betsy Just stoqd there, her face burnlng “Me’Swim7in"

the relay' Oh ‘no, npt whén it's thls close'" She saw the
other members of the relay'team standlng together and heard
- one of the girls ask, "Isn t there someone else”" ' ‘

e e



Before Betsy was ready, 1t was tlme.for the,relay‘7ff G
Four g1rls would swim two lengths each and each g1r1 would*f';?:k
'L sw1m a dlfferentxstroke'° Betsy would be las¢ sw1mm1ng“ '
Jfreestyle, and would have to catch up if they were. beh1nd
i‘or stay ahead 1f they were leading' : e e
ol The .gun. flred and Janet ‘was’ off She was leadlng'
“'She came back to the startlng block touched the wall, and
iKaren d1ved in.’ Karen swam w1th powerful strokes, but the
‘ g1r1 from West Bay was even faster and stronger and came.";ff_hi”
f:back to the block four, lengths ahead of Karen.. ;»‘ ' w -
&‘“f"°"“Then Pat%y dlvéd 1n, sw1mm£ng the butferfly She took'fhnﬁ-iw
"~ the turn two 1engths ahead of the West Bay sw1mmer, but- 1t '
vl was a bad turn and the West Bay swimmer was galnlng'* Betsy
'_cllmbed up on the block ready for actlon TR
Patty and Her opponent h1t the wall together and Betsy
dlved 1n. Her arms pqued strongly, her feet klcked 11ke N
a motor. She touched the wall, “made-a. beautlfulwturn -and R
‘raced. back.~ ‘She "wag’ almost at the flnash -and’ put out herr S
" hand. - She Had made 1t£ She 11fteH her “head" and saw the -« o .
" West Bay SW1mmer be51de her., The Judges checked th31r stopJfLJ
- watches. Betsy held her breath wonderlng 1f she had won.
o e . YWest Bayy 34“7 Bay Sidey 34.9,1 . - .
o Betsy felt tears welllng up in- her eyea%' Just two tenths |
~of a second ‘behind! She walked slowly towards the bench to
get her ‘towel, But the rest of the relay team was blocklng

she began S -,zﬂ,utw

©o her way ""T”m sorry——ﬂ_ Lo
| "Sorry?" Patty . said laﬁﬁhlﬁg . "Dldn t You see Your t1me9" s
'"But they won," Betsy sald.w "Thelr time was 34,7, ‘ :
"Sllly," said Karen, "you went from 38.2 to 34 9 3. ,',ﬁh”
' seconds off 'your best tlme!". - ' |
:-'"But Martl would have won it." S Ry
. "Marti!' s best tlme is 35 seconds'.-You beat that!‘pWa;tt

© till next week! We'll beat them. Right, girls?" "~
’ "Right!'"™ They put their arms around Betsv "Come on,'

dry off. We ‘can't afford to lose another champlon freestyler'" )

-
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v "":'”lllmp‘l 'I ci t -Long -

'_ _."'-}Pr‘oducef'" T

- '1 Nr‘lte a tftl?\which describes

-ithis story is ‘about" s what thfs story is ma‘in'ly

PO

. Betsy s teamates were proud of about R s e

o w her even though she 1ost the race

B T IR T e el «Q T-r\chntﬂ you- et 11=.b Mght» - ‘
- 'b. Betsy was accépted by” the ‘team when { - g STt

she proved that she cou]d swim o

| ‘ faster than her teammates.__ ‘ |
e Betsy did ot feeT 1~i ke a part"f_-" M o ; o

'w of the swim team because she | o |
doubted her own abﬂities .
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One day as summer was endlng, K111 went runn1ng 1n the l.”, .

hllls behind the camp. Hls long legs were grow1ng strong,

.', and he IOVed to stretch themvby rac1ng across the tundra., .
_ He leaped over ‘the last th1n.5nowbanks and thln rtvers ATERL T O
o runnlng down to the fjord below. .

Suddenly he fell. He tumbled over and- over, down a snowy

slope Scrambllng up, he found. that . one of his, legs had been_lv

twisted. ‘He- could st111 walk but had to move Very slowly
JKili 11mped carefully back towards home. S
He . returned very late. CKili was surprlsed and frlghtened
by what he found The camp was gonel ‘While’ he was struggllng
to walk home the Laplanders had’ struck thelr tents, rounded
‘up the other re1ndeer and moved on to some new camp51te
K111 was terrified. He had never been SO alone before,
" He- must flndpthe -herd before winter » Or how could heJllve \
through ‘the long dark months of snow? B
. For two days K111 followed the trail of the Laplanders
-But the herd moved fast, and Kili's injured leg made,wa1k1ng
dlfflcult
| Then the-snow'came It feil thick and cold and white,
causing the Laplanders' trall to vanlsh ‘Kili stopped and

- P,

looked in every directlon " He was lost and didn't. know where

to look for ‘his family. -~ But he knew he must set out. to f1nd
them ‘ ' ‘
' The snow grew deeper the days grew darker; and K111 s
*brown fur turned almost white to .match the worild round h1m

While he could he scratched holes in the snow’to graze on the

‘frozen tundra below Later he n1bbled at the bark of trees
and even tr1ed pine’ needles " They - tasted_terr1b1e,vbut they
‘were food. . .

Once when Kili happened on a long*dsmqoth slope of snow,
he saw people g11d1ng down the hill on- long, flat SthkS t1ed
to their feet The . people went terr1bly fast, and as soon as:
f:they reached the bottom of the hlll they went right back up’

7z
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o nearby_v,The g;rl reached into her pocket and pulled out a

B e T e SRt MO ST

P .

to~the top and startedxback down agaln One g1rl lost e

her balance on the stxtks and rolled over and ‘over 1n the
snow %he Jumped up, ‘laughing - and saw Killvstandlng~lﬂvrj
11ttle bag with half a’ sandwlch wrapped in it ~-She: heId
out the food, and Kili grabbéd the sandwich. and ran. The",
tlnkly sound of the g1r1's laughter followed him into the j
forest. ' ' '

.chased him across. the snow, wa1t1ng for h1m to . grow. t1red
But Kili had been running all w1nter, and hlS young legs

 were even stronger than those of the. wolves Gradually ‘
~ their howls- faded 1nto the dlstance and K111 ran .on, happy"
': that he ‘had grown so sw1ft '

' Then one day K111 found hlmself 6n a h111top, looklng
.down at a valley where the SNOW. was just beg1nn1ng to thaw.
A herd of reindeer was grazing on the new moSss. W1de tents

B . I
were‘scattered here and there,_and peopleulnsbrlghtucaps =

©

worked bes1de them .
Kili looked at the capt1ve herd to which he had’ once -
belonged “then - gazed over his shoulder at the wilderness"

of hills and lakes that he ‘had conquered that winter. Down .

at the camp were comfort and safety, but behind him was
11berty.- Spr1ng was comlng ‘to Norway,‘and K1l1 had earned

~ the rlght to enJoy the sprlng in freedom. ~

- Turnlng his back on the camp,_K111 sprang Joyfully
towards the: w11d dangerous life that he had been forced |
to face alone and that he _had learned to love:

That night he was followed by a pack of wolves 'The&

-
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* Control Factors: Narrative, ImpTfcit, Long -

'

Recognize

1."wh1ch of the fol1ow1ng tit]es ;-

Albest summarjzes what thjS'

| ste}y‘is'pbouf?L :'

a. I Don't Want to Be a :
Reindeer -

. b. What Every Reindeer

Knows
<::>'Ffeedom'1é'8est"

. ®

-

: Produce

l};-»write a tit]e that

what this story 1s

" he bpyzthat Tved

~winter

R

This ;tor& mostly te11sxihat -

e G et L T L

best SUmmarizes "' .

about

through

Et
.......

and Kiti had earned the right to

‘ enjoy the spring in- freedom
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The Faithful Dog = ' .« .

Once upon a t1me, a pr1nce had a- large, beautlful

. huntlng dag named Sam. Sam loved hlS master but most

.of all he loved the prince’ s baby son One day the -
»_.pr1nce called for Sam to -go huntlng : The dog just lay
‘down bes1de the baby and refused to move ' When_the

prlnce came’ home after the hunt Sam came ‘to the door

to meetahlm The dog was scratched- and bloody.; The, R

suartled pr1nce rushed to the baby s room _where he
saw that the cr1b was turned over on the floor @The
: prlnce grabbed a st1ck and ran. toward Sam 'Then the
.dprlnce saw a huge wolf 1y1ng 1n ‘a- corner of the room.
The wolf had been wounded in. the 1eg and was Very

f 1ghténed “The prince' S son-was playlng’happlly

.nearby.

327



- The Faithful Dog. = ..
Control Factors: Narrative, Implicit, Short
Recogniz | o - : vP.rodUCe | L
} ‘The ‘main idea of this story 1s S '1.” This story ma‘in]y tells you
‘ dogs are: 10ya1 and fa‘lthful © that _
Friends o . Same is faithful to his master
. b. dogs are strong and S '
_ protective . o 2. ‘What is the purpose of the
C. mati's senses are not as _ B ‘ ft"ltle?
deVeIopéd.,,é:s, dqg'.sﬁ sénses o S 'vTo get you to read the story
d.. wolves are v‘ery‘dangéro'u‘s R It also says Sam was a
- playmates | L fa1thfu1 ‘dog.
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) J‘*nrtle.e
- John sat down in the mlddle of the living room
He tried hard to hold back a tear, but is started.to. N
Toll down his cheek; His pet was gone and 1t was his
fault. He had. been careless His friend trled to
comfort hlm but John felt terr1b1e . The-boys"sat“
vtogether for a long whlle Neither one~said anything. - “‘; .
The room-became‘dim It was gettlng dark Suddenly .
John's frlend cr1ed "Look' That stack of papers is
mﬁVlng'" John ran over to the spot where the newspagers
were p11ed high. Just zt-that moment hlS turtle peeked
‘hls head out from between - the papers. Both boys laughed
out loud. John was so pleased to. see hls pet once ‘more.
‘He decided that he had bet;er keep a closer watch on

his pet from. then on.



<. Control Factors: Narrative, fmplicit, Shore

Recogniz | };5 : ‘f,'yf fﬁ7 "??'-. f; ,‘Produce B =
?_'] The t1t1e that best describes what 1 Hrite a t1t1e that best | N
this story was meant to te11 you "f' describes*«hat’%his StOﬁy S

- "v‘- . -

-!_cigalvr -Was meant to tell you

_ a. /TUrt]e flf-f' % R AU R
* Tm"g Care 6F Your. "et % .. 'Sadness’turns to happimess
The Sma11 TurtJe o RN . R




Lunch made me sleepy, so I curied up-to take a nap.:
W1th sleep came a wonderful dream. I was stretched out on

‘a 1ove1y green 1awn w1th the sun warmlng my body. Birds
were s1ng1ng ga11y overhead and 11tt1e yellow daffodllsv
: peeked out - through the grass I reached out to_touch”one——

~and- suddenly there was ,no sun, o : SRE . L
A heavy shadow had shut out’ the llght Somethlng '

I could do about 1t' : S

Soon I felt something»solld under my feet f could
move, but it was hard te’ stand My legs felt like, rubber
Where was I? r'>7 o ‘

.Cautlously, I stepped forward Ouch! - I bumped into

_- a wall I tried other d1rect10ns, but every tlme I h1t a.’
S wall Four walls and no door . - I was 1n a cell'i' . ‘
& Suddenly my cell started to rock I began to . feel 111’ .

Slt down, T told myself and thlnk' :
‘7 After several mlnutes, I felt some cold a1r from above

I 1ooked up . but- could see nathlng Where was the a1r comlng;
from’ Suddenly I. Knew: There was ‘no- roof on my cell'_]I‘f'J

had d1scovered d way out

,”fiasi.

- grabbed me and 1 crled out, f1ght1ng to get free It was no' L
" us I was’ trave111ng through space ; Thls wa§ no dream
_ Th1s was real "I ‘had been captured and there was/nothlng

Stepp1ng carefully towards a wall I attempted to reach“_'
the openlng I wasn t tall enough so'1 sat down' aga1n to R

th1nk The cell was st111 rocklng Maybe I dould throw :

’: myself agalnst one of the walls and t1p the cell over.

Agaln and agaln I rushed at the wall but I:flnally gave_up,
defeated SRR - RN _"'
Sltt1ng down I tr1ed to’ gather the energy for one

more try If that dldn 't work——Walt “the movement stopped'

A mlnute later I heard an- earthshaklng bang as T felt
‘a dlfferent motlon My cell was movxng up and down, not

back and forth. I couldn t keep my footlng as. I was bounced; S



. st111 there Then I notlced someth1ng else Near two of

"about There was a. cruel Jolt——and all was st111
I remalned in- a corner, wa1t1ng f arfully What would

ihappen next9 Whatever it was, I1d be ready Seconds later
- there was a. horrlble crunch and the wall nearest to me was ,'
~r1pped away Beyond\the.openlng, I could see a dazzland
11ght - o o :
-"Now s your chance," 1 told myself cautlously crawllng
to the open1ng At" f1rst I saw nothlng but a sh1ny wood
floer.. Then I saw them. , i T -
,‘ Feet" Glant feet' They seemed about to surround me, .
so I qu1ck1y retreated T could be ground to sm1thereens ‘
out’ there! Of . course, that's what they were plannlng—-that'
:ﬂwhy they made it wasy for me to escape' Well I'd fool
Athem, I wouldn t. move. : T, :
" No I couldn't stay I had to’ try ‘to get out ,
Once agaln I crept to. the openlng,,but the . feet were
the. feet four round posts - rose from the, floor The posts L
were topped by a thlck ‘Tow roof I eould easily squeeze -
['under it, but those- g1ant feet couldn't v '." e
'h_' I took a deep breath and moved qulckly Rac1ng out ‘of S
‘my cell, I -skidded under the thick: roof. 1 made it! My :‘“:;_%»
legs. felt like rubber agaln but I was safe for the moment..
‘ What would happen. next? 1 wondered I didn't have
long to wa1t however, for I heard’ volces hlgh above the -
. r-o_o_f . S - . o ,
- ‘ ”Oh Donald she's afrald of us'" . N
_ ‘"Well naturally,ﬂ came the: reply ' "That must have been .
a very frlghtenlng tr1p for such a 11ttle puppy ""”ﬁ o R

,\-\' -

S
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'_COntrollantors:h'Narrative;;Expficft; Longf : L
| o Recogn1ze ﬁ{??rff. p;_pi::,v ‘ ."d,‘;'lihProduce - N } _
f.*ffl Hhat was the author s main purpose p'1. _Hhat is: the main idea of this
| in writing this story? 7e~f C | "‘<story?
hn;a} 'To shdy how a puPPy shou1d be -\'Tfh”. v .

o y'treated when it first comes o o thA phppy 1s being taken to h1s

’_into a home '~ . ‘="'?.' f»Vggfnew home and. he is scared J._

| P;"To show how peop1e usually fee1yz”-;'- o | |
, f v:when they bring a puppy home ’
“ To" show how a puppy might fee@j'.lv
o ';’1f it were put in-a box and

. ~‘carried home by strangers

| &2.: What is the main 1dea of the story?: “ |
*f;‘}_d. A _Puppy shou]d be treated very . : e .h 3.;n, ) 8
o k1nd1y when 1t first comes tnto _:." p)fh: E
.'7 a home. ' o “ -
'7f" b People are very excited and happy
‘ when they bring a: puppy home
A puppy fee]s very fr'lghtened when
1t fs “put. in a box and‘carried home'

d_ by strangers



Mary'Jo‘s:Respnnsibility

‘ Every time Mary Jo saw a. dog, any dog,‘she W1shed 1t
: belonged to her. ' - : - S ""_Q”.“
’ .- " would. rather have a dog than anythxng else on earth "
§‘she said at ‘least ‘twice a week usually at the d1nner table.~
She often read the ads in the classifled sect1on under'"PetS'
. for Sg&e" out loud .to her parents. ‘ : .
'g good dog owner must take the full respon51b11ity for"

her -pet." said her. father. {_ o ‘ ‘

"I would be’ respon51b1e,"'sa1d Mary Jo RS

It looked as. if fate were on her s1de \A;new.pet shop<'
,opened in town. Lo S

She showed,her parents the b1g open1ng day ad 1n the df'
newspaper.; -She” read 1 "Spec1a1 fOr Thls Openlng Small

" lovable, mixed-breed puppies. Low price while they. lastin R

"Can't we go ‘down’ to see " the new pet ShOp? And the
7pupp1es’" ‘she begged . ,' ‘ T

L MATT right, Mary Jo ‘I thlnk y0u re old enough to take
_care of a puppy. U 'said her father. %
"OhJ"'shouted Mary Jo "Let's golm | ' | |

‘Z"They are oute," her: mother said.. They stood gazing down R

:dat.a711tt1e pen full ‘of puppxes in the ‘new . pet shop : .
| ',"Cute!" said Mary Jo. "They’'re: the sweetest creatures -
ever born in thls world!" | e ' '
B Her. father: Iaughed ~"Wh1ch one do ‘you want’"
G She barely he51tated One 11ttle furry baby had wobbled’
'7oyer to lick her flngers the minute she knelt be51de the pen
o "Thls one;, she _said. » : o

o 'The f1rst th1ng the famlly d1d when they got home_”‘
fﬁdwas to put newspapers all over the kitchen floor. Mary Jo -
j.turned a small table s1deways in the doorway so that the ;

puppy could not go 1nto -the rest of the house.__' s :
; SUItts only until you re housebroken,".she told h1m when.T"
he snlffed 1nqu1r1ng1y at the table. | ‘ ' ‘
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: Mary Jo named the puppy "Teddy" begause he looked SO~

B much 11ke a small teddy bear. He even. squeaked like oner,"

| “He squeaked and cr1ed——espec1a11y at nlght No matter

how cozy’ Miry Jo made his bed in the k1tchen, or how many

3 t1mes Teddy yawned at bedtlme, he always awoke as soon as.

the house was st111 He awoke and crled‘as if hls heart‘wy'

would break Mary Jo put an old toy dog in bed w1th h1m;

She’ hoped ‘he would’ th1nk it was a fr1end; But he d1dn t.

. Mary Jo’ staggered sleeplly from her warm bed to the .- .

-kltchen a dozen tlmes a nlght ‘ She talked to Teddy , She}ﬂ

"sang to)hlm. As long as she was there, he ‘was happy ~_As}f

tired’ as she was, Mary Jo could never feel angry w1th ‘him

because he was so Joyful each tlme she appeared at the kltchen

~ door and stepped over the table, ' o

_ But by’ the end of the flrst week she could hardly get , ‘

up dn the mornlngs " Everyone looked tired because, although '

N Mary Jo was ‘the one who got up to sodthe ‘him, Teddy woke

o the others with his piercing, Sad little cries. v

| Then one morning. Mary Jo s mother found her asleep on

the paper- covered floor._ ’ " o

' "Is this ever going to end?" Mary Jo's mother asked at g

vbreakfast "I don t remember ever hearing of any puppy |

cry1ng as many ‘nights as thlS one has. "; ‘ . :

v "I'm beglnnlng to. wlsh we -had - never seen that dog!" sa1d

her father wearily, ‘ : ' o L

| I'm respon51b1e, thought Mary Jo. vaeﬁgot to think10f‘

somethlng to keep- Teddy qulet R R . : ,
~ That afternoon -she went to the basement to get some old S

newspapers for .the- k1tchen floor {/,e sawﬂsomethlng thereip

_that gave her an idea. s '

| - After dinner that nlght she sa1d "You 11 be able to

sleep tonight. I've thought of a“way to keep Teddy qu1et "
"What is. 1t?"_asked her mother. . L
"You'll see," said Mary Jo She went down to the base- -

AN



o Her parents heard her lugging somethlng up the stairs .
.fIt was an.old feldlng bed ' : o : &

. "Itm 'going
h:housebroken and -

" Her. mother

, < "Why: noe?"
“thing that will

And it d1d

to sleep 1n the k1tchen unt11 Teddy 1s
can sleep in my room," she said. '
and father. Iooked at each other.- -

’sa1d her father. ' "That's probably the only
solve the problem "

Mary Jo thought I'm respon51b1e, as she

snuggled down. on the old’ bed bes1de Teddy s bed _And.Teddy ‘;i_ .
slept w1thout crylng once all nxght long! 5 e e

1y
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© Mary Jo's Responsibility

Recognize -~ -~~' | ~‘,'h1 Produce

1. Choose the sentence from-the story 1.
: that best summarizes all of the :
‘ detai]s 1n the story ) |
" ‘ Mary Jo thought “I'm, responsib]e";
| as she snugg]ed down on: the o]d
”.bed beside Teddy 3 bed
| 4, b.«.Mary Jo staggered sleepily ?rom o
-her warm bed to the kitchen a
o dozen times a nfght .
:c;"";‘m beginhing to wish we had never:
| seen that dog!“ said her father

-

wearily

'2;; Choese the sentence which best
| 'summarizes al] of the detafls in

‘fqthe story "3;

| a; Maﬁy -Jo. decided that having a (e

‘ puppy was too much bother‘ ..i
| ' Mary Jo 1earned,what it's er to

be- a responsibIe person

’c;__Mary Jo found out that keeping

‘a puppy quiet at night was quite : ;

a chore. L

fs .

The main 1dea of this story -
//
A gir1 15 respohsible for
her pet
.?ﬁg_
:4s '
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L]

The Flsherman and the Klng ER Chamberlaln

Once there was a klng who - would not eat a meal unless
it included a dish of fried fish. . 'His cook prepared the

ﬁ:%est food in the land. He served the klng tender meats,

+

‘tasty vegetables, and ripe frults " But if there were no

‘flsh, the king wauld angrlly leave the ‘table.

R One day a great storm began to blow Thé waters were
SO rough that people could not catch any fish. " The k1ng
would not eat his breakfast because there was no fried fish)
and he was: annoyed Lunchtlme came. There was no- flsh and

. the k1ng became angry ‘ D1nnert1me Came. Still. there was no

51gn of fish. The king was not desperate.
- He went out an announcement to the people of his land

""Anyone who can brlng me ‘a fleAW111 be given any reward

named " he said. v ]
' But the storm contlnued to,rage,_and the waters stayed

rough. Then at dusk a man who was flshlng from the shore :

' caught ‘3 fat and 011y fish. "He ran to the king's palace.

The guards saw thegflsh in the man's hand. ‘They threw
open the gates for him. Word. was passed that the flsherman
was to be allowed to reach the king’s. chambe 1ght away.
But. at the chamber door thezchamberlaln, orféggg’s assistant,
stopped him. ' A |

- "Promise me half your reward Then I will let ydﬁ in,"

.the chamberlaln told the man

"One-tenth," bargalned ‘the flsherman .
""Oh, no," said the chariberlain. "One half \aﬁh no less."
""Agreed " replied the flsherman. _ :

Happlly the chamberlaln told the. klng that a flsh had

‘arr1ved The - klng was thrllled - He seized the fish from
- the fisherman's hand and rushed into the ‘kitchen. “

After the fish was fried, the king ate it with hls meal}

Later he lay back hugglng hls(;ell f111ed stomach .
'"Flsherman " he said, "name your reward Do you. want . a

s priceless Jewel? Or do you w1sh a well- pald Job’ _Perhaps-u"



339
you de51re a treasure from the palace’" , .

"No, sire," replred the flsherman '“I,want‘juSt twenty.J
lashesuw1th your “céatie, " . u "m .
‘ "Twenty lashes!" exclalmed the king. "I offer you any -
reward you reqUest And you ask for twenty lashes!"

"Yes, sire. fﬁat is what. I- desire," said the flsherman

154Théh I w‘il do as you* ask," said" the k1ng And he

whlspered to his servant to beat the flsherman llghtly

"No,. 51re,ﬁ sa1d the”flsherman "Not so softly I

- want to be h1t hard ”1_ ‘;v-'

. - The k1ng was tr ate u -
use more strength After the flsherman had been g?veg 1

'o"‘.'

_lashes, he: jumped: away B s _
"Were you hit too hard?" the king asked. - ‘: R
"No, 51re," explalned the flsherman "But the other ten

_lashes are your. chamberlain's share "o : : .

| The chamberlaln then ‘had- to tell ‘what K@'had done.' But’*

he. pleaded "My lord, I _asked for half of’hls reward, not:

his punlshment " o o -
"But this is my reward, and notnmy punishmeni;ﬂ'argued

. the fishérman. O o
| - The king was confused He -went for hls W1se daughter ‘
the prlncess, to come "She w111 decide ‘the case,? sa1d the :
k1ng ‘ ;‘

' The prlncess arrlved and 11stened to the men. Then she
said, "My lord, the chamberlaln and the flsherman were part-
‘;wners in a bus1ness - They agreed to share the reward. But

.in a partnershlp, the agreement to share does not mean to |
'd1V1de only the rewards. It means that galn and loss, suc-
cess and fallure are shared Reward and punishment are also
to be shared:® ' . '

' The - klng accepted hlS daughter's. dec151on He ordered

%,_hls servant to give the chamberlaln ten good lashes. Then

the king sa1d to the chamberlaln, "Greed does not pay. You
will leave thls palace and the flsherman will be the new:
chamberlaln " ‘ . '



Thg'Fishérméh and_the King's Chgmbef1§1n o

Control: Factors: Narratiye, Explicit, Long.

-

Recognize

1. Chgpse the title that gives

‘the moral of the story

, ,a‘. Easi1y Fbo]ed ,
- ﬂ The Fisherman and the
| ‘King'S'Chaﬁbéf]ajn '

el Justice for Greed °

"Produce -

.'ITeT1‘in your own words what

you

{ bhink the ora'l of thfS' .
' story | :

Every dea] has 2 sides to it;
. (a. bad and 3 good ).

340
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T Lily

L11y sat down 1n the bus She closed her eyes for
a moment and thought about her mornlng As she got out : e
;3of bed, she had tr1pped over one, of her" shoes When .
ishe was getting dressed, she had pulled a button off
her new sweater At breakfast, she had spllled her
glass of milk, At least -she had arr1ved at‘the bus
Stop on t1me. "What a day", she thought Suddenly, .
_Lily stiffened' "Oh no!", she cr1ed out She reached
-rfor her 1unch bor It wasn t on the seat or under the-
seat e1ther She would be w1thout lunch today She_'
haﬁ'left her - lunch box on the table EVeryﬁhlng had

,seemed to have gone wrong for L11y this Monday mornlng'



Control Factors:

Recognize .

RN

'fn this passage the author 1.
te]]s you that

Everything had seemed to .

go wrong this day
b. _Li]y closed her eyes - for‘
a moment and thought about
her morning

c. Haste makes waste

—Nafrative, Exp1?cit,_5hort

- Produce

After reading the story, you

_can conc]ude that

that Lily did not have a good

'mornihg or»probably jn”sohOOI

| somethihg-else-might'happeh'

s

The most important sentence 1n

the story is

Everything had seemed to have

‘“fgone wrong for Lily this =~

‘moﬁhﬁhg

‘because 1t tells why the

writer wrote the story.

S
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. o h'» Ant.

A thirstf ant went to the bank of'a river to get

a drlnk and was carried away by the strong current ‘A-;w'
'dove that was perched in a nearby tree saw what was :
happenlng She dropped a leaf in the watér AThe'anti
climbed on it and floated to the bank Shortly afterwards
a b1rd catches crept up to the tree He"™ 1&1d a trap for. ;fhnfrd”
'the dove who was. st111 sltt1ng in the branches. The-ant_'
saw the man's plan and bit h1m og the foot Hls cry. of fA
pa1n warned .the dove of the danger, and she flew off
So you see, ;hankfulness w111 always find a way of

showing 1tse1f ) R S



BRI

P .

" Control Factors: .

Narrative, ExpHci

-.-;“revea'l the mora'l of ‘th"is

q; ". should be gratefu1 | fab'le wou‘ld be

._'..‘-_can always finda way" to}} pax ',

L '-back :a';"=1gcod deed e

vfléﬁ-,f;fshould not r‘yiato’wcatc" :doves
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. ‘There are’ 4 passages.. Please read: €ach’ passage: carefuITy

’fﬂAfter you_ read the. passage, gfve the best answer that‘you can, o
.to the question asked _ Lo
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Once upon‘a.tlme,'a prlnce had a large, beautlful*;;
’{huntlng dog named Sam Sam loved hlS master, but most
:hjfhof a11 he loved the pr1nce s baby son.ﬁ One day the |
“‘i?prlnce called for tam to go huntlng The dog just 1aydii:31
" down bes1de the baby and refused. to move.’ When the |
'Ipr1nce came home after the hunt Sam came to. the door;-

" to meet hlm. The dog was scratched and bloody _ e'ff
v”startled prlnce rushed to the baby 'S room, where he:n
'isaw that the ¢rib was turned over on the floor.( The 1
Uprlnce grabbed a st1ck and ran toward Sam. Then the 1:
'hfprlnce saw a huge wolf lylng 1n a corner of the room.;_;;
The wolf had been wounded in. the 1eg and was very .
o fr1ghtened.: The prlnce s son was playlng happ11y A;'
nearby R ' N SRR

B ES
X

L BT L : R

. wdhms anaverychmgenuw pfpmwmesifx." o L T

.‘.man s. senses are not: asdeVEIQped as dog s senses AT 5';@{3 -
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- Mary.Jo‘sjkesponSibiiitY‘J'

o Every t1me Mary Jo. saw a dog, any dog, she w1shed 1tp{~""'d%w
r'belonged to her | L o | -
' "I would rather have a dog than anythlng else on earth "'if

wshe sald at least tw1¢e a week, usually at - the d1nner table

' She often read the ads 1n the c1assxf1ed sect1on under "Pets

'-‘.for Sale" out loud ‘to’ her parents.y

"A gOOd dOg owher must take the fu11 respon51b111ty for

vd‘_her pet." ‘said her father

'd"I would be respon51b1e " sa1d Mary Jo. , :
It looked as if. fgme were on. her 51de.. A new pet shOp

E opened ‘in town

o . She showed her parents the b1g openlng day ad in the
'-newspaper. She read: "Spec1a1 for. This Openlng Small
;*lovable, mlxed breed pupples.‘ LOW/prlce while they last'"

' "Can't we. go down to see the new pet shop? Anfﬁthe
-‘pupples’" she begged ‘ o T f*' :

| ""All rlght Mary Jo.v I th1nk you.re old enough to take~'
'vcare ‘of a puppy." fsald her father. : : ‘

| "Oh{" shouted Mary Jo :-"Let 'S, go!" .

_v-"They are cute,ﬁ her mother said They stood. ga21ng down A
“};at a. 11tt1e pen full of pUpples 1n the new pet shop.;' . '
’ "Cute!" sa1d Mary Jo.- "They re the sweetest creatures

:-5ever born in thls world'"

Her: father laughed '"Wh1ch one do you want’" ,

-She'- barely he51tated " One . 11tt1e furry baby had wobbled
.over to llck\her flngers the mlnute she knelt bes1de the pen
| - "This one," she said.. . et T
Sy The f1rst thing the famlly dld when they got home '

"was to put new5papers a11 over the k1tchen floor. Mary Jo
:turned-a small table sideways in the doorway so that the
~ puppy could not go lnto the ‘rest’ of the house.' _ SR
R "It's only until you re housebroken," she told h1m when .‘f -
‘d]he snlffed 1n%2k£1ng1y at the table,;i'ﬁ,.f, \$7// ' o

- . i -
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Mary Jo named the puppy "Teddy" because he looked so .

‘:Tmuch 11ke a small teddy bear. ‘He. even squeaked 11ke one.

s He squeaked and cr1ed——espec1a11y at nlght No matter

"3how cozy Mary Jo made his bed’ in the kltchen, or how many

. times. Teddy yaWned at bedtlme he always awoke as soon” as-
,"the house was still. . He awoke and cried as 1f his’ heart
“would break , Mary Jo put an old toy dog in bed with' hlm.
She hoped he would think it was a frlend :»But he d1dn t.
) Mary Jo staggered sleep11y from her warm bed to the
k1tchen a dozen times a night. She talked to Teddy She
.sang to him. As long as -she was there, he was happy UAs‘___'
) wtlred as she. was, Mary Jo coul‘*never feel angry w1th him
v7ibecause he wig 50 Joyful each t1me she appeared at the kltchen
. door- and. stepped over the table.v S o,
L But by the end. of the - flrst week, she could hardly get
-up in: the mornlngs. Everyone looked tired because, although
- Mary . Jo was “the one who got up to soothe h1m, Teddy woke

‘3';the others w1th hls p1erc1ng, sad 11tt1e cries.

.,

» Then one mornlng Mary Jo s mother found her asieep'onf‘
"the Paper covered floor._j.' : S L : .
) - "Is this’ ever go;ng<to end?" Mary Jo's mother asked at .ﬁﬁgjg
breakfast. "I don't reMember ever hearlng of any puppy I
'fcry1ng as many nlghts as thls one has," ' - R
_ "I'm beglnnlng to wlsh we ‘had never. seenfthat doglﬁasaid;»
Ar.her father wearlly.,.v . ~ U 'ff L :'“,FG
.,' | I'm respons1b1e,.thought Mary Jo.,.vae:got,to'think;of"f
'something to keep Teddy qulet ' T p' R ,
' That afternoon she went. t' fhea asement to get some old y“
'_'newspapers for the’ k1tchen floo “he saw someth1ng there
Aithat gave her an 1dea.nl Lo ‘--74 . IR R
o After dlnner that nxght She sazd '"You'll be able to. .
'.sleep ton1ght Ttve: thought of. a way to keep Teddy qu1et "
"What is 1t’" asked her- mother. ' s L
"You’ll see " sa1d Mary Jo. She went down to the base—

lment, L
e

T

Lowl
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. n_'”ﬁf Her parents heard her 1ugg1ng someth1ng up the stalrs
: \It was: an. old foldxng ‘bed. : R IR

-’"I'm g01ngh

e'housebroken and

“f7h;_,¢ Her mother
h:_,, "Why not?"‘
 »th1ng that Wlllﬁ

And 1t d1d

to sleep 1n the k1tchen unt11 Teddy 1sv;f‘f“ .
can sleéﬁ in my room,"'she sa1d .

;and father looked at, each other X .
'sald her father. "That s probably the only

solve the problem "o S
Mary Jo thought I'm reSponsible, as she

‘ dsnuggled down on the old bed be51de Teddy s bed. And Teﬁdy };
hslept wathout crying once all n1ght longl .t_,_,‘ A

2 'In’thts passage the author mainly tells you that

N




- ’I'IfI

,mouth feels dry.. The only thlng you can think about is" a

s tall glass of 1ce cold water - Well, you are not -alone.

12

The day is hot Beads of sweat cover your face. Your

'_uPeople have been thlnklng 11ke thls for ages And they have |

‘-been d01ng somethlng about it, . o
' Some ‘ancient people cooled the1r drlnks w1th ice or;
*snow ‘The Greeks thought that ice. cooled the body: and- made
it more. active Wlthout ice, they thought, a person became'r

lazy. R1ch Romans spent a_lot of t1me -and money to have o

1ice durlng thelr hot - summers Slaf@s were sent up 1nto the

7mounta1ns There they packed ice and snow 1nto straw- |
~ covered wagons Then they_hauled(the.wagons back t’ the1r
f_masters. e R e - ¥

In Egypt there are few mounta1ns and the air is always

hot. 'So’ ‘there is almost no- 'snow or-ice. But .the. -ancient
,~Egyptlans had other ways ‘to cool drlnks. Flrst they bolled
'}water. Then they 1eft it all night. in clay vases to cool
In ‘the mornlng they wet the out51de of the’ vases.3 They ‘
"placed the vases in deep plts 11ned w1th reeds.ﬁ The reeds

and. clay kept the heat . away from the water Thls;allowed.the'

Egyptlans to have cooﬁ@ﬂrlnks for many days , :
In some parts of the world there 1s more than enough

ice in the winter. The problem in- the past was how to save-'

"th1s ice through the summer . oo 3 :
‘In the early Unlted States, George Waih1ngton used to
have. "1ce harvests" Washlngton wou1d cut blocks of - ice

‘ffrom the ponds near: ‘his ‘home at: Mount Vernon.. Then he stored

';1t in his 1cehouses It stayed as 1ce for months..ﬁ e
Byfabout 1950 many people 1n the Unlted States were

_wcollectlng 1ce. It ‘was,. needed not only for coollng dr:nks' -

;Qbut fozakeep1ng thlngs from spoil1ng Butchers, flshermen,

.hand farmers needed ice.. It kept thelr gOOds fresh befm‘e.._,':.u,‘.~

}belng Shlpped to market and wh11e on’ the way there too.
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Much gg the ice came from parts of the Hudson R1ver
quome also” came from the clear lakes of the Northeast end
: of Canada ' _ e o :

As soon as the ice . in these areas reached a certaln f!
.'thlckness, it was cut into blocks A horse pu111ng a cutter
'h(that is, a bar w1th sharp steel wheels) ‘was drlven acrossz
‘the frozen part of the water " The wheels cut back and forth

'“)guntll large blocks had- been carved out,

Next workers w1th ‘axes cut the blocks loose F1na11y,
ﬁthe blocks were floated to the 1cehouses on: the shore o
" The f1rst 1cehouses 1n the Unlted States were made- of

" “wood,. Thls ‘was fine when the ice was taken away in horse-
“drawn’ wagons, “But then rallway lines were bu11t to-haul the

“ice. The wooden houses became dangerous and had to be

'-;replaced The 1cehouse owners feared that sparks from the
';tra1n englnes would set the ‘wood on f1re ‘So br1ck houses

-were bu11t They cost more, but they were safe. .
. ‘The br1ck ‘buildings had: double walls and th1ck roofs

'Zh“Workers stacked ice blocks in the houses They left space

between the b10cks This kept the- blocks from me1t1ng

{,together The 1ce ‘stayed 1n the houses unt11 it was needed f’”

It could be held there even in the summer.j - :
» ' Much of ‘this iceé was shapped to tr0p1ca1 countr1es
..Flrst it was moved by train to. port cities. . There it Was'

"~ loaded. onto-shlps and packed 1nto t1n boxes covered with

J}'sheepsklns Weeks later, the sh1p would dock. Then people
'prould enJoy the rellef of a cold dr1nk on a hot day

~

;f QT? In this passage, the author mainly tells you that
. a. There are many ways to keep drinks cool.

.-b.’.Throughout history people have tr1ed to find ways to save 1ce
- “through the summer et :

"jc._ The first 1cehouses were created 1in Canada
d. .On -a hot day a coo] drdnk 1s very refreshing

352



;{ Baby chlmps and human bab1es grow and 1earn in
:dlfferent ways One sc1ent15t ralsed a- baby ch1mp at.
'home w1th hlS own baby son, Donald The two were
treated the same They played w1th the same toys. They
'were taken .on talks together.- They were tucked 1nto bed

" at the same tlme. At flrst the chlmp seemed to develop
faster than Donald She was the flrst ‘to, follow orders
lxke "Come here " She was strenger than Donald. he'

| could use her hands and flngers better But after many

' ‘months, Donald began to catch up ‘He was - the f1rst to j;wlfff'ﬁi.
: start draw1ng 1nstead of Just scr1bb11ng And Donald
learned to .do somethlng the chimp never learned.to do -

_pronounce words and talk A f",ﬂi': C ]

4, :In'tﬁisipaSSage,‘the aﬁther’mainly~te113jyou that

R

2
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Once upon a time,-a'prince had.a large, beautiful d
' huntlng dog named. Sam Sanm loved hlS master, but most
of all he loved the prlnce s baby son One day the
_prlnce called for Sam to. go huntlng. The. dog Just lay
down bes1de the baby and refused to move. When'the_ R _id.
_;rlnce came home after the hunt Sam came-to‘the'door '

' to meet him The dog. was scratched and bloody Thef_ | d': Y.:d
.startled prlnce rushed to the baby 8 room, where he _\'\‘ ‘
saw that the cr1b was. turned over on the floor '~The
prlnce grabbed a st1ck and ran toward Sam Then ‘the
| prince saw a huge wolf 1y1ng in 'a corner of the Toom.
The wolf had been wounded in the leg and was very
frlghtened ‘The prince's son waS‘playlng happlly

nearby.

(4

1. In‘this passage,-the author‘mainly tells you that , o

;

P
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1 . .o

EVery time Mary Jo saw a dog, any dog, she w15hed 1tv
_belonged to her. ' IR :
"I would rather have/a dog than anythlng else on earth, "
7she sa1d at least twice .a week usually at the dlnner table.
She often read ‘the ads 1n the classmfled section under "Pets
for Sale" out loud to her parents ff N . oo o
: "A good dog owner must take the full respon51b111ty for L
_her pet " said. her father _ L
' _ "I would be respon51b1e," said Mary Jo o
: It looked as if fate were on her side. ~A new‘pet Shop:‘
opened in "town. ' '

‘She showed her parents the big open1ng day ad in the
newspaper She read: ‘"Spec1a1 for This Openlng Small,
1ovab1e, mlxed breed pupples. Low prlce wh11e they last!"

“'Can't we. go down to see- the new pet shop? And the
A'1pupp1es’" she begged. . SRR ,

"All right,’ Mary Jo. I think you're old enough to take
care of a puppy." . said her father. '

‘ "Oh!' shouted Mary Jo. Mlet''s gol" :

“They are. cute," her mother said. They stood ga21ng down
at a little pen full of puppies in the new pet shop } |

'"Cute'" said Mary Jo. "They 're the sweetest creatures :
ever born 1n this world!"™

" Her father laughed, d"Wh1ch one do - you want’"
_ She barely hesitated. ‘One little furry baby had wobbled
over to: lick her flngers the mlnute she knelt beslde the pen.v'
. "This one," she said. o

"The first thlng the famlly did when they got home
was to put newspapers all over the kltchen floor.. Mary Jo
turned a small table sideways in the doorway so thgt'the b~
puppy could not go into the' rest of the house. ,

- "It's only until .you're housebroken " she told h1m when-'
he sn1ffed 1nqu1r1ng1y at the table '

e .
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Mary Jo named the Puppy "Teddy" because he looked ‘SO
much like a: small teddy bear He ‘éven squeaked 11ke one. _

He squeaked and cr1ed——espec1ally at night. No matter”
how cozy Mary.Jo made his bed in the k1tchen, or how many
times Teddy yawned ‘at bedtime, he always awoke as soon as . .. .
the house was st111 ~ He awoke and ‘cried as if his heart
- would break. Mary Jo put. an old toy dog 1n bed W1th h1m.
 She' hoped he would thlnk 1t was a fr1end But he d1dn t.

' ‘Mary Jo staggered sleeplly from her warm bed" to the'v”
k1tchen a dozen t1mes a nlght She talked to - Teddy She
.sang to hinm. As long as she was there, he was happy._.As
t1red as she was, Mary Jo could never feel angry -with hlme Sl
-because he was .so Joyful each time she appeared at the kltchen .
‘door and stepped. over the table.hd‘ S T e

But by the end of the flrst week ‘she” could hardly get
up in the mornings. Everyone looked tired- because, although
Mary Jo was the one who got. up to soothe him, Teddy WUke'-
the others with hls p1erc1ng, sad little Cries.’ B

Then one mornlng Mary Jo° s mother found her asleep on
the paper covered floor. ' ‘

R

L

" "Is this ever golng to end’" Mary Jo's mother asked at.
breakfast. "I don't ‘remember ever . éearlng of- any puppy E-l .
. crylng as many. nights as thls one has ol : - fff}juh‘

"I'm beg1nn1ng to w1sh we had never seen that dog'" s.zai'd."-"v'.'l

_her father wearlly S P ‘»nea_x oS
I'm respon51b1e, thought Mary Jo Ilye got toythinktof
somethlng to. keep Teddy qu1et _;*_ . I .wl ' |

That afternoon she went ‘to the basement to gef some old :-'
?newspapers for the kitchen floor ' She saw somethlng there
' that gave her an idea. @ .- S : J o ,
After dlnner that night she said, "You'll be able&to’;iv'_'//{
._sleep tonlght I've thought of a way to keep Teddy Qulem w |
' "What 1s it asked her" mother. . . , : e N
J "You'll see,? sa1d Mary. Jo.f She went down to the base-‘
ment. '
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R nThe day 1s hot Beads of sweat cover your face Your
“'.mouth feels dry._ The only th1ng you can thlnk about is: a""..__
'F_"tall glass of ice- cold ‘water. Well you are n?t alone.jdfkﬁ‘hg’[f‘
'hg‘People have been th1nk1ng 11ke thls for ages And they have jf:
ﬂfy_been dolng somethlng about it. "*v.'.; S L
Lﬁ ' Some anc1ent peOple cooled the1r drlnks w1th 1ce or B
7f;snow., The Greeks thought that 1ce cooled the body and made

Tfflt more actlve W1thout 1ce; they thought, a person became\

"dplaced ‘the. vasesil'

"lazy R1ch Romans spent a lot of t1me and money to have
Tflce during thelr hot summers. Slaves were sent up 1nto the
mountalns There they packed 1ce and snow 1nto straw— oo
ff;covered wagons. Then they hauled the wagons back to the1r
"VTmasters..:u ":¢ P _'. S ,‘- N : n'.. ER
f In Egypt there are few moUntalns and the a1r is- always L
‘hot, - So there 1s almost no snow or 1ce But the anc1ént _”'
g}iEgyptlans had other ways to cooi drlnks First they bo11ed
"5ewater.. Then they Ieft Lt a11 nlght 1n clay vases to cool
hnIn the mornlng they wet the out51de of the vases.~ They

bf-and clay kept the heat away from‘the water.z Th1s allowed the
: ;Egyptlans to. have cool drlnks for many- days;-«7"-} ‘ B
R nc some parts,of the world there 1s more than enough
‘flce 1n the' w1nter., The problem 1n the past was how to save
'1,thzs ice through the ° summer. R T -

o In the early Unlted States, George Washlngton used to _
fhave "1ce harvests'A$ Washlngton would cut blocks of ice o

,\ o e

.adeep Pltsv11ned w1th reeds.' The reeds *T\'ﬁh'?

'ffrom the ponds near‘h1s home at Mount Vernon.: Then he'storedfﬁf~*5)
it 1n hls 1cehouses.. It stayed as 1ce for months.f?"ﬂfh.ﬂt“efylﬁ“

| . By about 1950 many people 1n the Unlted ‘States: were
T'collectlng 1ce._ It was needed not only for coollng drlnks
fibut for. keeplng thangs from 5p01l1ng.w Butchers, f1shermen,_
" ‘and- farmers needed ice. . It kept the1r goods fresh before
fﬁbelng shapped to market'and wh11e on the way there, too.<

ERSEE



Much of the 1ce came from parts of the Hudson Rlver.‘“"'v
Some also came from the clear lakes of the Northeast endv:
of Canada. ST _g S ’f e "M”‘. PO

| As soon as. the 1ce 1n these areas reached a certaln-,

”Aqith1ckness, 1t was ‘cut 1ntp blocks A horse pulllng a cutter

(that 1s, a bar w1th sharp stegl wheels) was dr1ven across _
the frozen part of the water The wheels cut back and forth
unt11 large blocks had been carved out h If R » S
Next-workers w1th axes cut the blocks 1005e., Flgally, A
the blocks were floated to the 1cehouses on the shore e f/=A“'M
The flrst icehouses 1n the Unlted States were made of [};;LJ“
wood Thls was f1ne when the 1ce was taken away 1n horse- 'wd‘
drawn wagons But then ra11way 11nes were bUIlt to haul the f
‘ffic . The wooden houses became dangerous and ‘had to be' S
replaced The 1cehouse o“ ers feared that‘sparks from the
tra1n engrnes would set the wood on. f1re. So: br1ck houses
were bu1lt.; They cost more- 'ut‘they were safe . T

Workers stacked 1ce "locKSﬁinitheﬁhouses. They left Space -L;yﬂﬁv

between the blocks T' 1k°‘t;the blocks from meltlng .-'},_,

“J‘together., The 1ce stayed 1nﬂvhe houses unt11 it was needed S

:.~ltﬁi‘uld be held there even 1n the summer.u._, ’

fj“jm :Much of thls ice was Shlpped to troplcal countrles
Fé&st_1t was moved by traln to port c1tles.i There 1t was :
loaded onto shxps and packed into tin boxes covered w1th ,.; E
sheepsklns., Weeks later,_the shap would dock Then peOpleTFfff*ﬂ‘

would enJoy the re11ef of a cold dr1nk on a hot day.;,;. |

”‘Aai~¥xf.:'
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5months, Donald began to catch up He was the flrst to

a;vstart draw1ng 1nstead of Just scrlbbllng, And DonaId

*“j-pronounce words and talk

4 . T AU 45=‘ S
Baby ch1mps and human bables grow and learn 1n

‘kf?home w1th hls own baby son Donald The t"° were

dat the same t1me/ At f1rst the ch1mp seemed to develo

......

| 7{faster than Donald She was the f1rst to follow orde:s '#fﬁf

'Jﬁ;:llke "Come here.?r She was stronger than Donald She

,,d1fferent ways One sc1ent1st ralsed a baby chlmp at ,ghf;;fil"‘

"dktreated the same.v They played w1th the same toys._ Theyf;fﬁhf{n~f

bhﬁwere taken on talks tOgether.‘ They were tucked 1nto bed@ff'fo¢j7

fcould use her hands and flngers better. But after many df:ﬂ Sl

'ddflearned to- do somethlng the chlmp never learned to do -fffviukl 1

; | 4, In thlS passage the author malnly tells you that. CEAL ;l_fkfdifff1:gk713*5



:t‘TDirections to Teacher-_jf,nf [f@;}*** R

Please a]low each student as much time as 1s necessary to :  }ﬁ’
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f ff7a moment and thought about her mornlng

f:nfof bed, she had‘trlppe

B TRNS
sl

L11y sat dowh 1n the bus. ‘ghe closed her eYes forifjfff‘

ffAs she got out

”;ffshe was gett1ng dressed, she had pulled a. button off

“inher new sweater. At breakfast, she had sp111ed her
:',?glass of m11k At least she had arrlved at the bus

:'*¥St°p °n!t1me .:"What a daY";'She thought Suddeniy, _f;“? s

iiiﬂLliyfﬁflffened" "Oh no'"p'She crled out She reached

w

"‘for her lunch box.; It wasn t on the seat or under the

_seat e1ther She would be w1thout Iunch todagtﬂyShér“

'1ffhad“ieft her lunch box on the table.: Everythingihad

'\OVer one of hwr shoes., When _fﬂf@,ifﬁ&ﬁJﬂﬂf

jiseemed*to have gone wrong for L11y th1s\?onday morning! _ i};gfff"f



Betsy s best chance was freestyle She hoped thaf {7"
‘ she d swim’ 1n a s1ngle event; not one of the’ relays, because o
“;ﬁsheiﬁf_ld hate ‘to- make the relay team lose.,',j,n-.-“.‘»- ~;{5;f?:V
_f“‘ At last ‘the coach announced the freestyle 51ng1e evenR i
""Martl COOper.",' f R Sk N T A
' Betsy 51ghed softly She wouldn't be sW1mm1ng in that B
event.‘ Well Marti's best tlme was .38 seconds, and hers was
' only 38,2, Martg would swim freestyle in the’ relay, too.‘gg, A
It was the 1ast event and Mart1 usually brought the: relay. 4;.35',ff A
team to v1ctory ' i 1\* - IR : . “‘*‘"'~1=f“"m‘”
- “The Bdy S1de team was good but the West Bay Rockets in.?ﬁ
‘h'seemed to be even better. They won the flrst event eas11y
Then it was tlme for the nlne--to ten year old g1rls' ] ,
freestyle.l The starter shouted "Sw1mmers, take your mar] s(" e
.Betsy wa1ted1£”? the crack of the plstol-—BANG' The sw1mm7%r,'.%g/2
h1t the water. AT S T e N R
- Mart1 pulled ahead immedlately, took the turn at the. ‘\
pool's end perfectly, hardly breakzng the water, ‘and: was S
_almost halfway back before her opponent even began her turn.
Mart1 swam: the last’ three strokes w1thout a breath jﬁ' :
’ touched the wa11 They had won! - Now they were t1ed and *';f‘ u;ht\
T everyone Jumped up, cheerxng ”Ql,‘n“gu“ B IR HE ' &
o : Betsy clapped and yelled *"Yea, yea Marti!" ‘But where
: was Martl’ Betsy looked at the pool and saw the coach help1ngw;
her out‘ She was 11mp1ng.‘ ','» T ' ‘u - ,.'“'“ .
'v' "Coach L Martl sa1d her face wrlnkled w1th pain '"1t‘f“,;*l EZT
: 'yj';" ‘She p01&%ed to’ the calf of her leg. . R e
i ;quou probably pulled a muscle,",the coach sa1d '"Sat San
B fdown;Y ‘Then ‘he: looked’ up ahd sald "Betsy, you swim freestyle;}[iﬁ“:ff
3¢‘1n;the relay. -}>~. s -7‘ : S : k ,_,,L,-,g},'*ffff;
hjv”n‘ ‘ n1ng = "Me swim“in. .. e
th& relay! ‘wyose!" She 'saw the e
thér members of the relay team standing"together and_heard :@fpbifgcﬁ
one of the glrls ask "Isn t there spmeone‘”' : I

Cos

B
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Before Betsy was ready, 1t was’ tzne for th nelay.‘ ;ﬂ g
"Four glrls would: swim. two 1engths each, and each g1r1 would
‘“*ﬁsw1m ‘a. dlfferent stroke Betsy would be last, sw1mm1ng
inreester, and would have to catch up 1f they were behlnd
-«or stay ahead if they were, leadlngl . SRR
The gun f1red and‘Janet was off She was . leadlng'
- She came back to the startlng block, touched ‘the’ wall,. and ‘
Karen ‘dived 1n.v Karen swam- w1th powerful strokes, but the h'“
7” g1r; from West ‘Bay . was even faster and stronger and- came
. back to. the block" four lengths ahead of - Karen.a_ EO
Then Patty dlved in, swimmlng the butterfly . She took
'qfthe turn two lengths ahead of" the West Bay swimmer,‘but it A“ ,
“was a- bad turn and the West Bay sw1mmer was gain1ng! ‘Betsy _5,:"
'4'c11mbed ‘up on: the block ready for act1on.‘;’ SRR ‘ ; R ¢
'} Patty and her Opponent hit the- wall together and Betsy SR |
d1ved 1n. ,Her arms pulled strongly, her feet klcked like: . -
a motor. She touched the wa11 made a beautlful turn, and .
"”race back She was almOSt at the finlsh and put out her o
“ha d. She had made it] She 11fted hor head and, saw the . o
‘”gest Bay sw1mmer'besade her. . The Judges checked the1r Stop-‘
‘[watg S. Betsy held her breath wonder1ng~1f she had won. i
- »'"West Bay,\34 7, Bay Slde, 34 9. .
«7 Betsy felt tearS'welllng up in. her eyes. Just two- tenths
of a8 second beh1nd! She. walked slowly towards the bench to
get her towel.n But ‘the rest of the relay team was blocklng
her way "I'm sorry——" she began.. s e -
"Sorry?" Patty sa1d laughlng..i"Dldn’t you see. your t1me’" T

ot At g n e el gm e o

}"” "But they won,? Betsy-sard "Thelr time. was ' 34 7. "~:ff%;#‘h’jf
) f*“5111y w- sa1d Karen you went from 38. 2 to 34 9 —\3.3"
»;seconds off your best tlme!" f”a'nl._ - ;,;,uf_ ff.:,.‘

3 "But Martl would have won It " e ; :
"'”‘"Mart1 s best t1me 1s 35 seCOnds!"You beat that! Wa1t

f?tzll next week! We'll beat them.? R1ght, g1rls?" R
- "R1ghtl" They put the1r arms- around Betsy ' "Come on,;_;i'a* A
ﬁwdr% °ff We can t afford to lose another champlon freestyler'" fh.ff‘M




2. Tn this passage the author mairily tells you s
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T Lo Ty _
. Stand in front of -a mirror. . Open your mouth. Say - '
"ah- h " What do you see? Your tongue.

M Your tongue 1s very 1mportant to you. It helps you
Zhew and’ swallow food. And it has an even more 1mportant
“job. It helps you talk! : ,'J: kN L o h'.

Other anlmals need tongues too), even though they don t |
speak ‘Some anlmals wouldn t have food if it .weren't’ for
the1r tongues. Thelr tongues are the1r most;lmportant tool
- for. gettlng food And ‘they use their tongues to "handle"
food as they chew and swallow. T e

Snakes usekthelr tongues to- f1nd prey,’or an1mals to
eat. When a- snake f11cks out its tongue, the’ tongue plcks A
up smells from the a1r and ground When the 'snake draws in *_-gfr
its tongue, 1t placed the ‘tongue near. two p1ts 1n the roof B
~\of its mouth. . These p1ts do the same Job your nose does——they

smell thlngs. So thanks to its- tongue,,a-snake can follow B
the scent of an anlmal , : S

After a snake has caught 1ts prey and has begun to
swallow, it no longer needs the tongue. It Just slzps its:
tongue 1nto a coverlng on the floor of its- mouth "

Most anlmals' tongues are fastened ‘at .the back of the
‘mouth ~But the tongues of most frogs and toads and a few.f:_ 4
‘salamanders,are fastened at the. front'- They;cangshoot,thelrff‘x

‘sticky tongues forward to catch 1nsects. | R B
_ The stars of this shootlng tongue parade are. chameleons.'
The;r tongues can reach a dlstance as long as their hodv and
_ta11 and)even longer' Spy1ng an’ 1nsect ‘a chameleon slowly
moves 1nto str1k1ng distance. In an 1nstant :'the. chameleon
z1ps out its tongue, ﬁtures the prey with the st1cky t1p,__”_
; aqg pulls it back 1nto 1ts mouth When not u31ng its® tongue;ﬁ o
the .Chameleon bunches it up: 11ke a Jack in- the box.

. The\anteater would never be dble to satlsfy 1ts glant“
appet1te for ants and termltes by phcklng,mhem up one at a:x

1 . . . . ) A r,_v.

a
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time. It has to get food in k1ngd51ze amounts. Its tongue

zlhelps it do this. : . . ot

h‘can curl the1r tongues around leaves. “Then3they pu11 the

with' dlfferentptypes of—slender,.hard t1pped ‘tongues.,
xcommon,type of tongue is spear- shaped Woodpeckers

When .an anteater f1nds an ant or termlte nest it tears

. the’ nest apart with 1ts sharp front claws. Then it jabs.
’1nto ‘the nest w1th 1ts very long tongue. Th#-insects&stick o
’by the hundreds! ‘ L . f', S

They stick because the tongue is: coated W1th glue11ke
sa11va An. anteater S tongue gets 8 new’ coat1ng of sallva

,every t1me the an1ma1 draws its* tongue back 1nto its. mouth.

. Giraffe tongues are about as long as the anteater s T
The tongues of g1raffes are prehens:le That,means,that:they

.leaves from trees, ". S

¥ Members of the woodpecker family capture the1r P ey

%_tofspear”largejlnsects._ F1rst the woodpecker uses 1ts b111

"its ‘tongue feels.'
-fat, pointed bumps

{way “ Next time you see a tongue in actlon, take a really :
‘%close look atoit. You w111 see how tr1cky some tongues canf -
- bel '.-}~j S e o : L o

' 'j_b._gan1mals tongues are designed to perform 1n spec1a1 ways

. c.
f~;;;drj%tongues may be responsib]e for an anima]‘s death

to.dig'intogan'1nsect's tunnel in-a dead tree. ' Then out v

' comes the iongjtongue. Tt twists and feels along the tunnel

)

unt11 ZAP!’ it stabs 1ts prey i ‘
TOIf you ve ever been 11cked by a cat you know how rough
The m;ddle of a cat's tongue has short
The bumps help cats 11ck meat “off the
bones of prey. QThey also. work 11ke the teeth of a comb when
cats clean: themselves.5 o f SO .
Every an1mal's tongue 1s designed to perform 1n.a speC1al

*»

In this passage the author ma1n1y telIs you that\
'1-a,,iyour tongue 1s very 1mportant *u." ' o

;ffmost animals tongues are. fastened at the back of the mouth



j':and fast When someone fasts, 1t means he or she

i Breakfast has a story beh1nd 1t._ The WOrd T

abreakfast is made up of two smaller words, break

doesn' t eat Most people fast from bedtlme unt11
-‘they rlse in the mornlng They break thelr fast

when they eat breakfast | Spoonerlsm isan odd word

'“It c0mes from the name of the Reverend W A Snooper,__i“' .
who often got hlS words mixed up If he wanted to- f. frx’..;

say, "May I show you to your seat9" he mlght saf' s

'”_1nstead "May I sew you to_ your sheet7"F When people'

_mrx up the1r speech 1n th1s way, they have made a B
~spooner15m “ o _LV't: 5” f-" | | :
4. 'gn this passagelthe authbr‘mainlyiteilsfyou3that: i o
A:v '-..‘ A .'-’ ./.
/.
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complete the test. e S o
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Directions to Student.sa,

There. are 4 passages >P1ease read each passage carefu11y

“After you read the. passage, giye the best ‘answer thag you can, - ;ﬂtﬁ“ o
to the question asked S . ;\\\ i R
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y R » w
I N
N ‘Lily sat down in theﬁbus She closed her eyes for
: a moment and thought about her mornlng : As she got out(
of bed .she had trlpped over one of her shoes.f When
‘she was gettlng dressed, she had pulled & button off
her new SWeater. ‘At breakfast, she had sp11Led her
. glass of mllk‘ At least she ‘had arrlvez\h,t:”the
S

‘stop. on t1me : "What a day";:she thought Suddenly»
f:L11y stlffened'i,"Oh.ag'" she orled out. She reached

for her lunch box. 3 wasn' t on the seat or under the
*cseat elther She would be w1thout lunch today She"
: had left her lunch box on the table.A Everything had

1
Seemed to havé’gone wrong for L11y thls Monday morn1ng!

1. 'In'this passage'the?author.maihlk-teiis-you that: .

.\' T el . . © s - ‘ :
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: Betsy s best chance was freestyle She hoped that’.

" she would hate ‘to -make: the relay team lose R S

. ‘event.

fIt was- the last event;
.team to v1ctory

4

- Betsy wa1ted for the crack of the plstol——BANG'
‘hit the water. - fa '

. e

‘,down o

the relay"

one of the g1rls ask,

'seemed to ‘be even better

ffreestyle

'»At laat the’ coach announced the freestyle 51ng1e event:
\ .

,"Martl Coqur e T}v - '¢v>»4 S /“

She wouldn t be sw1mm1ng “in that
Marti's ‘best t1me .was '35 seconds, and hers was
Mart1 would sw1m freestyle in the relay,

‘Betsy 51ghed softly
- Well,

only 38 2. too.

and Mart1 usually brought the relay

Thp Bay S1de team Was good but the West Bay Rockets -
Théy won the f1rst ‘event eas1ly
.Then it was ‘time for the n1ne- to ten- year -old g1rls'
"The starter shopted "Sw1mmers, ‘take your marks!"'.

The sw1mmers

Mart1 pulled ahead 1mmed1ate1y, tobk the turn at the

pool's end perfectly, hardly breaklng the water, and was

almost halfway back ‘before her opponent even began her turn

_Martl swam the last three strokes without a breath and
'~=touched the wall.

They had won! and »

Now they were.tled,
> ‘ : :
everyone Jumped up, cheer1ngf =
"Yea, yea, Marti'" ~ But' where )

" Betsy looked\at the pool and saw the coach helping

. Betsy clapped and- xelled
was Marti?
her out. She was 11mp1ng.

. "Coach," Mart1 said, her face wrinkled w1th paln

"it .
hurts. " She po1nted ‘to the calf of her leg.
""You probably pulled a muscle," the coach said. "Sit -

Then he looked up and said, ”Betsy, you swim freestyle

in the relay " ' ‘
" Betsy Just stood there, "Me swim in

Oh no, ot when it's thls closel!"™ She saw the

other members of the relay team standlng together. and heard

her face. burning'“

"Isn't there someone else’"7

*

312t

'Jshe‘d sw1m din a’ 51ngle event,,not one of the relavs, because £



L

: | AT 33
o ooNX 7 ' | | | '
Before Betsy was ready, it.was t1me for the relay
FOur glrls would swim, tso lengths each, and each g1r1 would ‘
_swim a dlfferent stroke. - Betsy would be last sw1mm1ng
'freestyle, and would have to catch up if they were behlnd
 or ‘stay. ahead if they were leadlng' :
h Thevﬁun fired and Janet was off. She waslleading'
She came back to the .starting block, touched the wall, and
Karen dived in.. Karen swam w1th powerful J‘il:'rokes, but the
g1r1 from West Bay was even faster and’ stronger and came
back to the block. four lengths ahead of Karen.
‘Then Patty d1ved in, sw1mm1ng the butterfly She took
the turn two: lengths ahead of the West Bay swimmer b&%”
was a bad.turn and the West Bay §W1mmer was ga1n1ng' Be;sy
_c11mbed up on the/ﬂdock ready for action. - - \
~ Patty and her opponent hit the wall together and Betsy
_d1ved in. Her arms pulled strongly, her feet kicked like -
a motor. She touched the wall, made a ‘beautiful turn, and
‘raced back. She was almost ‘at the flnlsh and put out her
hand. ‘She had made 1t! She lifted her head and saw the
" West Bay . sw1mmer besrde Her. The judges checked their stop-
,watches.‘ Betsy held her breath, wonder1ng if she had won.
"West ‘Bay, 34.7, Bay Side, 34.9," . _
Betsy felt tears we111ng up in her eyes. Just two- tenths
of a second beh1nd' She’ walked slowly towards the-.bench to
get her towel. But the rest of ‘the relay team was blocklng %

-

her way. "I'm sorry—" she began _
‘ V"Sorry?" Patty said laughlng "D1dn t you see your t1me7";
"But they won," Betsy said. "Their time was 34 7."

_ ‘ "Sllly," said Karen, "you went from 38 ‘2 to 34 9 — 3.3
Lseconds off your best time!"
"But Marti would have won it." .
"Martils best time is 35 seconds! You beat that!  Wait
till next week! We'll beat them. Right, girls?" /
| "Right!" They put their arms around Betsy. '"Come on,
dry off. We can't afford to lose another champion freestyler!"

h
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2. In thls passage I:he author mamly tells you that:

B ‘a-o

swmmlngcanbeadangeroussportu-‘ : o

. acceptance by others may depend on how well ‘you perfom

taking a chance can’be worthwhile.

| Mart1 was a better sw:mner than Betsy
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Stand in front of a mirtor. “Open'yQuflmouth;vaayn o -.
"ah-h." What do'you see? Your tongue. ' ' ‘

Your -tongue is ,very 1mportant to you. It 'helps you
chew and swallow food. - And #t has an even more important
job. It helps you talk! ‘ | L A

- Other animals need ton es too, even though thﬁ bn 't
ve f od if it weren'tfor
st 1mportant tool

Speakf Some. animals wouldn' t h
their tongues. Their tongues are their
- for getting food. And they use their tongues to "handle"
‘.food as they chew and swallow. " . _
Snakes use their tongues to‘find prey, or animals to
eat; When a snake flicks out its tongue, the tongue picks
" up smells from ‘the air and ground. When the’ snake draws in _
1ts tongue, it placed the tongye near  two p1ts ‘in the roof : Q
of its mouth., These pits do the same job your nose does—they L
smell thxngs.\ So, thanks to its tongue, a snake can - follow -
., .the scent of an animal. | "
- After a snake has caught its prey and has begun to
:éallow, it no longer needs the tongue. It just slips its
ngue. 1nto“a covering on the floor of its mouth. B
Most animals' tongues are fastened at the back of the
mouth. But the tongues of'mOSt’frogs and toads and a few
salamanders are fastened at the front! They® can shoot- their
st1cky tongues forward to. catch insects. . '
The styrs of this’ shootlng tongue parade are chameleons;
Their tongues can reach a distance as long as their body and
ta11 and even longer' Spy1ng an 1nsect a chameleon slowly
moves into striking distance. 'In an ‘instant, the chameleon
zips . out.its tongue, captures the prey with’ the.ﬁtlcky tip, . P
and pulls it back 1nto its mouth.. When not using ‘its tongue
the chameleon burtches it up like a Jack in-the-box.
The anteater wouldvnever be able to satisfy its giant
appetite for ants and termites by picking them up one at a

\ a . : . . @



time.. It has to get food in k1ng 51ze amounts, Its tongue
helps 1t do thls o ‘ '
' When an anteater finds an ant or termlte nest,

the nest apart

-
.

with its sharp frOQ\‘claws. Then it jabs

into the nest with 1ts very long tongue. The 1nsects st1ck
by the hundreds' : : BRI : e
They stick because the tongue 1s coated w1th gluellke\

sa11va. An anteater S tongue gets a new coatlng of sa11va

every time the

an1ma1 draws 1ts tongue back into its mouth

G1raffe tongues are about as long as the‘anteater S.

The tongues of giraffes are prehens11e
- /can curl their
leaves from trees.

tongues around leaves. Then they pull'fhe

’ ) : . - Pl

Members of the woodpecker family: capture the1r prey

w1th d1fferent:

common type of
to spear large
to dig into an
comes the long

types tof slender, hard- tlpped tongue's. ,Onel

tongue is’ ,Spear- shaped. Woodpeckers use it
insects. Flrst the woodpecker uses its b111
1nsect s tunnel in a dead tree. . Then out
tongue. It tw1sts and feels along the tunnel

until .ZAP! it stabs its prey.

If you've

ever been 11cked by a cat _you know how rough

its_ _tongue feels. The middle of a cat's tongue has short,

fat, pointed bumps. ~The bumps help cats lick meat off the>”‘"”
They also work ‘like the teeth of a comb when

bones of ‘prey.

cats clean themselves.

1t tear§

That means that_they‘

376

Every animal's tongue is des1gned to perform in a spec1a1‘
way. Next time you see a tonguw in act;on, take a really
h

close look at it. You will see

be!

b

3. In this passage the author mainly tells you'that:

ALY

\

thow tricky some tongues can’
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Breakfast has a story behlnd 1t The word
| 4' 7breakfast is made ‘up of two smaller words, break\\ ;
. ‘: \anﬁ fast When someone fasts, it means he or she <::\J‘ o

| ‘doesn t eat  Most people\fast»from bedtlme until -
o - they rise 1n the nornlng They break the1r Tast

wher Y ey eat breakfaSt' §§oonerlsm is an odd

..wofd It comes from the name of the Reverend

'\.

W. A. Spooner, ‘'who often goq his, words m1Xed up. ‘
£ If he wanted to say, ”May’I show you to your seatz"

”he mlght say 1nstead ‘”May I sew you to.. your Shée;?"v

_When people mix up the1r speech 1n.thls way, theyrh

: .

have ‘made a spoonerlsm R g

“

[¢]

4, In this passage the author malnly tells you that

a; words always have comp11cated‘or1g1ns

t

b. words are d1ff1cu1t to understand

_C. -spoonerlsms were named after Spooner who always
'nuxedtnnlus words - o .

d. nearIy every vord has a story behlnd it
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SFRATEGY: CUEING ON PLOT AS EXPLAINED
o ~ BY SUBJECT 21

R: Te11 me‘gveryth1ng you can remember about hﬁ:/you found the main \
| idea. o f L | |
~Sé$:. 0K, how I found the main 1dea? Ne]], in the beginn1ng it was”
- | ta1k1ng about how this g1r1 rea]]y, rea11y wanted a puppy and. o’
B 11ke, she d ta1k about it every week and espec1a11y.about at tb
| supper t1me And so 1t told me that it was going to be about
" how this g1r1 wanted a dog and how she S probably go1ng to get '
one, but she m1ght have SOme troub]e And that s what ma1n1y
lpopped 1nto my ‘head when I began reading the story : “
' -ﬁ: When that popped 1ntb your head when you began read1n§ the ‘
| story, " how did you use it as you read .the story to help you
. figure out the main idea? A
S28: 1 used that...l cou]duunderstapd more what she'was-trying to
get to whem she was talking to her‘parents and how‘she kept
on c1rc11ng ads and telling her parents about them and when a]l
of a sudden a new pet shop opened and they said how the Tittle.
puppies were really sweet, 1ike really Tow in price. She Just
had to go see them. And then finally her parents agreed. And
T thought | weil they' re getting somewhere now. )
Rﬁ OK. And t ‘hen what? You thought they were getting somewhere,
but then how d1d you get from there to finding out what the
story is all about? R .
S28: The story was a]] about how the g1r1 wanted a dog and when they |
 were go1ng to the pet shop I thought, well she's probab]y going

\



N

) to get one now, not even th1nking about the other. things that :

"o could happen I thought she s probab]y going to get a dog

R:
spg: "

«°

R:
$28:

And then, I kept on read1ng, and then I found out that her
parents dec1ded that they ‘thought they were cute Ahd then
Mary Jo sort of - put on a th1ng 11ke "we11 they' re the cutest‘
th1ngs I've ever seen"‘and stuff And then if she did get a
dog, T thought well let; 'S see what hdppens about how her
parents are go1ng to act towards the dog in the house a
How did that quest1on hﬂ]p you with your answer?

0K, they got the puppy, brought it home, and her parents,v

they a]ready started to prepare for the dog and put papers on i

the kitchen f]oor, and they put a tab]e by the floor so he

| cou1dn t get out and stuff So they knew that he had to get

house\§:a1ned S0 they were prepared for a lot of things. And

then trouble started to come, like the dog wouldn't go to sleep o

at night and as soon as Mary Jo.ieft he'd start to cry. And
then I kept on reading and as soon as I d1scovered 11ke a few
th1ngs wh1ch he did and how the dog kept everybody up and how
11ke, everybody was so tired and then... S
Was that important? v .

Yes, because then I thought that something bad is 'going to
happen and then all of a sudden the father said “Ifm rea!]y

getting tired of this dog" but oh, no; maybe she'll have to

get rid of it now. And I kept reading'and she got a brilliant

idea and so I got really enthusiastic about~it and I wanted to

find out what her idea was. It led me toward .the end of' the -

[

k]
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S28:

| anymore o - ‘ >

story. L ot ‘ o

But ‘why was that 1dea 1mportant?

well, she was getting an idea It usua11y ﬂeads to some

: th1ngs that well; in 10ts of stories, they u$ua]1y have

:happyvend1ngs When she got th1s idea I thought wel]

it-must be a good idea because she d1dn t want to te]]

anybody And it was something b1g she was 1ugg1ng up.-

“And at f1rst I d1dn t have the sl1ghtest idea what 1t was
. 9oing; to be And T found out it was a folding bed. And

then it dawned oh me she was probab]y going to stay w1th him. y
And then that rea]ly he]ped And then I cou]d see he's |

probab]y go1ng to get tra1ned and he won t cry as much
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WHY INFORMATION IS IMPORTANT: GENERATING
AND VERIFYING PREDICTIONS AS EXPLAINED
BY . SUBJECT AR

‘Well, they wanted it. They-undenstOOd'that it has to be

housebroken cause it was on1y a 1itt1e puppy and that a]so

1eads to how they're going to have some things to do soi that

\}

could be the main part of the story, gett1ng the dog housebroken

”ywe11, not rea]]y main but 1t s a b1g part of the story because

”'gett1ng any an1ma1 housebroken is usua1ly qu1te hard because o

it takes a lot’ of respons1b111ty and you have to - like, get it

~ used to, 1fke where it's going to be, where 1t s going to eat,

where it's going to like, go to sleep and everyth1ng

I don't know how. to say this. OK. They probably took a lot of g

respons1b111ty and we11 it cou1d lead’ up to prob]ems becaqﬁe
the dog might not do a lot of th1ngs that it's supposed‘to
And then the parents, they- could not be dog lovers and in the

7f1rst p]ace even when they d1d pick out the dog, not even want

.'to get 1t, so I was just tthk1ng, one 11tt1e th1ng and the dog

m1ght have to go back..
And so I started read1ng until I'd find out what the parents

qwou]d do.

Well, it's 1ike getting it housebroken and the panents may
react to that if he doeen't do evenything properTy and how the
girl really wanted a dog and tf anything, 1?ke.ffyitvhaefto go
back sShe'd probably be really, really sad. And so that was

pretty important, I thought because it does lead up to the main

3

383



- 384

L 4

e

part of the story becausé’that s probably the ma1n prob]em ‘
:'And 1t was after I read it. "She staggered s]eep11y frOm her ‘
- warm bed to. the kltchen a dozen times a night". N Alot of ;,'; ‘
E peop]e don't 11ke to get out of the1r bed if it's-warm. but “t |
‘she wanted a dog so bad]y that -she cou]d And sheowent a dozen N ‘

times a n1ght so that was pretty . good on her part for the dog

- And "as t1red as she was" then again I Just said "Mary Jo - sﬂf L -

. could never fee1 angry w1th him because he was 'so. Joyful each

time she- appeared at-the k1tchen door...“. we11 that showed

how she loved him alet because she could’ never feeT .angry and

that's 11ke, even w1th people you can- get- like that, if you're

with a little kid or something. ‘You can never really get mad

- at then. 'Be¢ause of;their.faceeand Stuff. "Teddy‘woke the

others with his piercing, sad 1ittle cries" | weIT that also C

leads to the problem, and I thought that the parents m1ght gett ?‘A>

mad at that. | o o o T
The prob]em 1s, 1n my m1nd that the dog. I kept on th1nk1ng

| that the dog might have to go back Because 1in the fTrst p]aoe,

the parents didn't even want the_dbg.’.if'the'dog was ftke that

all the timegthen.they-would probably have to get rid of it B

because the parents would get fed up. "'Nhen is th1s ever going

to end?', Mary Jo's. mother asked at breakfast +'I don't .

remember ever hearing of any puppy .crying as many n1ghts as this h

one has.'" They were getting fed up, you could see that because

theypre complaining. - Then his. father goes "1’ m beg1nn1ng to- w1sh ‘

we had never seen that ‘dog" and I thought oh, no "And then E



A f they re probab]y going to get rid of it now. And I under11ned

‘“*v wearlly- so the dog was keep1ng her father up So the~mother

A

,;I under11ned because she is’ and that shef
about 1t so then you get sort of likeﬁwondering hbw, what the

w n.glrl s going to do- because she 1s so responsfble.~a»1..”tfw<b

' well, respons1b1e, she s go1ng to f1nd an answer to that prob]em

. S0 you want to f1nd out’ what she s 901ng to do and 1f she' s

Frbrespons1b1e enough she w111 find something And if not “well.

T don t. know, but she 11 keep on try1nq' I th1nk to fidd a way .
to keep the dog quiét 5‘"She ‘saw someth1hg there that gave her o

- an 1dea" and when you f1nd out what the 1dea was that helps a '

, Ii*a.ﬁifbablyidoffsa'n_ething-._‘

1ot&1n tﬁ% story because you get intbrested 1n what 1t s go1ng to

385

f?j“and father were getfing a 11tt1e mad at that “I'm respons1b1e" B '

o pe. And then "You 11 be ab]e to. s]eep ton1ght I've thought o
- fOf aﬂway to keep Teddy qu1et N “‘What is it?' asked her mother¢ o
\- .‘,,,\,_'YOU 11 Seel - ."“‘.":;," e ,.,

v u‘,‘

e e e .
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352§;*Keyluords.ifnaximum_lnfbrmatﬁon

pStand in front of a'mirror . Open your mouth. Say *ah-h."

What do you see7 Your tongue

Your tongue 1s very 1mportant to you. It helps _you chew

m——

and swallow food. . And. it h/s an even more 1mportant job.: It
\helps you talk'-h,-\ ) = o

.~...-_'

‘Other mn1mals need tongunactoo. even\‘hough they don' T
5peak Some an1mals wouldn't ha fnod it _weren't for their

tongues\ The1r tongues are their most‘Tmportant tool for e
gettlng food ‘ And they,use thelr tongues to "handle" food as
they chew-and swallow. e o
Snakes use their tongues‘to f1nd pre;j or animals to eat. .

When a snake flleS out its tongue the tongue picks up smells

e e,

frdm the a1r and ground. When the snaieﬁdraws in its tongue,x
1t places the tongue ‘near two pits 1n the roof of its mouth,
These p1ts do the same JOb your ndése does——they smell thlngs
So .wzhanks to 1tsh£gngue a "snake can follow the scent of an

\-

\anlmal- : ‘“*\~‘egh N— ,mwnhlﬁruwnnz

——— 7

JUBISENIE Sy

After a snake has caught 1ts prey and haagbegun to swallow,

'1t nﬂ,lgnger needs the tongue It JUSt _slips- 1ts tongue into a -.
\

coverlng “on the floor of fs mouth.

e e e e Ll L e e am

Most_an1mals' tongues are fastened at the back of the mouth.

—— -

But the tongues of most frogs and toads and a few salaManders

.are fastened at the front'. They can shoot’thelr stlcky tongues

bl L LTI s e

‘. forward to catch 1nsects. ' ‘ o —
The stars of this shootlng tOngue parade are chameleons
"‘"““‘"‘—"'\-———-\—..‘_.-—-‘\ i meem it ie s

4
Thelr’tongues caf reach™a d stance as” long as the1r body and
— -

talf: and’even Longex¢,x8py1ng an 1nsect L a. chameleon slowly
~—‘1—-ou_—

e — e e ettt b
- ——r e e
-

-

________ ——-—-—\...M.__u .

z1ps out 1ts tongue__captures the prey w1th the sticky t1p, and

“”‘—-—*——--_..-—u '1:'__"‘"' oA )
pylls it back into }ts mouth When not us1ng its tonguek the
cﬁ eleon bunches it up like .a jack-in<the-~ SBox T T ——

" The anteater would never be able to satlsfy 1ts g1ant
appetlte for ants and termits by p1ck1ng them up one’ at-a time.
It ‘has to get food 1n k1ng s1ze amounts. Its tongue helps kt

- 5 e— ‘,.._.,.*_,_.__, R

do th1s

r':

v
.



When an anteater finds an' gnt or termite nest_ 1t tears
the nest apart with its sharp tront claws. Then it jabs into

—-———

the nest wrth its very 1ong tongue. The 1nsects stiq!ﬂhxntth
' hundreds"' SRR ey T e

B

> They stick because the tongue is coated with gluelike':o
salxva. An anteater's tongue gets a new coating of saliva
every time the antmal draws its tongue back into its nouth. :

G1r{££e tongues are about as long éas the anteater s. The

- e e

tongues of . g1raffes are prehens1le. That mean:,that”they can

e et e e e [ AR, i o

'curl thelr_tongues around leavesJ: Then theylpull the leaves -

from ‘trees. P S T —
Members of the’ woodpecker family capture their prey with
different types of slender, hard-tipped tongues% “One common
type of _tongue is spear- shapeﬁ . Woodpeckers use it to spear .
large 1nsects. ‘Flrst the woo&pecker uses, its b111 to dig into
an 1nsect's turnel 1n a dead tree. Then out comes the long )

‘tongue. It ewlits and feels along the tunnel unt11 ZAP[ de

e e -

stabs its prey
If you ve eyer been licked by a cat you. know how rough its

"“""",—t‘*—_— .

tonguecfeelse The m&ddle of a cat s tongue has short fat,

e e

'poxnted bumps . The: bumps help cats l1ck ‘meat off the bones of

e e e =

; prey. “" They also work “like the teeth of a comb when cats clean”
'themselves.
' Every anxmal s tongue 1s de51gned to perform in a spec131

¥314, Next t1me you see & tongue in action, ‘take a really tlose

look at it. You will see how tricky some tongues can bell

>

,

L

" MS.‘ In this passage the author mainly ‘tells yqu;thut: ' jj‘ﬁf\j\ll?t‘
’ [ ' K ]
1 r ot -~ A . , .
\_f_‘:f_:r-_ -— .‘.}_\L_.__-_l._l.z —a .__L_ ~. Ja-a.._ ——tz - = 4 7 ""_'.....’.._'." e e ! _.[
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5233 Key Words -~Rart1a1 Information . o

Baby ch s)and’ human; bab;\é grow and learn in
& __Q_

—

\d1fferent,ways One’ sc1ent15t ralsed a baby ch1mp at

i PRSI

home with hls own baby\son, Donald The two»were
—— ¥__./

?_Egéted the(same They played with the same?toys, They
were taken on inhs together They were tﬁzked 1nto(bed

\

TN
at the same, tIEEE At f1rst the chimp seemed to/develop
" e N

N
/faster than Donald. She was the f1rst to follow orders
FER R tilst

~like "Come here " She was nger than Donald. She

T
could use herlhands and flngers better. -But: after many
D P —

months, (Dona],ci\ began « 0’ /éatch up\ ‘He was the first to
\—‘\—' Tme—
start @rgw1ng‘1n§tead of just scribbling. And Donald

learned to do something the chimp never léarned to do -

pronounce words and talk.

4. In this passage the author mainly tells vou that il gy

WJ/UD L2/>7(7 (’/)/O’Y)KDK‘HY)A/ ol .Qnrc(} \M\'f)’ LX) (‘é(// 7'73’/

¢

& .
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, 520: Key Words - Unaccounted for Informatjon

' Baby'chimps.and human babies grow and leé}n in
different ways. One sc1ent1st raised a baby chlmp at - e

home w1th his own baby son Donald. Theftwo.were

ﬂ;:;:EEIthe same. They playedngth the same toys. They

e ——

‘were taken on talks together. They were tucked into bed
at the same time. At fxrst the chimp seemed to develop
faster than Donald She was the to follow orders.

'11ke "Come her:." She was strqﬁger than Dgnalg, She

could use her hands and fingers better. But after many

months, Donald began t

catch ug; He was the.f;rst to -
start drawing'instead of j scribbling. And DSﬁald

_learned to do something the chimp never learned to do -

bronounce words and
—_— "

e o )
. e

4. In this passage the author mainly tells you. that:

a. baby chimps learn faster than humans do

b. human babies learn fa.ter‘thah chimps do

c. chimps and humans grow and learn in the same way
@ chimps and humans grow and learn in different ways



