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Abstract

The study was an attempt to learn more about the effects of teacher awareness of

comprehension processing on main ideas instruction in expository text. Two rural grade

four classroom teachers served as participants in the study. The data for the study were

collected over a period of five months from January, 1994 to the end of May ,1994 and

occurred in three phases: 1) The participants \ilere required to prepare and submit a

content area lesson plan for teaching the construction of main ideas to their students, and

think about the strategies they themselves used to construct main ideas; 2) The

participants were to give both a concurrent and retrospective think-aloud report as they

read two diffrcult passages; and 3) The team of two participants and observer met weekly

and reexamined the protocols to identiff the strategies used to construct main ideas, and

discuss the resultant implications for instruction. In the final collaborative phase,

participants were encouraged to reflect upon the processes they used to construct main

ideas and in light of this new knowledge consider whether they would make any changes

to the lesson they submitted in phase one.

The results of the data confirmed that the task of constructing main ideas is

dependent on the use of metacognitive strategies that are interrelated and sophisticated.

The study suggests that as mediators, teachers need to be cognizant of what the task of

constructing main ideas entails. Teachers also need to be cognizant of the fact that

individual differences occur among children and adults as well. The implication is that

perhaps a rigid classification scheme may not be as important in instruction as the ability

to lead the child to selecting a few good strategies to get the job done when constructing

main ideas. Lesson revisions indicated that more modelling and explanation would take

place.

ut
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CHAPTER I

Nature of the Study

Of concem to many classroom teachers is the question of how to instruct students

in the efflective construction of main ideas when reading expository text. While there is a

solid theoretical base supporting the notion that the construction of a main idea is a

critical component of reading comprehension (van Dijk & Kintsch, 1983), there is also a

large body of research suggesting that identiffing passage main ideas is a difficult and

late developing skill (Brown &Day,1983; Johnston & Afflerbach, 1985). Proficient

readers demonstrate the ability to use more than just one strategy when constructing main

ideas (Brown &. Day, 1983; Johnston & Afflerbach, 1985; Wood, Igg2),while poor

readers are described as either failing to use or are ineffective users ofthe strategies

employed by the better readers (Johnston & Winograd, 1985; Paris, Wasik & Turner,

1991; Winograd, 1984).

Current policy and assumptions in education mandate that teachers meet the needs

of all children in an inclusive setting. Educators are finding, however, that the range of

student abilities in reading is extensively broad, and the task of providing effective

reading comprehension instruction diffrcult. Confounding this problem is the fact that

unlike narrative text, expository text is more difficult for students to understand because

of the technical vocabulary, unfamiliar content, heavy concept load, complex syntax and

the hierarchical pattern of main ideas (Calfee & Curley, 1984).

This study is an attempt to learn more about the effects of teacher awareness of

comprehension processing on main ideas instruction in expository text. According to

L.S. Vygotsky (1987, 1978,1962), in order for successful instruction to take place,



teachers must serve an important mediating function between children and tasks beyond

their independent level of competence. The role of the teacher is to see to it that students

modiff their definition of the task, in this instance the construction of main ideas, to

approximate that of the teacher. Instruction becomes an ongoing process of negotiation

and renegotiation between students and teachers. Vygotsky stated that while students

may be induced into engaging in activities, approximation is critical to later

understanding. If a child is to profit from joint cognitive activity, the activity must be

geared appropriately to the child's level of potential development. Consequently, teachers

must be cognizant not only of their own abilities to construct main ideas but also capable

of providing modelling to stimulate development at all levels.

A rich source of information regarding a reader's ability to summarize texts and to

construct main ideas comes from the analysis of verbal reports made as readers "think-

aloud" while reading (Afflerbach & Johnston,1984; Afflerbach, 1985; Brown &,Day,

1983; Garner, 1982; Johnston & Afflerbach, 1985; Wood. 1992). These studies reveal

differences in strategy patterns between proficient and less proficient readers, and

between domain-area experts and novices. As well, these studies characterized expert

readers as being on "automatic pilot" (Brown et al, 1983). That is, these studies suggest

that expert readers appeared to perform the task of main ideas construction effortlessly

and without conscious deliberation. It is precisely an awareness of comprehension

processing however, that is necessary for successful modelling in the instructional

process.

In order to reveal the processes that occur automatically and effortlessly in expert

reading, researchers have manipulated both passage used and the reporting task. In one

such study, Johnston and Afflerbach (1985) manipulated the passage type by giving



diffrcult expository text to expert readers, while Afflerbach (1985), in another study,

compared the verbal reports of experts and novices within specific disciplines. In both of

these studies, five main ideas construction processes were observed as well as five

processes related to the construction of main ideas. The related processes consisted of

strategies that readers used in monitoring and regulating the construction of main ideas.

Johnston and Afflerbach (1985) also manipulated the reporting task by providing prompts

during the reporting procedrue, while Garner (1982) used expert readers and retrospective

reports immediately after the task and at delayed intervals thereafter. The use of prompts

by Johnston and Afflerbach ensured that areport was given and thus the strategies readers

used to construct main ideas were revealed. The retrospective reports provided the reader

with an opporrunity to reflect and verifu the report. Gamer (1952) found that these

retrospective reports were richer immediately following the task. A potential contribution

of the verbal reports of expert readers is the use of such data in the development of

explicit instructional models for main ideas construction.

According to Vygotsky, without processing instruction, students cannot develop

insights about how their minds work and therefore do not develop the ability to use

language (inner speech) to guide, monitor, and control their learning. Vygotsky's

description of inner speech mirrors the American construct of metacognition (Brown,

1978; Flavell, 1979). Both inner speech and metacognitive selÊregulatory skills are

defined as routines people use to plan, monitor and direct their own cognitive behaviours.

Studies indicate that instruction coupled with metacognitive training assists

readers in becoming strategic (aware of how to fix-up a reading problem), and enhances

their ability to comprehend texts (Baumann, 1984; Day, 1980; Hare & Borchardt, 1984;

Jacobowitz, 1990; Rinehart, Stahl & Erickson, 1986; Shunk & Rice, 1987). Research



aimed at identifuing specific strategies that expert readers use in the construction of main

ideas (Afflerbach, 1985; Johnston & Afflerbach, 1985; Wood, 1992)indicates a

contmon relationship between processing categories; both the process of main ideas

construction and the management of comprehension monitoring. In these studies, readers

reported similar pattems of monitoring and regulation in the presence of comprehension

breakdown. Readers seem to employ a form of summarizationto determine passage main

ideas, and when the main ideas are not explicitly stated, they invoke a variety of strategies

to monitor and ensure that the construction of main ideas is taking place.

While it seems important to acknowledge that main ideas construction is a

difficult and important task, we need to consider how to design instruction to achieve

maximum benefits. The instructional process of guided participation, where the adult

leads the child through the process of solving the problem and the child participates at a

comfortable but slightly challenging level (Rogoff, 1984,p.31) has several advantages.

It: 1) provides a bridge between the familiar skills of information processing and those

needed to solve a new problem; 2) involves the transfer of responsibility [from teacher to

child] for the management of problem-solving ; and 3) involves active participation by

the child as well as the adult (Vygotsky, 1987,1978, 1962). One such instructional

design was presented by Aulls (1986).

As indicated in Figure 1, Aulls recommended that a powerful instructional

procedure for teaching main ideas is based on the principles of active teaching following a

series of interlocking instructional routines that move through phases of l) awareness of

the strategy, 2) declarative knowledge (knowing that), 3) procedural knowledge

(knowing how),4) conditional knowledge (knowing when and why), and finally 5)

transfer and use of the skill. Aulls (1986) recommended the following steps:



1) make students aware of a need to know about the target knowledge;

2) define, and clariû¡ by example what knowledge is to be learned;

3) explain rules for how to use the knowledge;

4) verbally model the thinking steps þrocedures) used to apply the rules

that were previously explained, and discuss how you did it;

5) provide guided practice, and independent practice in using rules to solve

reading tasks that require knowledge taught earlier through explanation

and verbal modelling;

6) provide appropriate EaçÍrcç-texts and the opportunity to practice the

main ideas identification skills independently. (p. 116)

The series of goals are ordered in a sequence which represents the range of

knowledge frequently reported when novices and experts who perform the same task are

contrasted (Brown &,Day,1983). Experts tend to possess the entire range of knowledge,

while novices possess none of these knowledge bases. The role of the teacher is most

active in the explanation, modelling, and collaborative phases of instruction (Aulls,

1986).

Statement of the Problem

The question is whether the teacher, as an expert reader, is aware of hislher own

comprehension processing in the construction of main ideas, and whether this self-

awareness transfers to instruction. In answer to this question, Duf&, Roehler, Sivan,

Rackliffe, Book, Meloth, Vavrus, Wesselmarur, Putnam and Bassiri (1987) suggest that

comprehension is most effective when teachers model their own thought processes. Their

research illustrated that teachers can explain complex cognitive tasks related to strategic

reading but they proposed that there is a need to determine how teachers' own conceptual



understandings expedite or impede instructional decision making. They were interested

in what chancterizes teachers' cognitive control of instruction. As the authors pointed

out, being an expert reader does not necessarily guarantee expert reader instruction. In

fact, there is a wide variation in teachers' abilities both to conceptualize reading as a

strategic process and to think of instruction as explanation.

Hieh

Low

Teacher Instructional Behaviors

Sequence ofkstruction

Teacher Responsibility
Student Responsibility

Figure 1. Relationship among learning goals, phases of instruction, and responsibility for
learning (Aulls, 1986, p. II7).
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Specific Research Questions

In this study, therefore, I wish to investigate the effects of teacher awareness of

comprehension processing on main ideas instruction. The study is designed to answer

these specific questions :

1) How do teachers as expert readers process difficult or demanding text in

order to construct main ideas?

2) How do these processes compare with existing research classifications?

3) Does the teacher's own conceptual understanding of main ideas

construction processes, as revealed by verbal reporting, influence

their instructional planning regarding the teaching of main ideas?

4) V/ill there be a difference in teacher's lesson plans for teaching the

construction of main ideas prior to completing verbal reports

and after receiving feedback regarding their own comprehension

processing?

Scone of the Stud),

One purpose of this study is to add to the existing body of knowledge on the

processes related to main ideas construction as evidenced by expert readers. The data to

answer this question will be found in the retrospective reports that the participants, as

expert readers, use in constructing main ideas. Feedback from the retrospective verbal

reports will also serve to heighten self-awareness. It is expected that the think-aloud



protocols will yield rich information to inform teachers about a variety of processes

related to comprehension and that this awareness of text processing will result in

observable differences between teacher lesson plans developed before the verbal reporting

procedure and lesson plans developed after the procedure.

Signifïcance of the Study

This study will document a process where teachers, working in collaboration with

one another, will attempt to develop instructional strategies aimed at teaching main ideas

construction. Findings from this study should add to the existing body of knowledge on

how expert readers construct main ideas and help in the development of a schema for

instruction. As well, this study should reveal a rich source of information on teacher

decision-making in regard to both lesson planning and text processing. This study will

help raise the level of awareness regarding both main ideas construction and main ideas

instruction and encourage teachers to: 1) activate and reflect upon their own reading

processes and2) give students similar opportunities.

Definitions of Terms

Conditional knowledge. (Metaknowledge) Knowing when and why to apply various

actions (Paris, Lipson & 'Wixson, 
1983; Aulls, 1986).

Construction of a main idea. If a topic sentence is not present in a text or if the main

idea is implicit, the reader must invent or infer a main idea statement through the

processes of deletion and generalization.Invention calls for readers to come up with their

own statements of the ideas that underlie a passage (Cunningharn &, Moore, 1986, p. 13).



Declarative knowledge. An understanding or belief about task structure, task goals, and

one's abilities; knowing what a skill or strategy entails (Paris, Lipson & Wixson, 1983;

Aulls, 1986).

Expository text. Expository text contains factual and technical information. Unlike

narrative text, expository text usually contains unfamiliar content, a heavy concept load,

complex syntax and a hierarchical pattern of main ideas (Calfee & Curley, 1984), the

pu{pose of which is to give information about a subject to the reader.

Expert reader. Teachers who are experienced (a minimum of five years of classroom

teaching experience), have a high educational standing (at least one university degree plus

an additional year of training in either French or music) and demonstrate interest and

enthusiasm for teaching the reading program (have attended at least three seminars or in-

services in whole language and reading).

Main idea/gist. A main idea is considered to be a single swnmary statement containing a

topic and a comment (Johnston & Afflerbach, 1985). The main idea consists of a

sunmary of the explicit contents of a passage achieved by creating generalized statements

that subsume specific information and then deleting that specific (and now redundant)

information (Cunningham & Moore, 1986).

Metacognition. Deliberate and conscious control over one's own cognitive processes

(Baker & Brown, 1984).

Procedural knowledge. Knowing how to perform a strategy (Paris, Lipson, & Wixson,

1983; Aulls, 1986).



Protocol. A term to describe the transcribed written record of a subject's verbal reporting

while processing difficult expository text.

Schema. An organized chunk of knowledge that is stored in memory and plays a role in

interpreting new and incoming information when reading.

Strateg,v. A leaming plan that is employed by the reader deliberately, with some

awareness of the need to construct the main ideas of the text.

Verbal report. To comment and provide a think-aloud protocol of their behaviours while

reading. A verbal report can consist of giving a report concurrently or retrospectively.

(a) Concurrent reporting. To provide a think-aloud while reading.

(b) Retrospective renorting. To veriff a think-aloud report transcribed and

shared one day after the f,inished reading.
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CHAPTER II

Summary of the Literature

Learning Theory

The following chapter is a review of the literature on theory and research as it

relates to this study. The learning/instructional process used in this study finds theoretical

support in the work presented by L.S. Vygotsky (1987, 1978,1962). The section on

leaming theory is also supplemented by a section on schema theory and metacognition as

it relates to reading. The theory of discourse processing presented by van Dijk and

Kintsch (1983) is supported and extended in the chapter by research surrounding

summarization and main ideas construction. The section on verbal reporting is presented

as a means to support the methodology used in this study as well to support the qualitative

findings that follow.

Examining the learning theory of L.S. Vygotsky (1987, 1978, 1962) is important

to this study because it provides a frame of reference for interpreting the process of

collaboration which takes place between participants and the participant observer.

According to Wertsch (1985, p. 14,15.), three major themes form the core of Vygotsky's

theoretical framework. They are: 1) a reliance on a genetic or developmental method; 2)

the claim that higher mental processes in the individual have their origin in social

processes; and 3) the claim that mental processes can be understood only if we

understand the tools and signs that mediate them. Each of these themes can be fully

understood only by taking into account its interrelationships with the others. The

following is a brief description of the themes.
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Theme One: Genetic or Developmental Method

What sets Vygotsky apart from other developmental theorists is his assumption

that human mental processes can only be understood by considering how and where they

occur in growth. No one single factor and corresponding set of explanatory principles

alone can provide a complete account of development. Development does not take place

on a linear plane, nor in stages. It occurs in cycles. At certain points or revolutions in the

cycle, new forces of development are introduced and a new set of explanatory principles

enters the picture.

Vygotsky asserted that these processes of development must be observed in

transition, for it is in transition that the appearance of a new form of development occurs.

Developmental transitions are linked with the introduction of a new form of mediation.

Through careful observation the adult can structure transitions and introduce ne\ry forms

of mediation thus pushing development forward. The actual development has its own set

of explanatory principles and the new transitory stage brings with it a new set of

principles introduced by the new form of mediation. Mediation and the use of tools, such

as language, plays a role in the development of higher mental functions, as evidenced by

voluntary control and conscious realization.

Theme Two: Social Origin of Higher Mental Processes

According to Vygotsky's law of cultural development, any function in

development appears twice: first on a social plane, between people, and second on an

individual plane. Two very important aspects of Vygotsky's theory deal with the concept

of internalization and the zone of proximal development.

t2



Internalization. Vygotsky viewed intemalization as a process whereby certain

aspects of pattems of activity that have been performed on an external plane come to be

executed on an internal plane (Wertsch, 1985,p.62). Vygotsky defined external activity

in terms of semiotically mediated social processes. It is the properties of these processes

that provide the key to understanding the emergence of internal functioning.

For Vygotsky, language is social in origin and acquires dual functions:

communication with others and self-direction. Egocentric speech is speech that consists

of words spoken aloud in the presence of others but not requiring a response or even the

attention of a listener. Vygotsky viewed egocentric speech as initially communicative and

then more specialized with the increasing development of language. Egocentric speech is

deemed a transitional state in the evolution from vocal to inner speech. The order of

development progresses from social to individual. The first stage in development is

vocal speech that moves to egocentric speech and eventually to inner speech. The

egocentric phase associated with language development disappears when the child

transfers social, collaborative forms of behaviours to the inner sphere.

Vygotsky saw egocentric speech as playing a role in purposefully directing

behaviour. The decrease of egocentric speech signals the beginning of its final

transformation to inner speech and the rise of higher intellectual functions. Thought

development is said to be determined by language and the sociocultural experiences of the

child. For Vygotsky, learning to speak effectively serves as a means to thinking

effectively. Language is first used on an interpersonal level and then on an intrapersonal

level. Linguistic tools, that is language, are provided through social interaction, including

instruction. Thinking has its basis in a social activity that becomes intemalized.
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Zone of Proximal Development. The zone of proximal development was

described as "the distance between the actual developmental level as determined by

independent problem solving and the level of potential development as determined

through problem solving under adult guidance or in collaboration with more capable

peers" (Vygotsky, 1978,p.86). The notion of the zone of proximal development was

introduced in an effort to deal with two very practical problems in educational

psychology: the assessment of children's intellectual abilities and the evaluation of

instructional practices. The actual zone is the metric difference between what the child

does f,irst without help and then what helshe can do with help. That difference is the

potential for near-term development in the target cognitive domain. The examiner must

be a skilled observer, first to determine what a child has leamed to do without assistance,

and second, to be proficient in assisting the child in the use of the concept or skill. This is

achieved by providing a series of hints or demonstrations. The metaphor of scaffolding

instruction was introduced by Vygotsky to demonstrate how instruction in the zone

should proceed: the adult or capable peer provides support that is adjustable but

temporary.

Theme Three: Mediation of Higher Mental Processes

Kozulin (1990) stated that Vygotsky's theory was based on a number of

interlocking concepts: the notion of higher mental functions; the notion of mediated

activity; and the notion of psychological tools. Several properties of Vygotsky's account

of mediation need to be considered. The first property is that different forms of mediation

define levels of development. The term mediation refers to the social role of assisting

individuals to perceive and interpret their environment (Schwebel, Maher &,Fagley,

1990).Increasingly sophisticated forms of mediation allow the developing human to
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perform more complex operations on objects from an increasing spatial and temporal

distance. In other words, mediation invokes learning. "Learning stimulates development

that, in turn, leads to more advanced leaming, which leads to further development and so

forth, in a continuing spiral fashion" (Schwebel et aI, 1990, p.266). The second property

of mediation is that psychological tools are socially mediated activities. Humans can

regulate their own thinking by interposing themselves between the environmental stimuli

and their own responses in self-critical ways.

There are several key points from Vygotsky's theory that are incorporated into this

study. First, the examiner intends to observe the developmental processes of the

participants within this study. The think-aloud reports will facilitate that observation.

Second, the examiner is to assume the role of mediator to assist the teachers, who are

learners, to acquire voluntary control artdrealizafion of the processes that they use to

construct main ideas. Within this role, it is anticipated that the dialogue between the two

participants and the examiner will make the thought processes inherent in the construction

of main ideas visible and result in a greater awareness of main ideas construction. In turn

it is expected that with mediation by the investigator, this awareness will be transferred

into plans for instruction. The modelling by the examiner will not be unlike the

collaborative efforts of instructors teaching to the zone of proximal development as

described by Vygotsky.

Schema Theor.v

Successful expository text comprehension requires not only a large set of

processing strategies, but also specific content knowledge in the domain of the text

(Weaver & Kintsch, 1991). If a text is totally foreign, sophisticated processing strategies
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may not be of help to the reader. On the other hand, if the reader has preexisting

knowledge, the text is likely to be understood and remembered. This preexisting

knowledge structure is called schema.

The purpose of schema theory is intended to help explain the organization of

incoming information and the importance of learner prior knowledge in relation to

processing expository text. A schema is simply art"organized chunk of knowledge and

experiences, often accompanied by feelings" (Weaver, 1988, p. 18). This knowledge is

stored in memory, and plays a role in interpreting new and incoming information. In this

model, when a reader processes text, new information is linked to the old information and

is then encoded in memory.

Schema theory holds that comprehension is predictive and expectation driven.

Readers understand because they have activated appropriate knowledge structures which

they then use to orgartize the new information and connect it to what they already know.

Teachers in this model serve an important role: To see to it that students are exposed to

appropriate text structures, have adequate experiences prior to the act of reading and have

in their repertoire a pool of strategies to draw upon in order to assist in the processing of

text.

Theory of Discourse Processing

Examining the van Dijk and Kintsch (1983) model of reading comprehension is

important because it provides a frame of reference into the process of reading

comprehension. More specifically, the van Dijk and Kintsch model offers an explanation
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for the strategies readers employ in constructing main ideas. There are several

assumptions within the model: 1) Readers are strategic at arrivingatarepresentation of

the text; 2) The processes are assumed to be automatic; 3) The model is interactive in

nature - readers maintain parallel construction at the sentence level and at the level of the

entire text; and 4) Readers bring their prior knowledge and experience to the reading act.

In this way readers construct their own meaning for the text.

In the van Dijk and Kintsch (1983) model, the authors hypothesized that readers

break down texts first into micropropostions (a predicate and its argument) and then

macropropositions (top-level information) to anive at the gist. The micropropositions are

derived directly from the textbase as the readers seek coherence (looking for connections

among clauses and connections between sentences). The propositions are then linked

hierarchically with a macroproposition at the top and details at the bottom. Readers are

strategic in that there is continual feedback and interaction between the processing of the

less and more complex idea units as they seek and construct meaning.

According to van Dijk and Kintsch (1983), three specific operations are necessary

to construct a main idea statement:

1. Deletion: Given a sequence of propositions, delete each proposition that is not

an interpretation condition (e.g., apresupposition) for another proposition in

the sequence.

Generalization: Given a sequence of propositions, substitute the sequence by a

proposition that is entailed by each of the propositions of the sequence.

Construction: Given a sequence of propositions, replace it by a proposition

that is entailed by the joint set of propositions of the sequence. (p. 190)

2.
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A reader will use these macrorules to condense the text into something comprehensible.

The micropropositions are restructured through the processes of the deletion of trivial or

unimportant information, the generalization of propositions seemingly important and the

construction of macropropositions of those text propositions that are deemed most

important. (See Figure 2 for an example.)

(LOOSE, SHINGLES

(ON,SHINGLES, ROOF)

CAREFUL

(CAREFI.JL, NAIL) JOHN, SHTNGLES) LES, ROOF) E, SHINGLES)

\l
John carefully nailed down the loôse shingles on the roõf.

Figure 2. An example of the kind of analysis provided by the van Dijk and Kintsch model
of comprehension (Kintsch, 1982, p. I95).

[*l

John repaired the house

18



To account for the processing that takes place in larger segments, van Dijk and

Kintsch (1983) proposed that text is processed in a series of cycles. One phrase or

sentence represents one cycle. Readers integrate each cycle into more memorable

propositions as each cycle is performed as illustrated in Figure 3. The van Dijk and

Kintsch (1983) theoretical model of text comprehension has provided the impetus for

research into the summarization process and the construction of main ideas.

SrnucruRr

Pnoposrlo¡ls

Seururrc U¡¡rs

Wonos, PnRnses

Figure 3. The structure of the van Dijk and Kintsch model of comprehension (Kintsch,
1,982,p.194).
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Research into Summarization - Relation to Main Ideas

Examining research in the area of summarization is important because it supports

the theoretical model of reading comprehension proposed by van Dijk and Kintsch (1983)

by identifuing rules for summarizing texts. The most notable work on the process of

summarization was conducted by Brown &,Day (1983). Through the use of think-aloud

methodology, Brown and Day (1983) identified a number of summarizing rules used by

more expert readers. They are: 1) delete unnecessary maferial; 2) delete what is

redundant; 3) substitute a superordinate term or event for a list; 4) select a topic

sentence, and 5) invent one if none exists. Readers in their studies were taught to use

these summarizationrules. Clear developmental trends were found. The older the reader,

the easier it was to teach the rules. The construction (or invention) of main idea

statements was the most difficult for all readers, even those at college level.

Of significance in these studies is that Brown and Day (1983) identified specific

strategies used by expert readers in summarizing texts, thus extending the van Dijk and

Kintsch (1983) model. Because expert readers combined topic sentences across

paragraphs, the studies supported van Dijk and Kintsch's theory that readers construct a

macrostructure for the text by using the macrorules of deletion, generalization and

construction. As well, the Brown and Day studies identified specific operations that

prove troublesome for readers at certain stages as readers progress through the text,

particularly the construction of main ideas. One problem with this research was that the

expert readers in these studies did not report specifically on the processes they employed

in constructing (or inventing) the main idea. These readers either gave the main idea

statement or did not. It is not quite clear whether the construction of a main idea occurred

unconsciously or automatically for these expert readers, which could explain why they did
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not verbalize the processes they used to construct main ideas, or if main ideas

construction was an elemental or developmental process. Both of these issues have been

addressed in further research.

Main Ideas Research

To further determine how main ideas are constructed by expert readers, Johnston

& Afflerbach (1985) used the verbal reporting methodology by providing expert readers

with difficult tasks. Johnston & Afflerbach (19S5) assumed that main idea construction

was not elemental but rather an automated process. These investigators hoped to

deautomate the reading processes by using difficult and unfamiliar texts to facilitate

observation. The results of their studies indicate that expert readers used mediated,

nonautomatic comprehension strategies to construct main idea statements before, dwing,

and after reading. As well, Afflerbach (19S5) categorized the strategies used by expert

readers into two categories: 1) those processes involved in constructing the main idea,

and2) those processes related to main idea construction:

A. Main Idea Construction Processes
1. Initial Hypothesis
2. Crunching
3. Listing
4. TopiclComment
5. Draft and Revise

B. Processes Related to Main Idea Construction
1. Hypothesis Generation and Testing
2. Importance Assignment
3. Evaluative Processes

4. Reader Affect and Attribution
5. Comprehension Monitoring and Executive Management
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The research conducted by Johnston &, Afflerbach (1985) and Afflerbach (1985)

was of significance because it fuither refined the van Dijk & Kintsch (1983) model of text

comprehension by 1) identi$ing strategies to construct main ideas, 2) providing

empirical support that prior knowledge affects the type of main ideas constructed, and 3)

demonstrating that constructing main ideas requires the institution of problem-solving

strategies.

Wood (1992) felt that while the model presented by Johnston & Afflerbach (1985)

and Afflerbach (1985) \ilas comprehensive, it might prove to be overly complicated for

teachers to implement as instructional guidelines in teaching main ideas construction.

Wood (1992) sought to build upon and confirm earlier models of text processing. He

identified the following two main categories of text processing: main ideas construction

processes, and monitoring and regulation processes:

A. Main ldea Construction Processes

1. Structural Cues

2. Summarization
3. Example and Analogies
4. Weighing Importance
5. Determining Word Meaning

B. Monitorinq Processes

1. Looking back in the text when a reader related problem was detected
2. Looking back when a text related problem arose

3. Monitoring the nature of the breakdown
4. Monitoring the knowledge match between reader and text
5. Monitoring the level of reader attention
6. Monitoring reader purpose

7. Monitoring affect

Consistent with results in the Johnston & Afflerbach (1985) and Afflerbach (1985)

studies, when subjects in Wood's (1992) study encountered considerable diffrculties in
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reading, they appeared to use some form of summarizing and problem-solving strategies

to construct the main ideas. One problem related to the Wood (1992) study was the use

of different passages than those used in the Afflerbach (1985) study. While the Wood

study does identifu additional main ideas text processing strategies, a comparison is

diffrcult to make. The identification and categorizationof comprehension processing

strategies in the Wood study is also debatable. While similar processes to construct main

ideas were identified, their placement as a construction process or a process related to the

monitoring of a main ideas construction needs to be reexamined if we are to consider

them feasible in developing instructional plans. Students need to be made aware of: 1)

how to construct a main idea; and 2) what to do in the event of difficulty. The latter is a

comprehension monitoring strategy and is at a level that only mature and strategic

readers operate. For purposes of determining what strategies to teach, the processes used

to construct main ideas need to be reexamined and verified. While the Johnston &

Afflerbach (1985), Afflerbach (1985) and Wood (1992) studies examined those processes

that expert readers use to construct main ideas, no study has examined the effects of

teacher knowledge on the task of classroom instruction.

Support for Metacognitive Training

The preceding review of the literature emphasizes the strategic nature of

constructing main ideas (Brown &.Day,1983; Johnston & Afflerbach, 1985; Wood,

1992). Research also suggested a relationship between metacognition and performance

(Baker & Brown, 1984; Baumann, 1984; Day, 1980; Hare & Borchardt, 1984).

Metacognition is the conscious awareness of and deliberate control over one's own

thinking (Baker & Brown, 1984). Because poor readers fail to use, or ineffectively use

appropriate reading strategies, understanding how to use strategies to aid comprehension
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is an important aspect of instruction (Day, 1986; Gamer,1987; Paris, Lipson & Wixson,

1983; Pearson & Gallagher, 1983).

Day (1986) suggested that the concept of metacognition proves useful in

explaining why children frequently fail to maintain or transfer a trained strategy:

(1) Children or poor learners fail to maintain and transfer comprehension

strategies because they lack knowledge about their mental process

and because they do not use the skills of metacognition;

(2) Children are more likely to use a strategy if informed of its usefulness;

(3) Strategy maintenance and sometimes near transfer are improved when training

includes elaborated instructions about the types of tasks on which the

trained strategy may be applied;

(4) Older students require less explicit instruction but may require instructional

support when the task is challenging; and

(5) Training in self-regulatory processing (knowing how and when to solve the

problem when reading comprehension breaks down) can lead to

durable improvements in performance (pp. 194-196).

Day concluded that because poor readers lack an understanding of what strategic reading

is, a greater emphasis needs to be placed on them during instruction.

Verbal Reporting Methodolory

One approach to gathering data on cognitive monitoring is to ask the reader to

comment (provide a think-aloud protocol) on their thoughts and behaviours while reading

(Baker, L. & Brown, 4., 1984). There are two main types of verbal reporting: concurrent
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and retrospective. Concurrent reporting suggests that subjects verbalize as they attend

directly to the task. The value of this research method is that the processes for

comprehending are revealed immediately for observation. The retrospective report on the

other hand, describes a report given at alater time (Ericsson & Simon, 1980). In a

retrospective report, the investigator meets with the subject to review the transcribed

verbal report to verifii its authenticity. Retrospective reports are of value because they

provide the reader with information on the processes they use and allow for reflection. As

research suggests, comprehension is most effective when teachers model their own

thought processes. The use of the verbal reporting method will provide a basis for

drawing out the processes teachers as expert readers use to construct main ideas. While

there is disagreement as to whether verbal report data is valid, Afflerbach & Johnston

(1984) suggested that there are several advantages to using verbal reports. First,

fVerbal reports] afford a valuable role in the collection of converging data

sources. Second, under certain circumstances they provide veridical

description of cognitive processes which otherwise could only

be investigated indirectly. A third advantage of verbal reports is that they allow

access to the reasoning processes underlying higher level cognitive activity.

Fourth, retrospective reports are sometimes the only available avenue for

historical or genetic analysis of mental processes. Finally, verbal reports allow an

analysis of the affective components of reading processes. (p. 308)

Brown &'Day (1983) and Garner (1987) suggested that information from concurrent and

retrospective reports is valid because such reports are more task related.
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One major criticism of the use of verbal reports has been that they may omit

information that subjects use to perform the task. In order to overcome this drawback,

research using verbal reports usually involves the manipulation of two distinct tasks: the

experimental task (reading a passage) and the task of providing the verbal reporting. By

manipulating both the first task þassage types) and second task (use of concurrent

reporting), Brown &,Day (1983) were able to identifu different strategies readers used in

summarizing texts. Likewise, Johnston & Afflerbach (1985) manipulated the

experimental task by employing diff,rcult text. They also varied the task of verbal

reporting by using introspection before the task, a practice paragraph at the beginning of

the session and verbal prompts during the actual procedure. The use of employing

difficult texts forces the reader into constructing main ideas. Thinking about the processes

before undertaking the task through a practice activity also enhances the chance that

verbalization will occur, and prompting ensures that the processes assumed to be

automatic are accessed. By manipulating the second task, Garner (1952) examined expert

readers' summarizing processes by using retrospective reporting immediately after reading

and at different intervals afterwards. Most summarizationrules identified in previous

studies were observed, with the subjects providing clearer and more complete reports

when retrospective interviews were carried out immediately after reading.

In order to combat the individual differences that arise in the use of verbal

reporting (Brown &,Day,1983; Garne41982; Johnston & Afflerbach, 1985), response

classification schemes have been developed. These schemes list the strategies expert

readers use to construct main ideas. From the results of the Johnston and Afflerbach

(1985) and Wood (1992) studies, over twenty strategies expert readers use to construct

main ideas have been identified. Both the Wood (1992) and Johnston & Afflerbach
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(1985) studies are significant in that they are the first attempts to identifu the

comprehension processes expert readers use to construct main ideas. For the purposes of

this study, they provide a reference point. Because both studies are theoretical, it is not

known at this time if teacher self-awareness will transfer to instruction.
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CHAPTER III

Method

The data for the study were gathered over a period of five months from January to

May,1994. In the first phase of the study, the participants were required to 1) prepare and

submit a content area lesson for teaching the construction of main ideas to their students,

and2) think about the strategies they themselves used to construct main ideas. In the

second phase of the study, participants were to give both a concurrent and retrospective

think-aloud report as they first read two practice texts and then each of two, difficult

experimental passages. In the third phase of the study, the team of two participants and

the observer met for eight weeks and reexamined the think-aloud protocols to: 1)

identify the strategies used to construct main ideas and 2) discuss the resultant

implications for instruction. In the final collaborative phase, participants were

encouraged to reflect upon the processes they used to construct main ideas and in light of

this new knowledge consider whether they would make any changes to the lesson they

submitted in phase one.

Location

The K-6 school where the study took place was located in a rural community. The

school population was predominantly middle class, stable, and numbered approximately

450. The school also housed a special multi-handicapped population of approximately

twenty students ranging in age ftom 16-21. While at one time, these facilities were full

(approximately forty-five students), the special education wing had empty space due to

dwindling numbers.

The school had two classes of every grade from Kindergarten to 6. While class

size averaged around twenty-five students, the two grade fow classes of the teacher

participants had only twenty-one students. In order to alleviate space constraints in the

28



regular education wing, at the request ofthe classroom teachers, the grade four classes

were relocated in the special education wing. Figure 4 is a map of the area where the

participants in this study taught and collaborated.

Special Education Wing

Figure 4. Map of the area where the participants in this study taught and collaborated.

Regular Education Wing K-6
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Participants

Two classroom teachers, one male and one female, served as participants for this

study. Both participants taught a grade four homeroom including all subjects. While both

teachers were experienced (over five years), they had recently undergone a change from a

teaching specialty area (French or music) to a homeroom (in the last two years). The

male teacher was entering his second year of teaching grade four. The female, her first.

The female teacher served as a resource teacher to the grade four teacher prior to the

study. The question of how to instruct students in the effective construction of main ideas

when reading expository text was posed to the female teacher, who shared the position of

resource with myself on staff at that time. In conversations, I indicated to them that I was

undertaking a study in this area and suggested that it might be an excellent opportunity to

collaborate as a team. As teachers, both participants were keenly interested in enhancing

their professionalism and volunteered to take part in the study.

The participants represent a purposive sampling. They are inquiring educators

interested in enhancing their pedagogical knowledge and skills. The participants are

assigned "expert reader" status based upon experience (at least five years classroom

experience), educational standing (minimum of at least one degree from a university) and

expertise in at least one specialty arca (i.e. one additional year of training in music or

French).

The two teachers in this study work cooperatively and collaboratively. That is,

they share in planning and teach the same themes and concepts to each of their classes.

Their teaching style is enhanced by the location of the classrooms. The classrooms where

the teachers are located is in a separate wing of the school that once housed only special

education classes. The classrooms are unique in that there is a conference room located
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between the classes. Cupboards and doors open into this conference room and to the

center open area. (See Figure 4 for layout.) The conference room can be used for art

activities (it houses a sink), small group instruction, and individual tutoring. As well,

outside the classrooms, there is a very large carpeted area where large groups meet to

sing, enjoy music, listen to stories, and watch f,rlms. Benches line up along the sides of the

open area' The location lends itself well to team teaching, to large group instruction and

to drama activities.

Participant Observer

The investigator is a resource teacher in this building, one who serves not only as

an instructional leader but also as a collaborator in the delivery of instruction. A
supplementary purpose of this study was to document the process of collaboration that

myself as the investigator and the two participants, as teachers, underwent in deriving an

effective form of instruction for the construction of main ideas.

The investigator has ten years classroom experience as a grade four teacher in
another school and has worked through a number of instructional techniques to teach the

construction of main ideas. The move to this school has been relatively recent (three

years ago), however, the investigator has worked with these participants in different

capacities prior to this. The investigator was a grade four homeroom teacher when one of
the participants was a music specialist in her building. The other participant shared a

common specialty with the investigator (French) as well as co-sharing the job of resource

teacher for one year. A trusting relationship has developed due to the length of time the

participants have known each other, the high regard each has for the other,s abilities, as

well as the desire to become more effective reading educators.
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Materials

Texts

Four passages that were selected from texts in professional joumals were used,

two of which served as practice texts and two of which were used for the actual think-

aloud procedure. These texts were chosen because they were the passages employed by

Johnston & Afflerbach (1985) and Afflerbach (1985) in their research. The use of these

passages proved useful in comparing the findings of the present study to theirs.

Permission to use these texts was requested from both the joumal editors in which the

articles were published and from the authors. The selections are appended in Appendix A

and the permission letters in Appendix B.

Practice texts. The first practice text related to an article found in the Joumal of

the American Academy of Arts and Sciences and was entitled, "Remarks on a redefinition

of culture" (Practice text A). The second practice text related to an article from the

Keats-Shelley Memorial Bulletin and was entitled, "The grand delusions of Benjamin

Haydon" (Practice text B).

Experimental texts. The first experimental text related to an article from the

Journal of Anthropological Research and was entitled, "Toward an explanation of the

broadpoint dispersal in eastern North American prehistory." The second experimental

text related to an article from Pure and Apolied Chemistrv and was entitled, "Chemical

fossil trends in organic geochemistry."

Each text consisted of an excerpt from the introductory section of a professional

joumal article. The texts were similar in length and were rated above graduate level by
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the previous authors (Afflerbach, 1985). The texts were considered difficult because the

passages lacked an explicitly stated topic sentence, and were from research in

anthropology and chemistry, fields which are unfamiliar to the participants. Both the

titles and subheadings were removed as well as any paragraphs that contained topic

sentences.

Visual prompts, in the form of a green highlighted asterisk, were inserted at the

end of every sentence to signal subjects to stop and give a verbal report. Written prompts

were inserted at the end of every paragraphto indicate that subjects were to generate a

main idea statement. One final prompt was inserted at the end of the text as a signal to

the reader to construct a final main idea statement for the entire text. No verbal prompts

were given.

Procedure

Phase One -Lesson Plan

Prior to the study proper, teachers were asked to plan a lesson independently of

each other that would teach grade four students how to identifli main ideas in expository

text using a content area theme they were teaching from either social studies, science or

health. The lesson would then be submitted to the investigator and left until the final

phase of the study. If the teachers wished, the lesson could be taught. The lessons plans

were to be submitted by the end of January, 1994. The teachers were given two months

notice prior to the submission.

Introspection. Several days prior to the verbal reporting task in phase two,

participants were instructed to take some time and think about the strategies they used in
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reading, particularly in identif,iing passage main ideas. In order not to bias their reports,

the investigator simply asked the participants to think about the processes they used while

reading. The creation of the lesson plan, as well as the task of introspection, was intended

to help fanriliarize the participants not only with the task of reading and thinking about

the strategies they employ in constructing meaning from text, but also to generate

thinking about comprehension instruction.

Phase Two -Verhal Reporting

Three orientation sessions were conducted in January and February,1994 to

farnlliarize the participants with the procedure of verbal reporting. As noted in Appendix

C, instructions were given to the participants to explain the purpose of the prompts and

the importance of the think-aloud procedure.

Part one- group practice. The first practice session was held jointly with both

participants and the investigator present on January 12,1994. A concurrent report only

was taken on practice text A. This group practice enabled the participants to become

sensitized to 1) the actual procedure of verbalizing their thought processes; 2) the

reading of difficult and unfamiliar text ; and 3) the presence of the tape recorder and the

investigator. It was noted that while the investigator needed to prompt participants to

verbalize their thoughts orally in the practice session, an associated benefit was the

generation of vocabulary related to the construction of main ideas, as suggested for

example by the comment, "I'm looking for key words".

Part two- individual practice. Practice sessions were conducted separately with

each participant using the practice text B on Haydon. Here both a concurrent and

retrospective report was obtained. The concurrent session for participant 1 was held on
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January 26,1994 and the retrospective session on February 4,1994. The concurrent

session for participant 2 was held on January 19,1994 and the retrospective report on

February 10,1994. These sessions were beneficial to the participants in that it allowed

them to practice the whole procedure of thinking-aloud while reading (giving a concurrent

report) and verifluing that think-aloud (giving a retrospective report). These sessions

were also practical for the investigator. These practice sessions enabled her to work out a

system for taping the reporting and transcribing the reports. The concurrent reporting

occurred mid-week and the transcriptions took place over the weekend to enable the

retrospective report to again occur by the following mid-week.

Part three-experiment proper. During this phase of the study, each participant

gave a concurrent and retrospective report on the texts that were entitled Experimental

Text 1 and Experimental Text2. Sessions took place from February 9,1994 until March

22,1994 for the participants.

(a) Concurrent think-alouds for experimental text I and 2. The participants were

given two difficult passages (See Appendix A) and were asked to read the passages aloud,

reporting on the strategies they used to construct main ideas at the sentence, and

paragraph level, as well as the overall selection. Concurrent reports were obtained from

each participant separately. The concurrent report for participant 1 on experimental text

1 took place on February 9,1994 and on experimental text 2 on February 23,1994. The

concurrent report for participarú2 on experimental text I took place on February 23,1994

and experimental text 2 on March 9,1994. Prompts in the form of a highlighted asterisk

at the end of each sentence and the phrase "Give the main idea statement" at the end of

each paragraph were included in the text. The verbal reports were audiotaped with the

investigator present.
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Following the think aloud task, the protocols were transcribed as follows: The

text was retyped to include the on-line think-alouds. These were indicated in the

transcription through the use of slashes (i.e. / l).

(b) Retrospective reporting of experimental text 1 and 2. The concurrent reports

were transcribed for the next day when each of the participants again met separately with

the investigator and was asked to read and report retrospectively on the transcript of their

think-aloud. The retrospective report for participant I on experimental text 1 took place

on February 15,1994 and on experimental text 2 on March 16,1994. The retrospective

report for participarfi2 on experimental text 1 took place on March 2,1994 and on

experimental text 2 on March 22,1994. These retrospective reports and any additional

comments were also recorded and transcribed.

Any new comments made by the participants were added to the transcription and

appeared in the transcription as indicated between asterisks (i.e. ** **). Sample

protocols are included in Appendix D.

Phase Three- Collaboration Phase

It was decided that the collaboration phase of the study would terminate after

approximately six hours of sessions or when the teachers felt that they had come to an

understanding. The participants met weekly for approximately 45 minutes. This

collaborative phase began at the end of March 1994 and lasted until the end of May , 1994.

In this phase, the retrospective reports were given to the group and together the

strategies employed were highlighted and discussed. These collaborative sessions were

also structured to: 1) allow the participants to rate the texts for increasing difficulty, 2)
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to develop a definition for main idea; 3) to consider an appropriate model of instruction,

and 4) consider student evaluation in regards to main ideas comprehension. To support

the discussion, the following articles were given to the participants: "The confused world

of main ideas" (Cunningham and Moore, 1986); "Actively teaching main idea skills"

(Aulls, 1986); "The direct instruction of main ideas comprehension ability" (Baumann,

1986), and "Getting the main idea of the main idea: A writing/reading process" (Flood

and Lapp, 1986).

These sessions were also audiotaped and transcribed. A discussion on the

collaborative sessions appears in section two of the results section in Chapter IV.

Data Analvses

Labelling Thou ght Processes.

Since one pu{pose of this study was to examine the effects of teacher awareness on

instruction in the comprehension of main ideas, it was important for the teachers to

recognize the strategies they used. A trial run using the retrospective reports obtained

from practice text B was held immediately after the data were obtained to help the

teachers become sensitized to what strategies they were using. Here the team highlighted

the portions of text the participant was saying and collaboratively attempted to determine

what processing strategy was being employed. Of benefit was the fact that as a team, the

participants began noticing the different processes used: 1) those to construct main ideas

(i.e. I'm deleting all "flowery words"); and2) those used for problem-solving (i.e. It's a

long sentence, I'll break it into chunks and maybe I'll get the main idea).
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Analysis. In order to identiff the comprehension processes employed by the

participants, transcriptions were examined on three separate occasions over a period of a

number of weeks. The responses of the participants from both the concurrent and

retrospective reports of Experimental Text 1 and2 were initially read through by the

investigator. The comments were highlighted and all comments written down. Then the

responses were read with the participants and observer together. The processes

participants felt they were using to construct main ideas were highlighted. This session

was audiotaped and transcribed, thereby preserving the resultant discussion. In the final

phase, the investigator reexamined the concurrent and retrospective protocols of

Experimental Text 1 and2 and the follow-up responses.

Category identification. All lists of strategies and comments that were generated

by the participants were combined into one list and the redundancies eliminated. This

combined list was further refined by implementing the regrounding procedure of repeated

searches through the data (Kamil, Langer & Shanahan, 1985). Comments were separated

into two categories: a) main ideas construction processes and b) processes related to the

construction of main ideas. These categories are explained further in Chapter IV in

answer to the first question: How do teachers as expert readers process difficult text in

order to construct main ideas?

Analvsis of Lesson Plans

Initial lesson plans submitted prior to the study and described in phase one. Each

of the two first lesson plans was examined by the investigator for evidence of the six

phases of instruction proposed by Aulls (1986) which were identified in Chapter L The

Aulls's phases are also included in Appendix E. Aulls's procedure for teaching students
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how to identifr main ideas consists of the following steps: 1) a statement making

students aware of the need to construct a main idea in order to comprehend; 2) what the

construction of a main idea is; 3) steps in how to construct a main idea; 4) guided

practice to perform these steps; and 5) evidence of some means of evaluating that the

reader has mastered the skill and is aware of how to use it. The analysis of the lessons

plans appear in section two of Chapter IV.

Revised lesson plan submitted at the end of the study. Teachers were asked to

consider revising their original lesson in light of the awareness of their own text

processing they used to construct main ideas. This second plan was examined and

compared to the initial lesson submitted. The comparison appears in section two of

Chapter IV.
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CHAPTER IV

Data Analysis and Discussion

The analyses of the data obtained in this study are divided into two sections. The

first section describes the strategies readers in this study used to construct main ideas and

incorporates the data from both concurrent and retrospective reports, as well as

observations and descriptive information from the collaborative sessions that related to

strategy use. Discussion in the first section responds to the questions:

1) How do teachers as expert readers process difficult text in order to construct

main ideas?

2) How do these processes compa"re to existing research classifications?

The second section ofthe data analysis describes the process ofchange for the

participants in this study as revealed through the collaborative sessions. The discussion

focuses on these questions:

3) Does the teachers' o\ryn conceptual understanding of main idea construction

processes, as revealed by the retrospective verbal reporting method

influence their instructional planning regarding the teaching of main

ideas?

4) Is there a discernible difference in teachers' lesson plans for teaching the

comprehension of main ideas before completing verbal reports and after

receiving feedback regarding their own comprehension processing?

Section One

The data to determine the processes used by participants in this study to construct

main ideas came from an analysis of protocols of concurrent and retrospective reports.

The procedure to analyse data was as follows: 1) The participant observer read through

the protocols initially and highlighted the strategies she felt they were using. The first list
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was prepared and put aside; 2) The classification schemes developed by Wood (1992)

and Afflerbach (1985) were then shared with participants. Each participant highlighted

the strategies they felt they were using and made additional comments regarding

terminology. A second list was generated. This list was then given to the participants; 3)

The participants observer then reread all protocols including sessions with participants

and created a third list; 4) The lists were then combined, and redundancies eliminated.

A master list was then prepared and a frequency count on strategy use constructed. (See

Table 1 for a sample frequency count). Because the terminology to describe similar

strategies varied between participants, Afflerbach's research classification was then used

to describe the processes employed by participants in this study.

The initial repeated searches through the think-aloud data obtained in this study

revealed that in the construction of main ideas, readers were: deleting redundant

information, paraphrasing what they read into their own words, predicting, inferring,

confirming, analyzing, scanning/skimming, summarizing and locating topic sentences.

When these categories were compared to those derived by Afflerbach (1985) they seemed

remarkably similar, only that Afflerbach used different terms.

Table 2 lists the strategies readers in this study reported they were using to

construct main ideas in comparison to those identified by Afflerbach (1985). Examples of

the think-alouds obtained in this study are then provided to support the categorization

scheme. Three kinds of self-reporting were obtained: think-alouds during the concurrent

reporting; think-alouds during the retrospective reporting; and comments made dwing

the follow-up collaborative sessions that took place in phase three that pertain to strategy

use.
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Table 1. Sample Frequency Count on strategies used by participants in this study

Strategy Participant I Participant 2

Rereading

Going Ahead

Going back

Looking for Key words

Putting vocabulary into own words

Paraphrasing

Adjusting reading rate

Looking for a topic sentence

Chunking, listing

Confirming, analysing

Predicting

Reflecting

Using Prior Knowledge

Defining'Words

Using Textual Organization

10

I6

20

1

T6

7

1

J

I

1

17

0

J

t6

2

38

1l

12

9

5

32

9

4

6

8

0

1

J

0

2
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Table 2. Comparison of the main ideas construction processes identified by readers in
this study to categories generated by Afflerbach (1985).

Strategies used by readers
in this study

Strategies generated by
Afflerbach

1. Predicting Initial hypothesis
Inferring

2. Paraphrasing, deleting, Crunching
generalizing

3. Chunking, listing Listing

4. Summarizing, paraphrasing Topic/Comment
and looking for topic sentence

5. Paraphrasing, confirming, Draft/Revise
analy zing, and pre di cting

Initial Hypothesis (Predicting, Inferring)

Often the participants in this study generated an initial hypothesis as a first step in

the construction of a main idea and then proceeded to go through the text checking the

accuracy of that prediction. An initial hypothesis is the general idea that areader has

about the text they are reading. An initial hypothesis can be made by using either the title

or the first sentence ofthe paragraph or both.

While many predictions took place at the beginning of the task, predicting was

not isolated to initial responses. An initial hypothesis took place at the local level

(sentence or phrase), as well as at the textual level (paragraph or whole text) throughout

the reporting period.

The following example of an initial hypothesis was reported by one participant

after reading the title and first sentence of the Anthropology text.
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Reads. Toward an explanation of the broadpoint dispersal in eastern North

Americøn pr ehis tory. Journal of Anthr opolo gical Re s ear ch.

Thinks Aloud - Concurrent Report Participant 2. I lcnow that this høs to do with

eastern North American prehistory from the Journal of Anthropologlt and right away I
lcnow that I have absolutely no background in anthropologt and I'm at a disadvantage

and I have to be very careful of how I decipher this passage because I don't have the

background lcnowledge that will allow me to do some predicting and some detective work

on what this all means. Now it's called an explanation of the broadpoint dispersal in

eqstern North American prehistory. Broadpoint dispersal are two words thqt need

defining. Dispersal - to be spread out; Broadpoint - I'm having trouble defining. So I
need to read ahead and get more information.

Reads. The arcay of traits identifiedwith the broadpoint users is easily

distinguishedfrom that of preceding and even contemporary cultures in the Northeøst.

Thinks Aloud- Concurrent Report Participant 2. The key phrase in that sentence

would be "broadpoint users" but it still doesn't define it for me, so I'm going to go on.

The reader in these examples makes a prediction of what the text may be about -

eastern North American prehistory. However, evaluative comments are also made with

regard to lack of prior knowledge and the need for an ensuing plan - to go ahead and get

more information. The initial hypothesis helped the reader to set these goals. A

prediction is also made at alocal level (phrase) in an attempt to defrne an unknown term.

This initial hypothesis is the first step made by readers in the construction of main ideas.
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An initial hypothesis is crucial to the overall development of a main ideas statement.

While it may appear that little information is processed, the reader has already determined

what the text will be about - American prehistory and broadpoint users. The reader will

use this information to make predictions and confirm or disconfirm them as he/she

continues reading.

The participant observer noticed that participants were hesitant to take a risk and

actually make an initial hypothesis. Readers in Afflerbach's (1985) study were described

as using familiar content domain words or text structure to engage appropriate schemata.

Participants in this study tried to paraphrase, or put the ideas they were reading about into

their own words, in order to predict what the text was about. The following is one

participant's comments after the collaborative session in phase three that was held to assist

in the identification of these strategies.

Thinks Aloud - Collaborative Session Participant 2 . I think we fool ourselves into

thinking that the kids do understand, when in actuality we ore more concerned about the

content. Teachers want main ideas os an answer, rather than developing the child as a

reader. Many students struggle with decoding, therefore they cqn't even come close to

getting the main ideo.

Crunching (paraphrasing, deleting, generalizing)

When text information is transformed into a main idea, readers often

subconsciously simply proceed to delete the redundant material and give a comment

regarding the topic of the text and supporting information. What it appears that the reader

is doing is crunching the material to do this. The process of crunching, like deleting, is

not often verbalized by readers.

45



The readers in this study referred to the term "chunking". The participant observer

noticed that participants often would state, "I'm holding that, going on, chunking it,

holding that", and then when the participant appeared to have gathered enough

information, the reader would link parts one, two and three and make a main ideas

statement. In the following example, the reader shares what might be perceived as the

implementation of a crunching strategy.

Reads. Possibly, this could serve as a basis for recognizing the extent of bacterial

reworking at a late diagenetic stage.

Thinks Aloud - Concunent Reporting Participant 1 . Okay, I'm thinking back to

get a main ideo for this paragraph. This paragraph, we found out that the buried

sediments or deep oil deposits were exposed to more recent bacterial change by uplfting

and erosion and so these compounds when examined now are no longer what they might

have been o very long time ago. So that is justificationfor hts earlier thesis or idea that

there are two types of moterials þund in the crude oil deposits so that you cannot look at

crude oil and say that it was all organic materiol. He explains that by soying it was

altered in later history. Does that make sense? I was trying to put together the

beginning which I could not understand.

Evidence for the category of crunching was also found in phase three of the study

as suggested in the next example.
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Thinks Aloud - Collaborative session Particilant L That's OK. Rereading,

zeroing in on key words, trying to come up with a paraphrase of putting it more concisely,

leaving out the flowery words and making it more precise.

Here the reader is attempting to verbalizewhathe/she had just completed doing.

In the first example the reader crunches the paragraph and links it to previously read

material. This crunching helps to build a schema for the text being read. In the second

example, the reader is able to describe the processing which had taken place: deleting

what was redundant and making the paraphrase precise. The readers in these examples

demonstrated that they were continually reducing the text and paraphrasing. This is very

similar to the generalizing category mentioned by van Dijk and Kintsch (19S3) and to the

deletion rules proposed by Brown and Day (1933). Van Dijk and Kintsch proposed that

readers delete trivial or unimportant information and generalize those propositions that are

seemingly important. Brown and Day suggested that when deleting information, readers

1) delete unnecessary material and then 2) delete what is redundant in order to come up

with a main ideas statement.

Participants mentioned that they had difficulty "chunking" in the chemistry text,

which they considered to be the more difficult. Afflerbach (1985) stated that significantly

more crunched statements appear when there is familiar text.

Thinks Aloud- Collaborative Session Participant 2. Yup, with the chemistry text, I
would lose it all. I would lose everything that I had chunked before then and I couldn't

come up with the topic sentence because I lcnow I was saving it and then I said I will go

ahead and I did that a couple of times, but it had gone.
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Listing (Chunking)

Listing occurs when the reader searches for important or related words, concepts

or ideas in the text or which the reader is holding in memory to construct main ideas.

Listing can be used as an auxiliary process, that is, used in concert with other main ideas

processing strategies.

Listing is not unlike the text processing proposed by van Dijk and Kintsch (1983).

These researchers proposed that readers process text in a series ofcycles. One phrase or

sentence represents one cycle. In order to process larger amounts of reading, each

proposition is succinctly transformed from the microstructure of the text (sentence level)

to the macrostructure of the text. The listing strategy is not unlike the superordination

rule proposed by Brown &,Day (1983). Here readers substitute a superordinate term or

event for a list they have constructed while reading.

The following example demonstrates how one of the readers used the organization

of the text to assist in creating a list and then a subsequent topic. The reader then makes

plans to read ahead.

Thinks Aloud- Concurrent Report Participant 2. After reading aparagraph... So

I look at those geographical locations and it gives me en idea where exactly we are

talking about - Northeastern United States and it also gives me very specific places -

Sylvan Lake, New York, Martha's Vineyard, Møssachusetts, the Neville site... I'm not sure

of but I know that it means by the main Coast. Now I'm going to reread the whole

pøragraph myself and then I'd like to give a main idea after rereading that paragraph

silently to myself so I can look at the whole. The main idea would be expressed in the

first sentence of the paragraph, so we can call it a topic sentence so that they are trying to

48



explain the array of traits identified with the broadpoint users and them being dffirent

from preceding contemporary cultures in the Northeast. So they are trying to

dffirentiate between these broadpoint assemblages and cultures that they came upon or

even contemporary cultures ønd it is time to go on.

The following think-aloud, during the subsequent retrospective session, confirms

the notion of chunking as an appropriate comprehension processing strategy to explain

how the reader is holding words, concepts or ideas in order to construct main ideas..

Thinks Aloud - Retrospective Report Participant 2. By rereading what I've done,

I'm realizing that I have to go back quite often to help me understand and I chunk it - I
read a linle bít, then I readfurther, then I go back and I put the two pieces together.

Further in the text... So again I'm talking as I reread, I was very concerned about those

five points and I was keeping track of thefive points ønd I was keeping track of the

numbers and that was tmportant to me. So I was organizing in my mind.

Listing seemed to be a strategy that occurred in conjunction with the crunching

strategy and while the five points from the above examples alone do not constitute

paragraph main ideas statements, the processing strategies employed seemed to assist

readers in developing main ideas as implied in the following statement obtained in the

follow-up discussions.

Thinks Aloud - Collaborative Session Participant 2. But that makes sense though.

It was the anthropologlt text where there were five points and so you would try to

internalize these five points and then you would crunclt the material in order to find the

main ideas.
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Tonic/Comment

The topic/comment is a two stage main ideas construction process, that readers use

to get part way to a main ideas statement. Afflerbach (1985) referred to the main ideas as

the topic plus the comments given by the readers upon completion. Readers in this study

were able to state the topic of aparagraph and follow with qualifring comments at

varying points in the text. The following example portrays how a reader paraphrased and

gave a succinct sunmary of aparagraph read.

Thinks Aloud- Concurrent Report Participant 1. So I'm looking back to

paraphrase this. The main idea being in this paragraph that the Broadpoint people lived

in an area that hød been occupÌed previously by other civilizations.

Reads. Buried sediments or deep oil deposits may again be exposed to recent

bacterial populations when uplifting and erosion bring strata within reach of meteoric

waters. Bacterial activity at that late stage leads to deep changes in crude oil

composition.

Thinks Aloud- Concunent Report Participant 1. Here he [the authorJ is saying

that there have been more recent changes to the crude oil because of uplifiing ond

erosion. So he cøn't just say that this happened long ago.

Thinks Aloud - Retrospective Report Participant 1. So I mode a paraphrase.
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In this last example, the reader begins to identiff the topic: crude oil - the changes

it is undergoing - and the supporting reasons such as uplifting and erosion. Readers in

this study called main ideas a summary or a paraphrase.

It appeared to the participant observer that participants were using both crunching

and listing to identify the topic as they read. They would proclaim, " That is what I think

so far". They would continue to read on and then add information to their to their

paraphrase, thus finding the complementary second half of the topic. This helped to break

the task of generating main ideas into more manageable units and assist them to get to the

summary statement. It also helped to confirm that they were on the right track.

Participants made reference to the practice text on Haydon and the experimental

text on anthropology in regard to the use of topic/comment as a strategy.

Thinks Aloud- Collaborative Session Participant 2. With the qruowheads and

squibnockets we did that. I was finding the idea, holding it, going ahead, going back,

then coming back to it. However, with the chemistry text it never worked. I lcnow I tried

that process with the chemistry one. I tried to make a comment on the topic, made it and

then thought, I don't lcnow what I'm talking about.

Thinks Aloud - Collaborative Session Participant 1 . Well, I was obviously trying

to organize, I was obviously trying to give myself a goal or plan. You know, develop an

oim.
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Thinks Aloud - Collaborative Session Participant 2 . If we qs teachers just teach

the four steps to getting main ideas, ore we really teaching them reading? I think thot in

order to become successful readers, as teøchers, we need to demonstrate [modelJ thøt it

[main ideas identificationJ is not just a four step process.

Draft and Revise

Readers often return to the text to define their understanding of the text because

the main ideas that are initially stated are often not accurate. In this instance, the reader

reconsiders his/her first draft main idea statement and sets about revising it.

To define the word "broadpoint" was a problem for the reader who went about

revising his/her definitions several times.

Thinks Aloud - Concurrent Report Participant 2. So f I go back - Broadpoint is a

type of people and the idea is that due to the evidence from excavations they came into the

area obviously from the Northeast but it was alreødy occupied. I'm going to read onfrom

there... they are trying to explain the array of traits identified with the broadpoint users

and them being dffirentfrom preceding and contemporary cultures in the Northeast. I'm

going back and wondering what narrow-stemmed point peoples mean... I need to reread

that... So they þund evidence and it was narrow Squibnocket points above a broadpoint

level on Martha's Vineyard. I have no idea what that is. Now back to the narrow

Squibnocket points øbove a broadpoint level... broadpoint level is perhaps a village

where they lived on Martha's Vineyørd. I'm going ahead and reød some more

information. A narrow broadpointform - okny, I'm going to keep thst in mind and try

and relate it back to the beginning. I know I'm going to have to reread this paragraph!
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Okoy, - so I bet we're talking about arrowheads here - I wonder if we're talking abouÍ

arrow heads and the dffirent kinds and how those dffirent kinds of arrow heads

identified the people who used them.

Readers in this study verbalized that they were confirming, analyzing [wondering

what], predicting, and scanning [sometimes called skimming] to find the information to

construct the main ideas. As they were rereading, they were continually revising the draft

they originally made. Draft and revise occurred at both the local and textual level and

helped to make the task more manageable. Van Dijk and Kintsch (1983) also stated that

returning to the text helps readers accommodate the limits of working memory. There is

only so much information you can put into short-term memory at one time before losing

ir.

Summary. The readers in this study used five main construction processes to

assist them in constructing main ideas. The readers found it difficult to verbalize what

exactly they were doing to construct main ideas and commented that they found the five

main ideas strategies alike or highly interrelated. The strategies were not clearly set apart,

but rather run through quickly and in concert with one another. The think-aloud

procedure and collaborative debriefing enabled participants, upon completion of the task,

to relate the strategies they themselves were using to Afflerbach's categorical scheme and

refine terminology used to describe the processes. The terminology subjects used to

describe the strategy they were using varied slightly from the descriptions identified by

Afflerbach (1985). However, a close examination of the processes reveals that they are

remarkably similar. Developing a common terminology for describing text processing

strategies is a problem. The collaborative debriefing also enabled participants to dialogue
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in regards to implications regarding terminology usage when instructing students. These

sessions also provided the opporlunity for participants to share: 1) feelings and

impressions regarding the use of think-alouds; 2) the difficulties encountered in

constructing meaning; and 3) factors that affected their performance.

If we are to compare the comprehension processing strategies identified by the

readers in this study to the theoretical model of text processing proposed by van Dijk &

Kintsch (1983), there are similarities in the processes of deletion, generalization and

construction. The identified strategies also parallel the summarizationrules proposed by

Brown &.Day (1983): those of deletion, substitution, selection and invention.

Metacosnitive Stratesies

Strategies the readers described they were using were never used in isolation, nor

was the rule to construct main ideas hard and fast. Readers demonstrated flexibility when

they encountered problems and continually used a pool of fix-up strategies to assist them

in performing the task at hand. The readers in this study employed the following

metacognitive strategies on a regular basis: rereading, going back and ahead,

paraphrasing, confirming, reflecting, looking for key words, and defining words. They

used these fix-up strategies without discretion, that is, they tended to use whatever

strategy fit the moment, whether it was to assist them in defining a word, or to confirm a

prediction. These strategies were usually preceded by evaluative comments such as: "I'm

at a disadvantage; I have no background knowledge; These are words I don't understand;

I need to define; and What does it all mean?" Right after the evaluative comment, a

strategy or plan was devised in order to fix-up the dilemma.
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The following discussion deals with the metacognitive strategies used by readers

in this study and are compared in Table 3 with the scheme developed by Afflerbach

(1985). Afflerbach's framework suggests that the use of metacognitive strategies is

highly interrelated and connected to the processes used to construct main ideas. Readers

in this study were found to use the metacognitive processes described by Afflerbach

(1985), however, the terms used were not as categorical or succinct. Rather, the

participants in this study commented about the problems they were encountering when

reading and then stated a "fix-up" plan as a solution.

Table 3 lists the fix-up strategies as commented on by readers in this study within

the framework presented by Afflerbach. What follows are examples taken from the

concurrent, retrospective and follow-up reports of participants to substantiate the premise

that these fix-up strategies occurred within the context of Afflerbach's (1985)

classification scheme.

Table 3. Metacognitive Processes to aid readers in the construction of main ideas.

Metacognitive Strategies
generated by Afflerbach

Fix-Up Strategies used by
readers in this study

1.

2.

J.

4.

5.

Hypothesis generation and testing

Importance Assignment

Evaluative Processes
- writer, text, reader

Reader Affect and Attribution

adjusting reading rate
rereading
going ahead, going back
defining key words
defining vocabulary
restating in own words
reflecting
self-monitoring
using textual organization

Comprehension Monitoring and Executive linking experiences
Management using prior knowledge
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Hypothesis Generation and Testing

Strategies in this category are those that support the initial hypothesis that the

reader generated. They include the interpretation and prediction of main ideas and what

readers do to make the task more manageable.

Reads. While the evidence is so far only circumstantial and has not yet been

corroborated by good carbon-I4 døtings.

Thinks Aloud - Concurrent Report Participant 2. So I'm going to stop right there.

I krtow a little bit about carbon dating in archaeological finds, so I realize that they need

to have the evidence corroborated by carbon-dating. So I'm going to stop there and that

helps me to predict so obviously this is øn archaeological finding.

Further on... Reads. That a quick expansion of the broadpoint using people took

place is indicated by the narrow range of available radiocarbon dates.

Thinks Aloud - Concurrent Report Participant 2. So again, I'm seeing the carbon

dating technologlt and that is giving me an indication that this is ancient history... and I'm

still trying to get a definition of who these people are ønd I think that's probably the

closest I've come.

In these examples we see a variety of strategies being deployed: rereading, self-

monitoring, reading on to get more information, and evaluative comments regarding the

performance of the reader. In this instance, the reader is using some of his/her prior
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knowledge to assist in predicting what the text will be about. The reader also makes an

interpretation in the second half of the example. Use of prior knowledge combined with

interpreting the text allows the reader to make a hypothesis regarding the probable

meaning.

During a collaborative session, one participant commented that making

predictions is a very coÍtmon instructional strategy that teachers implement in the

classroom.

Thinks Aloud - Collaborative Session Participant 2. That is pretty straight

forward. We ask kids all the time. Read the title, what do you think the story is going to

be about?

The participant observer noticed that often the readers in this study used text

structure to assist them to comprehend. In the anthropology text, five main arguments

were presented by the author. The readers picked up on this textual orgarization to assist

them in generating an hypothesis. The readers also used prior knowledge, even if they

had little, to assist them with content and even specif,rc words. In one particular instance,

the reader pronounced the word "present" as (pri zent') and then realizedthat it was þrez'

ent). The quick change in pronunciation demonstrated that the reader was testing hislher

hypothesis for the word. The readers also posed questions to assist them in continuing the

process of constructing main ideas. One participant used imagery taken from a grade

nine science class to assist in getting through a difficult moment in the text. It is

interesting to note that the reader was only able to call up this prior knowledge in the

debriefing session (third reading of the chemistry text). This demonstrates that in the
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initial reading, most of the reader's energy was consumed in getting through the material,

and liule energy, if any, remained to make connections to prior experiences or

knowledge.

Importance Assignment

When readers assign importance, they are reducing the text into more manageable

chunks. In order to do this, they may need to focus on the content, or structure of the

text, or on assumptions that they make as readers. Johnston and Afflerbach (1985)

referred to this strategy as the "foot in the door" strategy.

The assigning of importance is linked to the chunking and listing that the readers

used to determine main ideas. The following example demonstrates how the reader

verifies how idea repetition in the text and familiarity with vocabulary assisted himlher in

determining the passage main ideas. The prompt occurred at the end of a paragraph and

required the reader to give a main idea statement.

Thinks Aloud - Concurrent report Participant l. I had less problem with this last

paragraph because it had more of my vocabulary in it - if you can call it that and it shed

some light on what he [the authorJ was saying before. I was trying to put together the

beginning which I could not understand but once you've got three pages of this it gets

easier because the vocabulary is put into context.

Thinks Aloud - Retrospective Report Participant 1. I would verify that. I really

felt that as I went along I could get more meoning because I was beginning to understand

whøt the words meant as I saw them over and over in more context.

58



In another instance, a reader used the repetition of the same word to help

determine importance. For example, while the reader couldn't really define the word, the

continuous repetition of "squibnocket" indicated its importance. A strategy used by the

reader in this instance was to assign unimportance to portions of the text around the term

and then to proceed to attempt to define the repeated concept.

Evaluative Processes

Because readers will build a situational model for a text (van Dijk & Kintsch,

1983), readers often made evaluative comments regarding their performance. A

situational model is created when the reader uses both text information and relevant prior

knowledge and accompanying attitudes, opinions and beliefs to construct meaning.

The readers in this study demonstrated the use of many evaluative comments not

only regarding themselves as readers, but also about the text and the author. The

following are examples of comments made on the writer, the writer's intent and on the

reader.

Thinks Aloud - Concurrent Report Participant 1 . Okoy, I found myself doing a lot

of rereading and trying to catch the author's method and trying to learn new vocabulary

by looking at words used differently in dffirent contexts. One time it is used in one

context, next time the word is used in the author's context like broadpoint for instance;

broødpoint using people- and there are broadpoint horizons, and there are broødpoint

oll kinds of things.
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Thinks Aloud - Collaborative Session Participant 2. It seems to me , especially

with that one about the painter. It was so wordy and convoluted, it was just a very

awla,vard style and I don't think it was because we couldn't understand it... that was

probably the easiest one to understand, but the author - we didn't particularly appreciate

the way he wrote.

Reads. While migration is the preferred explanation, nonetheless a relatively

small number of mobile groups could høve been responsiblefor this manifestation.

Thinks Aloud - Concunent Report Participant 2. There is the word manifestation,

so I'm going to go back to the second page - manifestation - would be a cluster of traits

and life ways I think. I think I've stated the main ideø. I'm going back...

Reads. The broadpoint cultural assemblage ... displaced...

Thinks Aloud - Concunent Report Participant 2. Then ít goes further to explain

this migration and they tried to sum that up in that paragraph.

In the next example, the reader makes numerous comments regarding hislher

performance, and uses strategies that include going back, rereading, reading silently,

predicting, and risk-taking.

Reads. This possibtlity is a topic for further study ønd support, however, since the

genetic blending of cultures and their trsits is still a much debated question.

60



Thinks Aloud - Concurrent Report Participant 2. So they are saying then, despite

the fact that these points may indicate that these people were from certain groups,

because they blended as cultures. That's maybe not a valid way of assessing that. I'm

going to have to go back and reread that silently to get a main idea. Okny, I'm looking

for a main idea sentence to see if it is providedfor me here in the paragraph and I believe

again it is the first sentence in the paragraph talking about these researchers who... I'm a

bit out to lunch here but I think I need to go ahead and get more inþrmation.

Thinks aloud - Retrospective Report Participant 1. Okny to get the meaning, I
was paraphrasing, looking back and rereading. I'm trying to put it into ordinary words

as I said here in my vocabuløry. So its the Chemistry vocabulary that gave me the

problem.

Reads. In the terms of Ltrilley and Philips, a horizon is a primarily spatial

continuity represented by cultural traits and assemblages whose nature and mode of

occurrence permit the assumption of broad and rapid spread.

Thinks Aloud - Concurrent Report Participant 1. Ilow - primarily... continuity...

I'm lookingfor key words - like what does that mean? I ask myself what does it meøn... I
guess I try to get the main idea by putting it into my own language andfigure out what he

is saying in everyday language.

Thinks Aloud - Retrospective Report Participant l. In other words I'm not an

archaeologist - that I'm noL In other words, I don't have the vocabuløry level of this

article. If I canfind vocabulary in me that matches, I can get at least part of the meaning.
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Thinks Aloud - Collaborative Report Participant 1. In the Haydon one, I really

hød a block, because there was only one letter spelling dffirentfrom the composer

Haydn [Franz Joseph HaydnJ and I lcnow everything about... but here I am supposed to

read about this painter that I know nothing about and it... I don't 4cnow... it interfered.

Reads. Since the theory does meet the five uiteria established by ... first... and

the fifth reason.

Thinks Aloud - Concurrent Report Participant 2. So there is a reasonfor them

going into an already occupied area. It was perfect for them. And the fifth reason and

I'm going back to say that there are five criteria and this is the fifth criteria. I was very

concerned about those five points and I was keeping track of the five points and I was

keeping track of the numbers and that was important to me.

The following examples illustrate how evaluative comments helped the readers to

determine strategy use. The first example demonstrates how lack of prior knowledge

affects the reader's performance, while the second demonstrates how prior knowledge

helps the reader to develop a schema for the text.

Reads. Toward an explanation of the broadpoint dispersal in eastern North

American prehistory.

Thinks Aloud - Concurrent Report Participant 2. And I'm going to lookfor words

that are important. I lcnow thot I have absolutely no background in anthropology and I'm
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at a disadvantage and I have to be very careful ofhow I decipher this passage because I
don't have the background lcnowledge that will allow me to do some predicting and some

detective work on what all this means.

In this example, the reader assessed the amount of prior knowledge that helshe had

for the subject and determined that it was nil. Other comments such as, "I have no idea

what this is about" and "I'm a bit out to lunch", substantiates the fact that readers

continuously evaluated the status of their comprehension. However, because readers in

this study were proficient in overcoming this disadvantage, they also set into place plans

to ensure that the construction of main ideas would take place. The reader in this passage

set a purpose to read the passage carefully and to look for important words. In another

instance, the reader set the purpose by stating, "I'm going to have to read the whole

article. I'm reading for main ideas."

Reads. While the evidence is so far only circumstantial and has not yet been

corroborated by good carbon-|4 readings.

Thinks Aloud - Concunent Reporting Participant 2. I'm going to stop right there.

I lcrtow a little bit about carbon dating in archaeological finds so I realize that they need

to have the evidence corroborated by carbon dating. So I'm going to stop there and that

helps me to predict so obviously this is an archaeologicalfinding.

This example demonstrates how, in this instance, the reader used his/her

background experience to help get hislher foot in the door. The reader stops, and brings

in past experience to assist him/her to predict what the text may be about. Until that
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moment, the amount of schema that the reader possessed was limited for the text being

read. Further in the text, this activation of prior knowledge helps not only to build

schema but helps the reader to further evaluate his/her performance.

Reads. That a quick expansion of the broadpoint using peoples took place is

indicated by the narrow range of available radiocarbon dates.

Thinks - Aloud - Concunent Report Participant 2. So again, I'm seeing the carbon

dating technologt and thot ís giving me an indication that this is ancient history.

Broødpoint using peoples so the broadpoint is some kind of a tool point. I'm thinking

arrowhead and I'm still trying to get a definition of who these people are and I think that's

probably the closest I've come.

The following example provides a glimpse into what the reader thought about the

writer's style.

Thinks Aloud - Concurrent Report Participant 1. Okoy, Iþund myself doing a lot

of rereading and trying to catch the author's method and trying to learn new vocabulary

by looking at words used dffirently in dffirent contexts.

Thinks Aloud - Retrospective Report Participant 1. It was the longer paragraph

where I thought - Hey! I've got to find out what he says at the beginning, what does he

say at the end and maybe I don't need to read the whole thing to get the context. It's a

long sentence - break it up into chunl<s and maybe we'll get the main idea. I'm bock

rereøding.
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Reader Affect and Attribution

When an affective reaction to the text being read is accompanied by a comment, it

allows for examination of reader attributions. These can be both internal and external.

There were several instances where the way the readers approached the text

affected not only their performance but also their level of comprehension. In the example

which follows, the reader approached the task gingerly.

Thinks Aloud Participant 2. The first thing I'm going to do is read the title.

Reads. Blumer, M. (1973). Chemicalfossil trends in organic geochemistry.

Pure and Applied Chemistry.

And then said:

Thinks Aloud - Concunent Report Participant 2. Right away I'm seeing redflags

because chemistry wqs never my forte, so I will be at a disadvantage in terms of prior

lmowledge, but I'll go ahead.

After completing the reading of the text, the participant remarked that his/her

mind wandered on several occasions and that chemistry was not something he/she was

interested in.

Thinks Aloud - Concunent Report Participant 2. First thing that I would remark

on as lfinish reading is that my mind wandered on two occasions. I started to think

about two diffirent other things while I was reading and it was probably because I was
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having such a tough time understanding the passage... Ifind that this is an area - tike I
didn't enjoy chemistry and so its something that I'm not interested in and that I sort of

block.

Reads. Makes an equally strong point....

Thinks Aloud - Concurrent Report Participant 1. Whatever that means... I have to

say it in his language... I don't really lcnow what these words mean.

Reads. This further complicates the assessment of the relative importance of

s ub s urfac e chemi c al r e ac t i o ns.

Thinks Aloud - Concurrent Report Participant 1. I have no idea what that means

- except that he [the authorJ is trying to find a base for his argument.

Outward manifestations substantiated the role of affect in text processing. The

following discussion describes what the participant observer noticed during the

concurrent and retrospective reporting, as well as what the participants mentioned during

the collaborative sessions.

Participants related that they felt very inadequate in performing phase two of the

study (verbal reporting method). These feelings of inadequacy were affected by: the

diffrcult nature of the text; the unfamiliar content domain, the unnatural aspect of the

verbal reporting method; and the fact that participants didn't want to look foolish in front

of their peers. While selÊesteem may not have been high, both participants also
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appeared eager to please and determined to complete the task. However, this eagerness

was explained later in the debriefing sessions as a "panic to please".

The participant observer noticed that the most difficult text brought out evidence

of distress as manifested by body movements: clenching of fists, straining, subvocalizing

and hand movements. Participants often needed time to debrief and talk about their

emotions and feelings during the verbal reporting. They were often aware that afeeling

of stress was overcoming them, however many times they were not aware of the fact that

they were making visible body movements. The following is an example of a

conversation that took place after debriefing.

Participant2. I was upset at the writer. I mean, where did you get your

vocabulary? Like, why is this your own personal domain? Did you want anybody to read

this? I mean ifyou just wanted to read it yourself fine!

There was also arealization that performance was impacted upon by the

unexpected and the unpredicted. Disruptions caused readers to lose their place and their

poor performance took away from their enthusiasm somewhat. One participant reported

later that when his/her mind was wandering, he/she attempted to "cover up a little."

Reader affect was not only related to the immediate situation however. The unexpected

broken leg of one participant influenced hislher enthusiasm. The participant related that

s/he was "gung ho" in the beginning of the verbal reporting method, and then there was

the physical trauma of breaking his/her leg and being removed from the school

environment for a period of six weeks. In hisÆrer anxiety to complete this portion of the

study, s/he tried to set up a perfect situation - providing the verbal report in the quiet
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environment of hislher home. However, there were numerous unexpected intemrptions

such as the dog barking, the phone ringing, and kids coming and going that caused

distraction. SÆIe commented that when both the text was difficult, and there were

distractions, sÆre lost it. "I lost it and I didn't care anymore!"

Thinks Aloud - Concunent Report Participant I . This is where the dog barked.

okay, I've got rereading is one of the strategies - yes - rereading... okny, rereading...

Once... years... Well a good thing here is that there should be no intenuptions when

children are reading [in schoolJ because just the dog barking, I lost the meaning of the

Iast five pages and so it must be the same in the classroom.

Thinks Aloud - Retrospective Report Participant 1. That was a good experience

for me because it totally threw me off. Because of it being a high level of vocabulary...

the distraction lost it for me.

The reader realized that: 1) a distraction caused him/her to lose his train of

thought, 2) the text was difficult and s/he could not afford distractions, ffid 3) rereading

the text might help. In another instance, the readers mentioned the importance of

adjusting the speed in which they read passages to ensure that the task, the construction of

a main idea, was to take place. The comment regarding adjusting speed usually preceded

the act of rereading.

Reads: The migration hypothesis is favored in this instance, although no major

population movement is necessarily implied.
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Thinks Aloud - Concurrent Report Participant 1. So I'm getting the meaning by

reading more carefully. Ifind myself slowing down and looking again øt key words qnd

rereading.

Thinks Aloud - Retrospective Report Participant 1. Right, yes, I remember I was

slowing down - trying to slow down so I would get the meaning thefirst time so I wouldn't

have to reread as often.

The second participant began to make connections with hislher students regarding

how much affect can influence performance. "When something is physically wrong, for

example when [students] are hungry, sleepy, or sick, it does and can affect their ability to

comprehend." The debriefing sessions were very beneficial in allowing the participants in

making connections to their teaching situation.

Both participants felt that the retrospective reports were extremely beneficial.

Participants felt that without having been placed in "the shoes of the kids" so to speak,

they would not have been able to make connections to teaching.

Comprehension monitoring and executive management processes

According to Afflerbach (1985), comprehension monitoring and executive

management processes serve as coordinators of the process and progress of

comprehension. In this study, when expert readers encountered difficult text, they used
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various strategies to aid them in constructing main ideas. The following are examples of

comprehension monitoring and executive management.

Comprehension Monitoring.

To ensure that the text was adequately understood, expert readers used various

comprehension monitoring strategies. For example, when subjects detected a problem in

understanding the sentence, they initiated several fix-up strategies to ensure that

comprehension was taking place: chunking, looking back, and rereading. Or where the

readers felt that they were going to lose parts of the text that had already been

comprehended, they often went back in the text to check and maintain comprehension.

Chunking, looking back and rereading.

Reads. There seems to be fairly general agreement now that the þssil organic

matter is a mixture of biochemicals, surviving with little or no modification, together with

compounds thqt høve been altered severely, with or without retention of a recognizable

nucleus of their original biochemical architecture.

Thinks Aloud - Concurrent Report Participant 1. It's a long sentence - break it up

into chunlrs and maybe we'll get the main idea. I'm looking back, rereading... Main ldea?

So what he's saying is that crude oil and similar compounds have component...

Checking on text already read.

Reads. This possibilÌty is a topic for further study and support, however, since the

genetic blending of cultures ønd their traits is still a much debated question.
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Thinks Aloud - Concurrent Report Participant 2. So they are saying then despite

the fact that these points may indicate thøt these people were from certain groups,

because they blended as cultures. That's maybe not a valid way of assessing that. I'm

going to have to go back and reread that silently to get a main idea.

In other instances, executive management processes helped the reader to maintain

or increase their text processing efficiency and helped the reader to deal with overload.

For example, the expert readers in this study often adjusted their readin g rate for the text

if they were aware that they were being "overloaded" and comprehension was failing to

occur. In another instance, the readers just restated the text in the same language the

authors used because they weren't understanding

Executive Management Processes.

The purpose of these strategies appear to assist the reader to maintain or increase

the processing of text. Readers would adjust reading rate, reread, look back, look forward

and monitor strategy effectiveness.

Adjusting reading rate.

Reads. The migration hypothesis is favored in this instance, although no major

population movement is necessarily implied.

Thinks Aloud - Concunent Report Participant 1. So I'm getting the meaning by

reading more cørefully. Ifind myself slowing down and looking again at key words and

rereading.
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Responses to Overload.

Reads. On the other hand, the overwhelming complexity of the remaining

petroleum constituents, the existence of vast array of chlorophyll derivatives and the

nature of the polymeric fraction, which remains largely in the source rocks, make an

equally strong point for extensive chemical modification during the process of petroleum

formation.

Thinks Aloud - Concunent Report Participant 1. Okny. He is giving in this

paragraph, the two views in this disagreement about the formation of petroleum. One

being the survival of the relatively unmodified biochemicals - whatever they are and the

other being the complexity of the other remaining constituents of petroleum - whatever

that means. To get the maÌn idea, I'm just tryÌng to rephrase the words he uses because I
don't reolly lcrtow what these words mean. I have to say the main idea in his language

because I can't say it in my own. I don't think that really gives me the main idea then

becquse I'm not understanding it in my vocabulary base and I think students sometimes do

that too - they just parrot it back using the same words.

In this example, the reader commented on the fact that the main ideas statement

was irrelevant because helshe just reworded what the author said.

Summary. The readers in this study used metacognitive strategies to assist them

in the construction of main ideas depending on the different problems that arose as they

were processing the texts. While readers demonstrated flexibility in strategy use, it was

evident that there was a common pool of fix-up of strategies that the readers tended to

rely upon. These included rereading, going ahead and looking back in the texts in order to
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paraphrase the main ideas. Readers also took the time to define vocabulary, place

vocabulary in context and search for key words when reading. These metacognitive

strategies helped the readers to hypothesize while reading, to make inferences about what

they read, to confirm predictions, and to analyze progress as they were performing the

task. The fix-up strategies, evaluative comments and ensuing plans to identifu main

ideas, are similar to those developed by Afflerbach (1985): hypothesis generation and

testing, importance assignment, evaluative processes, reader affect and attribution and

comprehension monitoring and executive management processes. Readers in this study

demonstrated that as the text became difficult for them to process, they became more

creative in solving the problem. That is, as text processing increased in difficulty, readers

appeared capable of drawing out additional strategies in an attempt to comprehend. Both

participants used the strategy of looking for a topic sentence only in experimentaltext2

and the strategy of reflecting was mentioned only once by one participant in this text as

well.

Section Two

This section will attempt to answer the two remaining research questions:

1) Does the teachers' own conceptual understanding of main idea construction

processes, as revealed by the retrospective verbal reporting method

influence their instructional planning regarding the teaching of main ideas?

2) Is there a discernible difference in teachers' lesson plans for teaching the

comprehension of main ideas before completing verbal reports and after

receiving feedback regarding their own comprehension processing?
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To answer these questions, the investigator examined the data obtained in the

collaborative sessions between the participants and participant observer on the process

that participants went through in: 1) recognizingthe strategies they use to construct main

ideas; 2) verbalizing the processes they use to construct main ideas; 3) and determining

how this related to classroom instruction. To that end, participants spent time

determining a definition for main ideas, as demonstrated through classroom instruction

and further determined how they have taught reading comprehension, specifically main

ideas construction.

Participants - Strategv Description.

The participants in this study spent several sessions after the think-aloud phase of

data collection identifring the strategies they were using to construct main ideas. These

sessions were very productive. They demonstrated that the participants had been

previously unaware or never before had taken the time to consider all the strategies they

were using in processing text. For example, during the collaborative sessions, the

participants noticed that they used similar language to describe the strategies they were

using. When one participant mentioned that they were "focusing visually"; the other

participant mentioned that they were "looking for words that jump out". At another point

in the text, both participants used similar metacognitive strategies: selÊmonitoring and

questioning. One participant mentioned that, "It must of been a milestone in the article."

Both participants also used the textual organization in one text to assist them in

developing main ideas statements.

It was further noted that the most difficult text for the participants was the last text

on chemistry. In this text, the bulk of the strategies used were self-checking and
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monitoring. Participants also came to the rcalization that the harder the text, the fewer

the strategies they employed. Participants felt that this could be attributed to their

feelings of inadequacies with regards to the task, lack of motivation or interest in

constructing main ideas, as well as the fact that they were conscious that they were not

really comprehending. In reflection, participant 2 mentioned the followiflg, "I guess the

part that bothers me is that I was pulling stuff out of this text and I was probably getting

the main ideas from the text, but I had no idea what I was reading." At the end of the

collaborative sessions to determine strategy use, one participant was amazed at the

number of strategies they were verbalizing and commented, "Did we do all this?" The

comment is of significance in that it indicates the participants had been previously

unaware of exactly what they did to process text and how often they used these strategies.

The collaborative sessions also provided a forum for a discussion on ranking

strategies. One participant began to question if a hierarchy existed in the construction of

main ideas. Reference was made to the factthat locating topic sentences occurred, "Only

when I'm comfortable," and participants could identifu that inferring and confirming a

prediction were high level strategies. Risk-taking occurred only when participants felt

semi-comfortable and certainly did not occur in the reading of the chemistry text.

The participant observer acknowledged that research demonstrates that

constructing main ideas is a late developing and difficult strategy for readers to perform,

especially when other factors are considered, such as reading level difficulty, unfamiliar

context and textual organization. Most expository reading materials that are brought into

the classroom contain implicitly stated main ideas and students are forced to construct

main ideas, but they don't have enough strategies to assist them in performing that task.
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The descriptions of strategy use identified by Afflerbach (1935) were then shared with

paficipants to heighten their awareness of existing category schemes.

Text Ratins.

Participants were asked to rate the degree of diffrculty the texts posed for them. In

terms of rating text diff,rculty, the participants were unanimous in that practice text B

(Haydon) was the easiest, experimental text 1 (anthropology), the middle of the road, and

experimental text 2 chemistry, the hardest. The discussion that took place after

reexamining the Practice text B on Haydon follows.

Participant Observer. Well, I amjust going to askyou, how would you have

rated this text? Eosy, middle of the road, or dfficult?

Participant 1. Well, I thinkwhile I was doing it, I thought it was dfficult.

Definitely. Because it was out of myfield of study of understanding. I mean it was the

most dfficult thÌng I reod this year.

It was dfficult, but I mean, I didn't lcnow what was coming either. I didn't know

that the chemistry text was coming.

Participant Observer. So out of three, how wouldyourate it?

Participant2. This was the eøsiest one. Out of the three, it would be a I, but the

process itself was dfficult.
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And because we hadn't been exposed to the process you lcnow, the whole idea of

doing it the way you wanted us to do it, to vocalize while we were doing it.

I was saying to _ yesterday, you take for granted so much when you are

reading. You don't think about what you are doing because it is such a natural process.

It's like language. It just happens and when you are forced into a situation where you

have to actually vocalize and to itemize what you are doing, it becomes more dfficult. So

maybe the process is more dfficult than the actual text.

The following is an example of the discussion on the rating of experimental text 1

on anthropology.

Participant 1. It was dfficult.

Participant Observer. Why was it difrtcult?

Participant 1. llell, I didn't have the vocabulary. I didn't have the background.

I didn't even catch on to what broadpoint was. I thought it was broad noses. I just didn't

know.

After debriefing on the chemistry, experimentaltext2.

Participant Observer. By your ratings, this would have been the most dfficult.

Participant 2. Without a doubt. At this point, I cannot remember what it was

about. At this point I have no recollection because with the other two articles, when we
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are talking about the strategies, I can think, Oh yeh, that is what it was about and this

one... like... I think it was something about oil... I guess that comes to mind now, but

while you were saying this, I had to really think, now what was this about?

The discussion on text rating allowed participants to recognize the importance of

considering text difficulty and consequently the task of constructing meaning while

reading. Participants appeared to recognize that even the processing for the easiest text

proved diffrcult for them. The comments in the discussion demonstrate that the

participants are developing an awareness of text processing.

Process of Awareness.

The notion behind the collaborating sessions to determine strategy use was to

make participants aware of the strategies they were using during main ideas construction

and to observe if this awareness would transfer to instruction. The following is a portion

of the conversation that demonstrates that text processing awareness is taking place.

Participant Observer. Do you think that in light of some of the strategies you use

or the dffirent ones you use, it would make any dffirence in the way you teach? In other

words, does it really matter what strategt you use?

Participant I . I think so... Like what this is doing for me is that I am thinking

about what strategies I am using whereas I wasn't thinking about that before. I would

just read. I didn't lcnow what someone experiences when you struggle with the text,

because I hadn't struggled with the text. I hadn't read anything beyond my reading level.
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Participant2. This may make us more aware and more conscious or to self check

things that we takenfor granted as educators.

The length of time spent on reviewing the strategies through the protocols and

transcriptions was extremely beneficial in sensitizing the participants not only to the

strategies they used, but also to the practice of instruction.

Creating a Definition for Main Ideas Instruction.

"The term main idea has a multiplicity of definitions within the research literature

and within the domain of comprehension instruction (Cunninghan &. Moore, 1986, p. 1)".

One collaborative session was spent discussing the participant's interpretation of main

ideas. Participants were asked to consider the following: 1) What do you ask your

students to do when reading to get main ideas?; and 2) What do you look for when

checking their responses? The article, "The Confused World of Main ldea" by

Cunningham and Moore (1986) was distributed as reading background for these

questions.

Participant l. Well, Ithought aboutthis alot. Ithinkwhat Ido -Iltnowwhatl

do - is I ask questions which lead [studentsJ to make a topic sentence statement which I
have, until now, considered to be the main idea. Like, tell me what it is about.

And this would be... I'm thinking of doing a conversotion related to book we are

reading like literature-based, more than content maybe, and questions like: Il¡hy did;

Who was; or lilhen do they; or What do you think.

79



Participant Observer. That would be your onswer to the second question: That is

the kind of thing you lookþr?

Participant 1. The kind of things I lookfor. Yes and not... I think I don't use the

word main idea with fthe childrenJ. I don't think I would get qn answer. If I said main

idea or summary, but what I usually thought of as main idea is being a topic sentence.

Participant Observer. That [the studentsJ find or thøt they give to you?

Participant 1. That they would give me.

Participant Observer. So in essence it is like a summory.

Paúicipant 1. Risht.

Participant Observer. Paraphrased in their own words?

Participant. Right, I think so.

Participant Observer. llhen you are looking to see if that topic sentence is

correct, do you write yourself afew notes? Like, " I'm lookingfor who the main

character was"? Or do youform a topic sentence ínyour mind and compare it to that?

Are there certain elements or just a generalized støtement you lookfor?
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Participant I . I think I haven't been very specific in saying that is exactly what I
expect. Because there can be some dffirence. Not saying that this [the student's

responseJ is totally right or this totally wrong.

Participant Observer. Have you ever taught a lesson on how you would help the

kids tofind... or to create the topic sentence?

Participant 1. No I have not. I have noL But reading... after reading the article

fCunningham and Moore, 1986J , I think I will.

Pafücipant2. The two sentences that I use the most with the kids.... What is the

author trying to tell us; and, "Tell me what it is about". Those øre the sentences thot I
use, and again I look probablyfor more general statements than very specific statements.

And no, I haven't ever taught main idea specifically.

Participant Observer. Would this vary f you were doing this with a story, like

Iiterature-based novels? Having them read a short story, and saying, "Tell me what the

story is qbout". Would the kínds [of answersJ you lookfor differ than if you were asking

[the studentsJ to read some information on let's say, the pyramids?

Participant 2. I think I would alert them to the fact that I wanted details.

Participant Observer. You would tell them you were looking þr certain details?
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Pafücioant2. I lcnow when

studentsJ towards what we wanted,

we did our ancient tímes theme we had to point [the

ønd we gave criteria.for thaL

Participant Observer. Okny, are there any other comments then about what you

did as a classroom teacher or what you were doing in terms of asking for q main idea?

Participant 2. For me it's the continual process. It's not something that I take out

and say... What we are doing is the maÌn idea right now. I'm asking them all the time. It

is just like everything else we do. It's the writing process. It's the reading process. It's a

moss process and it's something that I think is embedded, but we need to be more specific

now after doing all this about the strategies that we expect.

Participant Observer. I4/hat about your kids? What do you tend to see from

them? Do they just give you the generol topic of the paragraph or do you lookfor

subordinate details?

Participant I . I think at this level there ísn't a lot of detail when they give the

møin idea statement. It's a brief topic sentence.

Participant Observer. Well I think I was gladwhen I reød the article

[Cunningham and Moore, 1986J ... you don't have to use high technical language. You

øctually have been doing all the things they suggest or even talk about. But I thínkyou

haven't been sensitized to it. You have unconsciously been doing it but have not been

consciously aware of the why or where you were going with it maybe.
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Instruction.

The conversation during the collaborative sessions turned to the issue of teaching

content or process. Which one of the two is best? A portion of the discussion follows.

Participant Observer. Is it content or process? What is it that we remember?

Pafücipant2. Our most vivid memories are our vacations, things we have seen,

touched, eaten and heard.

Participant 1. Maybe it is not important what you remember about the Sphinx. A

child may remember that, but the skill to approach the text to understand realistically

that there ís such a monument in this world? Because [our studentsJ measured it in the

hall, then they l*tow.

Then they remember that, but to just approach the text to read it and not to have

realízed that thing is monumental is a shame... it is a sadness that we haven't imparted to

[the studentsJ the strategies.

This conversation reflects the instruction that took place during a unit that one

participant completed during this research. The reflection demonstrates that as a result of

participating in the study, the teacher has come to understand that process is as important

or even more important than content.
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Model of Instruction.

Instructional issues related to main idea instruction were discussed during one

collaborative session. The article, "Actively Teaching Main Idea Skills" by Mark Aulls

(1986) was distributed as reading prior to the session. In this article, Aulls examined the

different forms of knowledge necessary for main ideas instruction: declarative

knowledge, procedural, and conditional knowledge. Aulls also described the general

components of active teaching - verbal explanation, verbal modelling, practice, feedback

and independent practice.

One participant was concemed with regard to the developmental model of

knowledge acquisition.

Pafücipant 2. Can I askyou a question? With the childwho is that

chronological age, but we discovered that they have a reading disability, or some kind of

cognitive delay, then, will they eventually get to that point where they will have

conditional lcnowle dge ?

Participant Observer. No. Not necessarily. A lot of kids that I see in Grade 6,

they can read like troupers and not understand a word they have read. By then if they

have a learning disability or like a student in your class who has a learning disability,

you then say that they may never come of age ond so, what you do for them is give them

the strategies or schema to help them. So [he/sheJ may never be sble to understand, bul

here is something to help you cope with your disability.
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Pafücipant2. So it is importantþr them to htow that it is not something that is

all of a sudden going to click in.

Participant Observer. No. Andfor teachers a lot of us went on thinking that it

was [the student] and that it had nothíng to do with the way we were teaching ond I think

that in his model [Aulls, 1986J, you have to spend some time telling [studentsJ what they

are going to do... We need to tell them what they are learning, show them by verbalizing

and demonstrating step by step, you doing it infront of them as a model, then letting them

try it out and collaborating with them and going and giving tltem one-on-one assistance.

And thenfeedback... that is what he is setting himself up for in that article.

The progressionfrom being a novice reøder to an expert status seems to entail at

least the acquisition of that declarative lcnowledge, then procedural and metalcnowledge

may be acquired after lots and lots of teaching and lots of support. So don't feel bad if
your kids don't lcnow it. It would be like to think that we have eliminated the teaching

factor. If we can teach the lesson better, maybe we cqn help the kids acquire that third

stage of growth. So basícally that is what I had in the article that I thought was

important.

Participant2. Our children ... are very immature.

Participant Observer. So what would you do dffirently?

Participant: 2. lle've probably got a crew of kids that are never going to develop

beyond declørative as.for as I am concerned.
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Participant Observer. But it is good to hear you say you lcnow you have 25

children ønd I0-l5 of them are not "cutting it". What we would call grade level reading.

So instead of trucking ahead to procedural lcnowledge, then you need to stay in that first

stage and spend a lot of time there demonstrating a skill and rather thøn teaching you

Icnow I5 themes, you may have... to take 5 themes, but spend a lÌttle more time on the

skills.

On Direct Instruction.

The article, "The Direct Instruction of Main Idea Comprehension Ability",

(Baumann, 1986) was also shared. The emphasis in the article was to reflect on the

method of direct instruction and to focus on the teacher behaviour of classroom

instruction. The question, "What could make us better imparters of knowledge?" was

given to the participants.

Participant Observer. A model of direct Ìnstruction is an effective way to teach

disadvantaged children. And I think that is what we were looking at when we were

looking at your cløsses. A lot of kids in your class are having dfficulty with reading

materials and so you could use this kind of model to help them in your processes of

comprehension.

I want to share with you an article from Reading Today (IRA Publications, April,

1994). Teachers in schools must provide organized sets of strategies that students can

learn... can use to learnfrom the text. And I think that is what I am talking to you about.

A strategy in order to comprehend - assisting them by you demonstrating how they get...
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you get the main idea. Model and explain your own reading strategies. So this is the

movement in the States. How teachers can more effectively model the way they learn.

Allowing students opportunities to practice and discuss their strategies and I think that is

where the collaborative movement has come in. Any comments?

Participant 1. I am thinking that I will do some direct teaching about how to use

the information that we are getting into the room, the book and the ørticles... how will

we present it? How will we find out what it says? So that we con report on it.

On Student Evaluation.

During the collaborative sessions, the discussion turned to evaluation of strategy

use by students.

Participant Observer. How do you measure the lcnowledge of the strategy?

Participant2. It's much easier to put afact. Fill in the blank and give an answer.

At least I lcnow you understand it if you got the right answer: The sphinx is big. But that

doesn't really sltow me that in ten years from now you can still go to that text and have

figured it out.

You see they [adultsJ have the skills to fill in the blanks and to lcnow what people

want if they have prior lcnowledge, they have contacts and they probably have these

strategies. But I would say øt least one hølf of the children in our system don't have any of

that.
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You know ... they don't have any of that experiential background or even tÍte

confidence with the whole... with reading in order to play the gøme.

Summary. The collaborative sessions served to heighten self-awareness

of the processes used by participants to construct main ideas. Without the opportunity to

discover for themselves how exactly they processed text that was difficult and unfamiliar,

the participants may not have been as receptive to changing the way they teach children

under their care. The participants made reference to the fact that they employed certain

strategies only when they were comfortable and that risk-taking did not occur when text

processing increased in difficulty. The collaborative sessions also enlightened participants

on their use of strategies in relation to text difficulty. In fact, when reading difficult text,

readers summoned up infrequently used strategies. Participants expressed surprise over

the number of strategies they were capable of generating, mentioning that they never

previously gave consideration to strategy use and variation. The discussions enabled the

participants to determine if prioritizatíonand familiarity were important factors to

consider when instructing main ideas processing. The collaborative sessions provided a

forum for varying discussions related to instruction and delivery in the area of the

construction of main ideas. The verbal reporting method can be likened to the experience

that is necessary to comprehending. The participants were very receptive to speaking

openly about the processes and how they go about teaching and instructing their children.

Without the think-aloud experience and feedback regarding their own main ideas

processing, participants may not have been as receptive. The process as described by the

collaborative sessions ranged from strategy use and description, text rating, awareness,

and instruction and evaluation of the construction of main ideas.
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Lesson Plan Analysis

The purpose of this study was to determine if self-awareness transferred to

instructional plans. To this end, the lesson plans originally devised by the participants

were compared to the revised plans submitted after the think-aloud text processing.

Lesson Plans

Initial Lesson plans. Participants submitted lessons plans for a theme entitled

"Another Age". One lesson dealt with Pyramid Building, the other, The Mysteries of

King Tut's Tomb". The lessons were part of an integrated unit on Social Studies and

Literature, using a mixture of fiction and non-fiction resources (See Appendix F)

Both teachers submitted a clear statement regarding the background that had been

provided leading up to the lesson. Participant I mentioned that grade four students \ryere

involved in a study of ancient civilization using literature and research material. The

teacher makes reference to the class read aloud novel dealing with Egypt, artifacts and

slides that were shown in class. Participant 2 mentioned that the students were studying

ancient times. Both literature and non-fiction research materials were being incorporated

into the theme. The participant also mentioned that slides and artifacts from modern day

Egypt were used to create a link to this text. This statement provided an indication that

some time has already been spent building up student's knowledge of topic prior to

engaging in the lesson. In other words, the lessons submitted were not introductory

lessons. For example, key vocabulary, the historical time line, and the location of Egypt

had already been introduced.
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Both lessons had a statement of purpose as indicated:

Purpose Participant 1. Students will come to understand that the unusual

circumstances which surround the discovery of King Tut's Tomb have led to a continuing

fascination with this early Egyptian ruler and his grave.

Purpose Participant 2. The students will be able to understand the main idea of

the article "The Pyramids" to increase their knowledge of ancient Egypt and life dwing

that time.

The examples demonstrate that the teachers wanted the students to obtain a

main idea for the text being read. In the first example, the purpose was to understand the

main idea of the article, The Pyramids, and to help increase the knowledge base on

ancient Egypt. In the second example, understanding the main idea of the article is stated

as the outcome for reading the article on The Mysteries of King Tut's Tomb.

Prior to presenting the actual lesson, both plans had a step that served as an

introduction or motivation to set the mood for the text to be read. This step incorporated

aspects of a read-aloud novel, slides on Egypt, and discussion. Students were to recall

findings from previous research and predict how modern day Egypt would differ from

ancient times. The actual presentation of the lesson incorporated between 4-7 steps.

Participant I incorporated the following steps into the lesson presentation: 1) The article

is read aloud by the teacher and student volunteers; 2) The teacher invites students to list

the unusual circumstances that are mentioned in the article. These are written on the

overhead; 3) The class speculates on various theories which might explain the unusual

circumstances which surround the tomb of King Tut and especially its discovery.
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Participant 2 incorporated the following steps into the presentation: 1) Have students

scan the story for difficult words and discuss meaning of these words with students.

Locate the difficult words; 2) Discuss the theme of the article and how it relates to our

study of Egypt; 3) Have students read article silently; 4) Read article aloud - turn-

taking; 5) Do an oral retelling. The teachers ensured that all students had copies of the

reading material and that the article was first read aloud and then silently.

Both participants acknowledged that the reading material might be frustrating for

some students. One chose to have students scan the story for diff,rcult words and provided

time for explanation and discussion. Students who experienced diff,rculty were

encouraged to make use of picture clues in answer to specific questions (i.e. What

pyramids are about.) The other participant conducted the lesson as a whole. Students

were invited to suggest circumstances and the teacher plotted these on the overhead for

all to see.

Both teachers ended the lesson with a discussion, summary statements and

prediction.

Participant 1. The class speculates on various theories which might explain the

unusual circumstances which surround the tomb of King Tut and especially its discovery.

Each group decides what they think is the reason for the strange deaths and writes down

the reason.

Participant 2. Imagine yourself a member of the building crew assigned to build

an Egyptian pyramid. What would it be like? Who would you like to be and why? Who

would you not like to be? Write a bout one day in your life if you actually were building

an Egyptian pyramid in 2600 BC
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The lessons incorporated reading, writing, listening, viewing and speaking. The

lessons were not conducted in isolation but as a joint activity with the teacher serving as a

facilitator. Each lesson ended with a conclusion or suggested follow-up.

Discussion of Initial Lesson Plans.

The initial lessons submitted by participants incorporated all aspects of the

language arts curriculum and incorporated aspects of content area knowledge in social

studies. Reading, writing, speaking, listening and viewing were evident in both lessons

and the lessons are excellent examples of how the language arts curriculum can be

incorporated into a content area subject. The study of a past and present community in a

far away place, in this case Egypt, and the comparison to the local community indicates

that the Social Studies curriculum for grade four is also being addressed. There is

evidence that the teachers are very strong in integrating skills into a thematic unit of

interest to students.

Both participants recognized the varying ability levels of their students and

ensured that the goal of understanding the main ideas was to be achieved. The lessons

indicate that teachers aÍe not only cognizant of the weak reading skills of students in the

content area, but also aware ofthe need to take students step by step through the process

of constructing main ideas. The lessons used a variety of means to achieve this end:

teacher led discussion, independent and group work, and joint target reading. Teachers

also indicated the importance of linking this new knowledge to existing knowledge bases

and extended this new knowledge to possible future outcomes.
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While the end product resulted in a main idea statement, at no particular point in

time is there actual mention of the target skill (i.e. Today, we are going to read for main

ideas.) And while both teachers acknowledged that some students might experience

frustration because of the reading level of the article and that some of their students had

weak skills in reading for meaning, the lesson plans gave no indication that the teachers

would verbalize the purpose of the lesson: which was to obtain aclear main idea

statement from the reading selection. Nor did the lessons indicate that the teacher actually

verbalized the procedures of how this main idea statement was going to be extracted from

the text. The following discussion examines the lessons plans for evidence of the six

goals or phases of instruction from Aulls (1936): Awareness, declarative knowledge,

procedural knowledge, guided practice, transfer and evaluation of target skill.

Awareness. Are there instructions that make students aware of the need to know

the target knowledge? The lessons do not focus on instruction in the target skill of

identifring main ideas. Students were not told that it is important to construct main ideas

from text in order to comprehend.

Declarative Knowledge. Does the plan have evidence that indicated the

construction of main ideas? While the plans were detailed in how the main ideas were to

be obtained, the teachers did not state verbally that this is what they were doing. The

actual verbalization of what a main idea statement is and an example were not included

in the lesson plan.

Procedural knowledge. Are rules for how to use the knowledge evident? Rules

were not stated, but were modelled indirectly. For example, participant 1 read the story
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aloud and elicited responses from students in a sequential fashion. These responses were

written on an overhead. The second participant had students scan the story, and use

picture clues to determine meaning. An oral retelling was given detailing facts. These

were also visually written for students. The lessons clearly demonstrate that the teacher is

in fact modelling and making sure that students have access to many options in the

construction of the main ideas.

Guided Practice. Are students given guided practice, and later independent

practice in using rules to solve reading tasks that require knowledge taught earlier through

explanation and verbal modelling? Participant t had students generate circumstances

regarding the mysteries of King Tut's Tomb. The responses were clearly posted.

Students were then asked to speculate to explain the unusual circumstances. The was

conducted in a cooperative grouping. The lesson moved from teacher-directed to a group-

directed activity. Participant 2 provided several means to deriving meaning from the text:

to determine unfamiliar vocabulary and examine photographs and pictorial clues.

Students and teacher took turns reading and retelling the text. A full group discussion and

full group written swnmary was generated. Both plans incorporated this aspect of guided

and later independent practice. In fact, the lesson plans indicated that the teachers

anticipated that students would successfully complete the task of constructing main ideas

independently at varying times throughout the theme.

Transfer. Is there evidence of appropriate practice texts and the opportunity to

practice the main idea skill independently? Both participants extended the lesson to

independent practice by linking the process with expository texts in the class library or

with the class novel that related to Egypt. Participant 1 mentioned that the reading area
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had several books on King Tut's treasures, while participant 2 mentioned a class read-

aloud novel. Both plans contain strong indications that transfer to other situations would

occur. This is indicated in the lesson plans follow-up.

Evaluation. Is there a means to evaluate whether the students have acquired the

ability to use the skills strategically? The written portion of the lesson (conducted

individually or by group) was a clear indication that the teachers would evaluate

successful completion of main ideas construction. As mentioned earlier, this evaluation

was to be ongoing throughout the theme instruction.

Teacher instruction behaviours. The checklist for teacher instruction behaviours

includes the following: verbal explanation, verbal modelling, collaborative feedback,

independent practice and evaluation.

Verbal Explanation (includes awareness and declarative knowledge). The lessons

do not focus on instruction in the target skill of identifying main ideas. Teachers did not

verbally state that students would be constructing main ideas.

Verbal Modelling. Rules to construct main ideas are not stated.

Collaborative Practice and Feedback. Both plans incorporate aspects of guided

practice and feedback.

Independent practice (transfer). Plans indicated that students would have an

opportunity to extend the work completed that day throughout the theme.
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Figure 5 attempts to plot the teachers'behaviours evident in the initial

lesson plan according to the model presented by Aulls. The first part of the model

demonstrates how instruction should proceed according to Aulls, and the second part of

the figure demonstrates how the initial lesson plan submitted by teachers appeared. The

initial lesson plans were weak in the following areas: verbal explanation and verbal

modelling. They were strong in the areas of collaborative feedback, independent practice

and evaluation.

Lesson Plan Revisions

In revising their lesson plans, both participants indicated that a direct instruction

approach (as outlined in the Baumann, 1986) would be incorporated into their lesson plan

revisions (See Appendix F). While participants didn't specifically state that the verbal

explanation aspect of their lesson would include instruction regarding the development of

an awareness of strategies to implement in determining the main ideas, both indicated

more time would be spent modelling. The most signif,rcant difference in lesson plans

prior to the study and after, was the introduction of modelling. One participant also

mentioned that s/he would address vocabulary knowledge and demonstrate word

definitions through the use of surrounding context.
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Teacher Instructional Behaviors
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instruction for the initial lesson plan.
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Figure 6 demonstrates the progression from the initial lesson plan to the revised

plan. These are compared to Aulls (1986) suggested order of presentation.
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Summary. While the initial lesson plans were considered to be excellent, they

failed to address target knowledge (in this case the construction of main ideas) and steps

for achieving this goal. The revised lessons incorporated more modelling steps, however,

in the second set of lesson plans, no mention was made regarding how the teachers would

provide instruction in the comprehension processing that accompanies the construction of

main ideas. Teacher participant growth is evident in that plans to model comprehension

processing were suggested as a means to ameliorate main ideas construction. However,

the teachers still did not incorporate in their plans how they would tell students what

exactly they themselves were going about doing in identiffing paragraph main ideas. For

effective instruction, teachers need to be aware of their own comprehension processing

and to model their own comprehension processing and comprehension problem-solving

through think-alouds. The implication here is that teachers need to make this processing

explicit.
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CHAPTER V

Results and Discussion

The purpose of this study was to investigate the effects of teacher awareness of

comprehension processing on main ideas instruction. Specifically, four questions were

addressed: How do teachers as expert readers process difficult or demanding text in order

to construct main ideas; How do the categories developed by readers in this study

compare with the existing research classifications; Does the teacher's own conceptual

understanding of main ideas construction processes, as revealed by verbal reporting,

influence their instructional planning regarding the teaching of main ideas and; Is there a

discernible difference in teacher's lesson plans for teaching the comprehension of main

ideas prior to completing verbal reports and after receiving feedback regarding their own

comprehension processing?

The research results were reported in two sections: In the preceding chapter

section one dealt with the strategies used by readers in this study to construct main ideas

and compared them to Afflerbach's (1985) classification, while section fwo described the

process that participants went through to recognize these strategies and how they related

to instruction. In this chapter, general conclusions are formed and suggestions for future

research are addressed.
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Summarv of Results

Main ideas construction processes and metacognitive strategies. The results of

the data analyses indicated that readers used f,rve main ideas construction processes.

Participants in this study found however that these strategies were difficult to verbalize

and isolate because they were carried out quickly and in concert with one another. While

the terminology to describe these strategies varied, the main ideas construction processing

strategies used were remarkably similar to those employed by subjects in Afflerbach's

(1985) study. These included predicting, inferring (initial hypothesis); paraphrasing,

deleting, generalizing (crunching); chunking, listing (listing); summarizing, paraphrasing

and looking for topic sentences (topic/comment); and paraphrasing, confirming,

analysing and predicting (draft and revise).

The data also confirmed that the construction of a main idea is a complex act,

which required almost as many related processes. The five main ideas construction

processes of readers in this study were impossible to implement without the help of

metacognitive (fix-up) strategies. The construction strategies were never used in

isolation, but in concert with one another. The following metacognitive strategies were

used frequently and facilitated comprehension processing. These metacognitive strategies

were: rereading, going ahead, going back, reflecting, looking for key words, putting

vocabulary into context, par apl'rasing and defining words.

While the participants in this study demonstrated flexibility when processing text

and had at their disposal a pool of strategies identified above, they tended to rely regularly

on using only a few strategies to solve comprehension processing problems. The results

indicated, however, that when extreme comprehension problems arose, participants were
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capable of retrieving additional and alternative strategies. In fact, they became quite

creative in implementing innovative problem-solving strategies as text difficulty

increased.

The metacognitive strategies used by readers in the study helped readers in frve

main ways: to assist in hypothesis generation and testing; and to help in assigning

importance; in evaluating the writer, text and reader; in determining affect and

attribution; and in comprehension monitoring.

There are two very interesting findings from this study. The first is that

participants implemented similar strategies to overcome the same text difÍiculties. For

example, at the same point in the text, one indicated that s/he was looking for words that

jump out and the other mentioned slhe was focusing visually. This may suggest that in

instructing students it is possible to select a few good comprehension strategies to model

and teach. However, the fact that participants described the strategy using different

terminology indicates that variation does exist within individuals. It may be

problematic to come up with exact terminology in describing the comprehension process

because of this individuality.

Motivation appears to be a key factor in successful strategy use. The data

indicated that risk-taking was not easy for participants. Even as adults, the participants

appeared concemed about peer pressure. Participants also recognized that prejudgment

can influence outcomes. In one particular instance, the reader thought that the text was

difficult and identified that s/tre didn't realize what was to come. Comprehension

processing somehow seemed preempted due to the assumption of text diffrculty.
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Prior knowledge is another important factor to consider in text processing. The

readers in this study admitted that without completing phase 1 - concurrent and

retrospective think-alouds, they would not have been as receptive in considering main

ideas construction processes nor the instructional implications which followed.

Teacher awareness and instructional planning. Vygotsky (1978) has offered a

view of teachers as mediators who facilitate growth in learners. Teachers support learning

but do not control it. Within this study, the investigator attempted to model good

teaching. Having participants take the time to become aware of how they process text

served as a model for the teacher participants in seeking abalance over what is taught

(content) and how it is taught (process). The structure of the study - the think-aloud

procedure in phase one; the collaborative sessions in phase two; and the discussions on

lesson planning in phase three created a problem-solving mindset and allowed for

reflective thinking.

The process provided a forum for developing comprehension processing

awareness and an opportunity to develop a common language. Vygotsky suggests that

people internalize language from social interactions. These social interactions enabled

the participants to visualize with increasing difficulty the types of strategies used. This

sensitization helped to improve decision making and was transferred to an improvement

in instructional plans. While the differences in the first to the last plan were minimal, the

language used by participants when discussing text processing approaches to teaching

main ideas identif,rcation was beginning to change.
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The teachers in this study shared information about how they processed text to

construct main ideas. The analysis of the lessons also indicates that they were beginning

to realize that this information must also be shared with students. As Vygotsky indicated,

teachers must nurture student's mediation of strategy use. The lesson plans revealed that

the teachers would provide ample assistance to their students in moving from teacher-

directed to selÊdirected activity.

The results of this study were positive in that they confirmed the need to model

strategy use early in the learning stage. As Vygotsky proposed, children learn best by

receiving support and assistance from experts on tasks that would be too difficult for them

to accomplish at first on their own. Instruction is a collaborative process. The

participants had undergone a collaborative process with the investigator and now

appeared prepared to undertake the same with their students.

Support for theoretical model of reading comprehension. The results of this study

also support van Dijk and Kintsch's (1983) model of text processing and refine it

somewhat. The van Dijk and Kintsch (1983) model assumes a metacognitive component

and proposes that readers build a text macrostructure. They suggest that this occurs

automatically. However, as evidenced by the experiences of readers in this study, when

the task of comprehension is not easy, participants consciously resorted to managing their

comprehension indicating that a model of text processing must include a metacognitive

component. This contention is also supported by the research of Brown and Day (1983).

Findings in this study support their contention that the construction of main ideas is

complex. The findings of this study suggest that almost as many related fix-up processes

accompanying main ideas construction processing are necessary. These results are
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congruent with the findings of Afflerbach (1985) and Wood (1992), as well. Both these

authors conclude that the main ideas construction processes are not possible without

congruent support of metacognitive processing.

Imnlications for Instruction

Interactive nature of reading and the subsequent use of strategies to construct main

ideas. The results of the study indicated that the task of constructing main ideas is

dependent on the use of metacognitive strategies that are interrelated and highly

sophisticated. As well, the results of this study and previous studies (Afflerbach, 1985;

Wood, 1992) reinforce the fact that establishing a com.mon terminology to describe the

processes to construct main ideas is diffrcult. For instruction to become effective, the

development of an instructional model for teaching main ideas construction needs to be

simplified (Wood, 1992).

In response to the need to simpliff an instructional model for teaching main ideas

construction, the investigator felt that the placement of processing strategies related to the

construction of main ideas were similar when reader, text and context-related problems

arose. As demonstrated by the data reported in Chapter IV, participants verbalized many

comments relating to themselves as readers. These reflections included comments on

their abilities as readers, their task performance, their background experience or lack

thereof, their purpose for reading, and their motivation for completing the task.

Participants were also critical of the vocabulary and language used by the authors.

Findings also suggested that participants became very creative in their use of

strategies to compensate for the need to verbalize their thought processes as they were
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reading difficult text, using similar strategies to solve very different problems. In one

particular case, a participant referred to environmental factors over which neither slhe, as

the reader, nor the investigator had any control. The reader clearly was aware of the

problem - constant intemrptions - and set about to remedy the situation. The implication

for instruction, however, is that children need to be assisted in overcoming difficulties

when reading. Teachers need to be aware that environmental factors, such as disruptions

and distractions can "shut down" the process of constructing main ideas, thus impeding

instruction. Children become less willing to take risk in the instructional process.

Participants in this study also made numerous comments regarding the authors'

intent, ability, style, use of vocabulary, and the tone of the articles. Subjects also included

comments on the textual organization, use of markers, use of syntax and the readability of

the text. One participant mentioned, "The markers are too short for me. It gets too

chopped up and then I lose it fmain ideas] completely." This comment demonstrates that

the readers were aware that the task was taking away from the way they would normally

process text. The participants appeared to be making these comments just prior to

implementing a strategy to solve processing problems. A model to show the

interrelatedness of these factors might facilitate the teaching of main ideas processing

An instructional model of comprehension text processing. A more simplified

model of text processing might integrate these three elements: reader, context, and text.

As shown in Figure 7,the model attempts to demonstrate the congruency or

interrelatedness between and among the reader, text and context. The strategies readers in

this study used to assist them in their comprehension processing included: rereading,

going ahead, going back, reflecting, looking for key words, putting vocabulary into own
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words, paraphrasing and defining words. There seemed to be interactions among the

three variables. That is, depending upon either the textual content or the reading context,

readers employed varied and different strategies to facilitate meaning making.

This more simplified model suggests that the task of constructing main ideas

cannot be conducted in isolation. Identiffing main ideas appears to be a very difficult

task. Many problems arise reducing the text to its gist. While the model attempts to

identiff those processes, it is also important to recognize the interactive nature of

reading. The model demonstrates that reading is a complex process and that the text

processing strategies they employ are often not clearly separable. However, future

research needs to investigate the efficacy of this model for instructional purposes.

.-\
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Figure 7. Interactive nature of reading and the subsequent use of strategies.
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Limitations of this study

This study may be limited by the factthat only two participants were involved in

collecting data on processes used to construct main ideas. It may be that not all strategies

readers use to construct main ideas may were discovered. Because lesson revisions

occurred at the end of the school year, more time may have been necessary to document

whether change actually took place. Participants were not used to thinking aloud and may

have been reluctant to take risks. The revised lesson plans do not indicate the use of

"think-alouds" to model comprehension processing. This may be because the participants

were uncomfortable with the procedure.

X'uture Directions

Conducting this study points to the need for further research conceming expert

readers'main ideas construction in regards to varying texts. Students might benefit from

learning a few, well taught and well learned strategies to facilitate main ideas

construction. In order to determine main ideas construction use, further research needs to

be directed at examining the processes within avariety of texts and genres. As well,

lessons need be implemented and evaluated. Documenting teacher instruction over time

will demonstrate whether strategy use transfers and is retained. Lastly, the effects of

verbal reporting on students needs to be documented. Instruction that employs think-

aloud procedures could reveal additional information towards the development of

appropriate instructional models.
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Educational Imnlications

Instruction should reflect the fact that main ideas construction processes can be

diffrcult. One educational implication resulting from this study suggests that effective

instruction will need to include student support and feedback from teachers. As

mediators, teachers need to be cognizant of what the task of constructing main ideas

entails, as well as cognizant of the fact that it is important in the instructional phase to

model these processes verbally for children. Teachers also need to be cognizant of the

fact that individual differences occur among children and adults as well. The implication

is that perhaps a rigid classification scheme for main ideas processing may not be as

important as the ability to lead the child to a metacognitive state. It may take only a few

good strategies to get the job done when constructing main ideas, however, it is important

to allow for flexibility and variation among individuals. Reading is interactive in nature

and it may not be as important to speciff a strategy but rather to consider what is constant

in the reading act: problems regarding text, reader and context. A collaborative learning

process seemed to facilitate learning. In order for students to develop text processing

strategies, instruction should also be explicit and direct. Finally, change is a process and

can occur only over a period of time.
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APPENDIX A

Practice Text A

Marcuse, H. (1965). Remarks on a redefinition of culture. Daedalus, Journal of
the American Academy of Arts and Sciences, 94(l)r190-207.

The division into natural sciences, social, or behavioral, sciences, and humanities

appears as a highly extraneous division, since the distribution of subject matter, at least

between the last, two, is more than questionable - the academic quandary reflects the

general condition! There is indeed a noticeable divorce of the social sciences from the

humanities, at least from what the humanities were supposed to be: experience of the

dimension of humanities not yet translated into reality; modes of thought, imagination,

expression essentially nonoperational and transcendent, transcending the established

universe of behavior not toward a realm of ghosts and illusions, but toward historical

possibilities. In our present situation, does the analysis of society, or social and even of

individual behavior, demand abstraction from humanitas? Does our cultural situation, our

universe of social behavior repudiate and invalidate the humanities and make them truly

nonbehavioral and thus "nonscientific" sciences, concerned mainly with personal,

emotional, metaphysical, poetic values unless they translate themselves into behavioral

terms? But in so doing, the humanities would cease to be what they are. They would

surrender their essentially nonoperational truths to the rules goveming the established

society, for the standards of the behavioral sciences are those of the society to whose

behavior they are committed.

Give ø møín ìdeafor this parøgraph
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Now, the expelled nonoperational dimension was the core of the traditional

culture, the "background" of modern society until the end of its liberalist period; roughly,

the era between the two world wards marks the terminal stage of this period. By virlue of

its remoteness from the world of socially necessary labor, of socially useful needs and

behavior, because of its separation from daily struggle for existence, culture could create

and preserve the mental space in which critical transgression, opposition, and denial could

develop - a space of privacy and autonomy in which the mind could find an Archimedean

point outside the Establishment from which to view it in a different light, comprehend it

in different concepts, discovered tabooed images and possibilities. The Archimedean

point seems to have disappeared.

Give a møin ideafor this paragraph

GIVE A MAIN IDEA STATEMENT FOR THE SELECTION
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APPENDIX A

Practice Text B

Parry, G. (1980). The grand delusions of Benjamin Haydon. Keats-shelley
Memorial Bulletin (Rome), 3L, 10-21.

It is a measure of Benjamin Haydon's remoteness from his fellow artists that so

few of them appear in his Memoirs. Most of his friends were literary men, and important

literary men at that, whereas his associates in the world of painting were figures of

secondary importance and of slight intellectual power: Wilkie, for example, or Fuseli.

One would scarcely know from these Memoirs that Turner and Constable were at the

height of their careers, or that English landscape art was enjoying one of its truly great

periods. Haydon's lifelong quarrel with the Royal Academy kept him away from the

mainstream of English painting, and his intense preoccupation with himself his own

designs and ambitions, prevented him from paying much attention to whatever else was

being painted in his own time. One suspects, moreover, that such was the power of his

idee fixe - the incontestable superiority of history painting over all other departments of

the art - that Haydon had little interest in or curiosity about the productions of his

contemporaries, for with a Podsnappian grandeur and impatience, he was inclined to

dismiss all that was not history as "not Alt".

Give a main ideø støtementfor pørøgraph
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Landscape painting did not exist for Haydon, for he considered it to be totally

lacking in intellectual content; indeed, he seems to have been quite indifferent to

landscape, for his extensive memoirs and journals show no response to natural scenery.

The reason for this may have been that he simply did not see it: Haydon was notoriously

shortsighted, so he was disposed to place much greater emphasis on the painted

expression of ideas (preferably sublime ideas) than on the transcription of natural effects.

Haydon was definitely an indoors man: he always painted in a studio and consequently

had little understanding of the effects of light, or even of colour. Nor is there any sense of

depth in Haydon, a failing which stems partly from the confined circumstances of his

painting, and partly from his indifference to or dislike of background scenery.

Give main ídes støtementfor parøgrøph

Temperament, ideology and prejudice combined to prevent Haydon from

responding to the art of portrait. To begin with, he despised it as a servile occupation. He

felt it depressed the status of the artist, turning him into a maker of "likenesses". Here

again, he felt that portrait painting required no intellectual power, and entailed a

disproportionate amount of time spend on the details of costume and draperies, for which

he had no talent. Not even the prospect of painting the great men of his age, such as

Wellington or Earl Grey, excited him, for he clung to the ideal concepts of heroic art,

where expression had a grandeur quite remote from the subdued politeness of nineteenth-

century English poses. Admittedly, Haydon had no aptitude for portrait, a truth that he

frequently reiterated, yet he seemed unaware that there was an art to portraiture, or that it

was one of the great strengths of the English School, with men such as Lawrence and
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Hoppner, Raebum and Richmond, maintaining a brilliant tradition in Haydon's own

lifetime. His sublimely dismissive attitude is well expressed thus:

Portraiture is always independent of Art and has little

or nothing to do with it. It is one of the staple manufactures

of the empire. 'Wherever 
the British settle, wherever they colonize,

they carry and will every carry trial by jury, horse-racing and

portrait-painting. (Autobiography and Memoirs of Benjamin

Haydon, p.26\.

Give møin idea støtementfor pørøgraph

From time to time he was obliged to paint portraits in order to make ends meet (a

feat comparable to squaring the circle as far as Haydon was concemed), but there can be

no doubt that portraiture caused him much misery throughout his life.

Gíve maín idea statementfor paragraph

GIVE MAIN IDEA STATEMENT FOR SELECTION
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APPENDIX A

Experimental Text I

Turnbaugh, W. (1975). Toward an explanation of the broadpoint dispersal in
eastern North American prehistory. Journal of Anthropological
Research,3(1), 51-68.

The array of traits identified with the broadpoint users is easily distinguished from

that of preceding and even contemporary cultures in the Northeast. But it remains to be

determined how or in what ways the people using the broadpoints integrated with

resident groups, for recent excavation data give convincing evidence in support ofthe

theory that the broadpoint people entered an already occupied region. Broadpoint

assemblages even cap narrow-stemmed point levels at several sites in the Northeast,

including Sylvan Lake, New York; Martha's Vineyard, Massachusetts; the Neville site,

New Hampshire; and along the Main Coast.

Give main ideø stutementfor pøragrøph

Both Dincauze and Ritchie, who have favored the view that the narrow-stemmed

point peoples may have continued to co-exist with the broadpoint groups, suggest that

perhaps each had a somewhat different economic focus which permitted them to do so.

'While the evidence is so far only circumstantial and had not yet been corroborated by

good carbon-l4 readings, one primary testament in support of the hypothesis is the

resumption of the narrow Squibnocket points above a broadpoint level on Martha's
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Vineyard. One could also consider the emergence of what may be termed a "naffow

broadpoint" form several centuries later in parts of the Northeast. It seems possible that

these Orient and Drybrook fishtail points may represent a survival and merger of the

narrow-stemmed point tradition with the broadpoint. This possibility is a topic for further

study and support, however, since the genetic blending of cultures and their traits is still a

much debated question.

Give møin ideø statementfor paragraph

At any rate, the appearance of the broadpoints seems to sequence an abrupt

cultural discontinuity. This broken sequence could be accounted for either by trait

diffusion or by migration (the actual movement of people into the area). the migration

hypothesis is favored in this instance, although no major population movement is

necessarily implied.

Give main ideø statementfor pøragraph

The broadpoint cultural assemblages represents an entire cluster of traits and

certainly involves lifeways that were fundamentally distinct from those they preceded and

presumably displaced. The interrupted archeological sequence in the North, particularly

at Sylvan Lake, Martha's Vineyard, Neville, and in Maine add more tangible proof of ttris

break. Furthermore, the invocation of a migration hypothesis is justifiable, since the

theory does met the five criteria established by Rouse: first, the assemblage is an

intrusive unit, as suggested by the just-cited evidence, which includes intemrpted cultural

sequences; second, a homeland for the manifestation has been located in the southem
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Coastal Plain; third, all occurrences of the broadpoint units appear within a relatively

short time span, taking into account the considerable distance involved; fourth, favorable

conditions for occupation in the recipient areas included climate, riverine conditions, fish,

and other fauna in abundance; and fifth, the wholesale appearance of entire cultural units

across a wide area cannot be directly accounted for by any other hypothesis. 'While

migration is the preferred explanation, nonetheless a relatively small number of mobile

groups could have been responsible for this manifestation.

Give main idea støtementfor paragraph

It is legitimate to further characterize the broadpoint appearance as a major

archeological horizon marker for the eastern seaboard. In the terms if Willey and Phillips,

a horizon is " a primarily spatial continuity represented by cultural traits and assemblages

whose nature and mode of occurrence permit the assumption of a broad and rapid spread.

That a quick expansion of the broadpoint-using peoples took place is indicated by the

naffow range of available radiocarbon dates, along with a correspondingly wide area

distribution of components. Once established, the broadpoint horizon developed as a

"whole cultural pattern of tradition" in its own right by resisting and evolving over an

expansive region for 500 to 1000 years.

Give møin idea statementfor pørøgraph

GIVE MAIN STATEMENT FOR SELECTION
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APPENDIX A

Experimental Text 2

Blumer, M. (1973). Chemical fossil trends in organic geochemistry. Pure and
Applied Chemistry, 34,3-4, 591-609.

There have been changes in our views on the origin of sedimentary organic

compounds. Earlier, these were considered as the random transformation products of

biological source materials. Treib's work and much of the succeeding effect in this field

have revealed identifiable structures of biological origin in ancient geological specimens.

In many instances, seemingly unaltered biochemicals have been isolated, even from

Precambrian sediments. Examples are the straight-chain, iso, anteiso and isoprenoid

hydrocarbons and the corresponding fatty acids, the amino acids and certain

carbohydrates. In other chemical fossils, the biochemical architecture remains

recognizable, but peripheral groups have been altered, polar substituents have been

reduced or eliminated and the overall size of the molecule may have been changed.

Give main ideø støtementfor pøragrøph

The abundance and obvious importance of these chemical fossils have suggested

to some that the fossil organic matter consists largely, if not exclusively, of biochemicals

that have been preserved without or with minimal postdepositional change. This led to a

complete reversal in the theories of the origin of petroleum: crude oil initially thought to
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be an unexplainable product of postdepositional randomization now was considered fully

explained as an accumulation product of biologically derived hydrocarbons.

Give møin ideø statementfor paragrøph

Present knowledge no longer justifies this extreme view. Research on the

constitution of crude oil and of oil shales have revealed severely altered biochemical and

numerous strucfures that occur neither in living organisms nor in recent sediment.

Among these are the light hydrocarbons, the substituted benzenes and the many

substituted multiring aromatic and hetero-compounds of petroleum. Also, crude oil and

sediments contain polymers (asphaltenes, kerogens) of a type not found in living

organisms. There seems to be fairly general agreement now that the fossil organic matter

is a mixture of biochemicals, surviving with little or no modification, together with

compounds that have been altered severely, with or without retention of a recognizable

nucleus of their original biochemical architecture. Although it is agreed that unaltered

and heavily transformed organic compounds occur simultaneously in ancient sediments,

agreement on the extent and importance of postdepositional chemical transformation has

not yet been reached.

Give main idea støtementfor parøgrøph

In fact, this is one of the principal areas of disagreement among petroleum

geochemists. The relative predominance in crude oil of steranes, triterpanes and ph¡ol-

derived isoprenoid hydrocarbons and acids make a strong point for the survival of

relatively unmodified biochemicals. On the other hand, the overwhelming complexity of
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the remaining petroleum constituents, the existence of a vast anay of chlorophyll

derivatives and the nature of the polymeric fraction, which remains largely in the source

rocks, make a equally strong point for extensive chemical modification during the process

of petroleum formation.

Give maín ideø støtementfor pøragrøph

The gradual and at least partial transformation of biochemicals in the subsurface

does not represent an iffeversible trend. This further complicates the assessment of the

relative importance of subsurface chemical reactions. Buried sediments or deep oil

deposits may again be exposed to recent bacterial populations when uplifting and erosion

bring strata within reach of meteoric waters. Bacterial activity at that late stage leads to

deep changes in crude oil composition. In terms of the overall material balance, this leads

to a loss of organic matter through conversion to carbon dioxide. However, new

biochemical metabolites may be formed and introduced into the oil, the formation waters

and the sediments. These compounds, which include hydrocarbons and acids, may be

entirely different from the metabolite which are formed during the early diagenetic

history, when oil as a substrate for bacterial growth is not yet present. Possibly, this could

serve as a basis for recognizingthe extent of bacterial reworking at alate diagenetic stage.

Give main idea statementfor parøgraph

GIVE MAIN IDEA STATEMENT FOR SELECTION
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July, 15, 1993

P.D. Gujrai, Executive Editor
iUPAC Sec¡etariat
Bank Court Chambers
2-3 Pound Way
Templars Square
Cowley, Oxford OX4 3YF (UK)

Dear lvlr. Gujral.,

I request permission to use extracts from the article "Chemical Fossil Trends
in Organic Geochemistry, by M. Blumer that appeared in the journal of Pure and
Applied Chemistl (1973).34,3-4,591-609. Portions of the text would be used in a
study I wish to undertake in the field of reading.

I would appreciate feedback from you as soon as possible and whether I need
to request permission from the author personally. In that instance, could you instruct
me as to how I would undertake contacting the author. I may be reached at the
following address:

Mrs. Phyllis Hildebrandt

Manitoba, R

Home Telephone:

The FAX number I can be reached is as follows:' 
c/o Louise Sabourin, Faculty of Education
University of Manitoba
| (204)

I thank you in advance for your kind consideration.

Sincerely,

P**ir,ìo-. ya-^J"-( (* -t¿^-"-

rl>voÅ't.Lo* .( eol-^+¿l*
Ç^- rå.. "å,)-
+' e!.*e., þ^Lt¿vl^zl ;,-- I

Mr. P. D. Cujral
Eieculive Eclitor, Pure tl ApÍJtrc( t)hemistry
IUPAC Sccretariat
Bank Courl Chembers
e-3 Pound Way
Cuwley Centre
Qxford OXA ^YF
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Norton'> Woods. 136 Irving St¡eet
Cambridge, M¿ssachus¿tts 02138

Tclephone (6tO {91-2600
Facsimile (617) 57e5088

Journal oft-he Âmcrisan Ácademy of ¡\Ës and Scienccs

. J:uj-Y 22, !993

Phy1lls llildebrandt
c/o Loulse Sa-bourin
Faculty of Education
University of Hanitoba

Re: Herbert t{arcuse, rRemarks on a Redefinltion of Culturerrr
se1ected paragraph

Thank you for your letter of July 15 ' L993 requesting use
of tlre a-bove llsted arbicle fro¡ D¡edaLus. we are happy to gEant
pe::nission for this subJect to the following tenas:

- 1. RECETEI OS r COg¡frERBrC!ÍAD GOPY Ov rEra lrcEDfct-
2- Pay¡nent to D¿daluc of a flat fee of, S O.OO (gratis use) -

3. .Ackno¡¡ledgrnent included as follo¡¡s:
(Àrticle tltle) reprinted by pernission of Daedalus,
Journal of the ÀJúerican Àcademy of Àrts and Sciences,
from the issue entitJ-ed, ttsclence and cuLturer" ülinter
19 65, vol. . 94 , No. 1- .

4. Edltlons and rights covered by this permission:
'one tiroe, non-exclusive use in Ðnglish- 1o be used in

a study for ìfasterts Thesis in Educatiotr from the
Uniwerslty of Manltoba.
5. No furtì¡er cuts or aLteratlons in the text without

written perroission of Dædalus.

P.Lease slgn this contract ln duplicate and return one
executed copy to thfs office as soon as possibJ.e. Palnnent of
the license fee 1s reguired on ppblication or t¡lthln twelve
nonths from the date of this Letter, vhloh€v€! coúeo fl'rst-
This license ¡¡llL explre ln one year if no signed contract is
recel-ved. ff the materlal is not used, pì.ease notlfy this
office im¡ediately and return the unsigrred contracts- If
contracts are not received, we t¡ill conslder thls l-lcense to be
invalid. }fany thanks for your attention to these matters-

r.¡tth best visheà,

rnyd.lrs s. sendell'
Pernissions Manager

The abowe terms and condltions accepÈed and agireed to by:

0 
^ 

o' , å-3', 199 3
Ddte ,{

rtx rö xo. o{-21o36s1
Naure/TitIe
P1EàAE CONATDER TEIA YOUR I}TVOICE
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NRRC

July 23, 1993

Ms. Phyllis Hildebrandt
Box 188
GruNthAI, MB ROA ORO
CANADA

Dear Ms. Hildebrandt:

National
Reading Research
Center

A Coæoaíø of the U niærtìty of Georgb and thc Uniænity of Morylzad $;ffilf#-
CoDlñ.td
JæF.8¡¡@
¡\ssodâlÉ Dt!€lr

A'úoÇs7-/è!H.e1{44
Jotu T. Cutbdc
CeDtñdò(
F¡t¡ld¡ S l(clckq
¡\rsldåtc DlrE{6

I am happy to grant permission to use the portions of the arlicles by M- Blumer and W.

fumOaùgñ in your research. I would also be happy to identify the portions of the

articles Oy H. tvtarcuse and G. Parry that I used in a study with Peter Johnston.

Unfortunátely, that study was conducted 11 years ago and my office space is not large

enough to sérve as an árchive for all the materials that I use in my studies. lf you

woulã like, I could ídentífy the portions of the articles that we used if you would forward

copies of the articles by Marcuse and Parry to me.

I hope that your research is going welland please keep me informed of your

endeavors.

Best wishes,

Dr. Peter Afflerbach

"{t-^^^r* 0ry""1 ,ìq13

2lO2 J. l!- Pattenoa BuiJÅing, Uaiæníty of Mdrylaad. Colle6,e Park, ItlD 20712

Phoæ: 3011O54035 FAX:301^3114625 ÍÍVTERNE?''NRR@wuiLuad.cdu
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Ïiii'331 T',,
Phitip K. Bock, Editor
JournãI of Ànthropological Research
The Univer,sitY of New Mexico
Albuquergue, NM 87131-1561

Dear Mr. Bock,

This is in response to my request dated JuIy 15' 1993 with
rsEards to utitizing portions of the art.icle by ti'. TurnbauEh. I
an conducting a stúd! for my Masters Thesis (Reading) from. the
Faculty of Education (university of Manitoba). I ç¿ish to
invesÈigate hov¡ teachers, âs expert readers, Process texÈ in
order to construct main ideas. The subjects will be reading
aloud and verbalizing the thought Processes they use in order to
construct roain ideas.

Iv:ou}d}iketouseanexcerPtoftheartic].eof
approxirnately 590 words and five paragraphs- in ì'ength' So that
rããd"t. woulã be required to construct (rather than selecÈ) main
idea statements, titles and subheadings are to be removed' À

sample of hon the text will be used is attached'
Thearticleexcerptwi].]'appearintheappendixof.tl"

thesis. Approximately three copies of the thesis are needed'
otherwise.I r¡itL not be publishing it'

should r be Eranted permiesion, a compJ.ete reference of the
article will appeãr in tñe reference section of the thesis, and
acknowledgemenl- of the journal. If you need any more
i"i"r."tiãn, please feeÌ free to contact me. could I have a repJ.y
ã= =oon as poisible? Thank you for taking the tirne and giving my

request consideration.
Sincerely,

ç"1 v'L$ *4';;,"6;$'
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APPENDIX C

INSTRUCTION TO SUBJECTS

I would like you think aloud into the tape recorder, expressing the processes you

use in trying to arrive at amain idea statement for each paragraph, and a final main ideas

statement at the end of each selection. Yellow asterisks have been placed between

sentences to remind you to think aloud. When you come to a marker, tell me what you

are doing. However, do not wait for the marker if you have something to say! The more

you tell me about what you are doing while reading the paragraphs, and especially while

making the summary statements, the better.

I am interested in the processes involved in constructing main idea statements, so

please be sure to include all that you can in terms of verbalizing the processes. Also, for

main ideas, try to avoid statements "It's about fish", or "It has to do with science", for

final summary statements. (You can include such statements as they occur spontaneously

in "thinking aloud").

Note.' Some of the passages have been constructed in a mønner which should

make themvery dfficult to summarize - I intended this. So don't worry if ø passage

seems particularly dense or obscure, for it probably is!
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APPENDIX D

SAMPLE PROTOCOLS

Retrospective report on Experimental text 2.

Blumer, M. (1973). Chemical fossil trends in organic geochemistry. Pure and
Annlied Chemistrv.

/Right away I'm seeing red flags because the chemistry and was never my forte, so I will

be at a disadvantage in terms of prior knowledge but I'll go ahead. I'm going to read

silently now. Reading... I think for the anthropology one I said "oie"; that was a "oh".

First thing that I would remark on as I finish reading it is my mind wandered on two

occasions. I started to think about two different other things while I was reading and it

was probably because I was having such a tough time understanding this passage. While

I was reading silently I also was looking at words, knowing when I had to go back

through it, that I would have to be doing a lot of definitions. There are a lot of terms here

that have to be defined for me and I recognize a lot of them, but I'm going to need a lot of

context to be able to help put it into perspective. I'm going to read out loud now through

the whole passage and talk as I read and try and find the main idea.

*x4¡1d as I go through this now this first paragraph I reahze that a lot of those terms I

didn't understand the context enough to define the terms.**

/Chemical fossil trends in organic geochemistry. So these aren't the regular fossils that I

think about - dinosaur bones or fossil imprints that you see in the stones or layers of

sedimentary rock. These are chemical fossils and these are trends in organic
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geochemistry - so organic means life living and geochemistry and chemistry and geology

mixed./

There have been changes in our views on the origin of sedimentary organic

compounds. Earlier, these were considered as the random transformation products

of biological source materials.

/I'm going to have to read back to the very beginning. There... I know what sedimentary.

I know what laying down of things in rocks. Organic means it is living. Earlier...

materials. I don't know what that means, so I am going to go on./

**I'm just defining all the time.**

Treb's work lhe must be a researcher/ and much of the succeeding effect in this field

have revealed identifiable structures of biological origin in ancient geological

specimens. /So old specimens have a biological origin and you could say that they would

be organic. I'm going to read on for more information.l

In many instances, seemingly unaltered biochemicals have been isolated, even from

Precambrian sediments.

l\gainthis is another type of rock - Precambrian./ **So up to this point I have reread, I

have defined, I have read on to gain more information. I have scanned. I have just

verifred all those things.**
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Examples of the straight-iso chain, iso, anteiso and isoprenoid hydrocarbons and the

corresponding fatty acids, the amino acids and certain carbohydrates.

/So in that sentence they have identified those compounds - biological compounds that

have been found./

In other chemical fossils, the biochemical architecture remains recognizable but

peripheral groups have altered, polar substituents have been reduced or eliminated

and the overall size of the molecule may have been changed.

/I'm scanning again. I'm trying to find a topic sentence or somethingfhat is going to help

me make sense of a main idea statement and I think the main idea is held in the topic

sentence which would be the first sentence in the paragraph. There... and the rest of the

paragraph explains those changes. Okay, I'm going to go ahead./

**So here I try to find a topic sentence to give the main idea. That's another strategy I am

using.**

The abundance and obvious importance of these chemicals fossils have suggested to

some that the the fossil organic mater consists largely, if not exclusively of

biochemicals that have been preserved without or with minimal postdepositional

change.
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/I'm going back. I'll reread. The abundance...now I am defining, postdepositional change

and that means that they haven't changed after they were deposited there and they were

well preserved. I'm going to read ahead.l

**It's like defined there.**

This led to a complete reversal in the theories of the origin of petroleum: crude oils

initially thought to be an unexplainable product of postdepositional randomization

now was considered fully explained as an accumulation product of biologically

derived hydrocarbons.

/So I think I can give a main idea here. I have to go back and reread silently again. This

paragraph is about the change in the theory about the origin of petroleum and crude oil

and why the theory was changed. It has the do with..I'm looking back now... the

abundance and obvious importance of the chemical fossils that they have found. Again

the topic sentence I believe is that first sentence in the parugraph.l

Present knowledge no longer justified /interesting, I mispronounced that the first time,

then as I read ahead I realized that it was a mispronunciation.i this extreme view.

**what did I mispronounce? Present - right, OK.**

/So there was a radical reversal of that view of the origin of petroleum and I have to look

back to see what that theory was and it was a complete reversal saying that the reversal

wasn't necessary. I can predict that they are going to go ahead in this paragraph and say

what the adjusted view of the origin is./
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Research on the constitution of crude oil and of oil shales /I have to define what shale

is - very thin and flaky and I know that oil is often in a shale kind of rock/ has revealed

severely altered biochemicals and numerous structures that occur neither in living

organisms nor in recent sediment.

/So the sediment and living organisms that they thought were in crude oil are not./

Among these are the light hydrocarbons, the substituted benzenes /and benzene is a

chemical compound if I remember from the chemistry tables/ and the many substituted

altering aromatic and hetero-compounds of petroleum.

/I'm going to try and go ahead and get more information. There are a lot of words there

that I don't understand. Hopefully with more information I will be able to define them.l

Also, crude oil and sediments contain polymers (asphaltines, kerogens) of a type not

found in living organisms. There seems to be fairly general agreement now that the

fossil organic matter is a mixture of biochemicals surviving with little or no

modification, together with compounds that have been altered severely, with or

without retention of a recogntzable nucleus of their original biochemical

architecture.

/There you have it. That's the topic sentence. That explains what this paragraph is about

and is that the fossil organic matter is a mixture of biochemicals and compounds that have

been altered severely./
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Although it is agreed that unaltered and heavily transformed organic compounds

occur simultaneously in ancient sediments, agreement on the extent and importance

of postdepositional chemical transformation has not yet been reached.

*x4¡d as I just finished this I realize that you can find a topic sentence and have no idea

what you are reading. Absolutely none. I mean just no... no... this is terrible.**

/So they are saying that there is some disagreement on whether or not the postdepositional

chemical transformation has that much of effect. As I look back I still think I am happy

with that./

**Although I have no idea what I am talking about.**

In fact, this one of the principal areas of disagreement among petroleum

geochemists.

/So I'm seeing that now geochemists are people that not only are chemists but they study

geology and often the study of oil./

The relative predominance in crude oil of steranes, triterpanes and phytol-derived

isoprenoid hydrocarbons and acids make a strong point for the survival of relatively

unmodified biochemicals.
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/So again we are back to this idea that biochemicals have remained unchanged. Those

other things - steranes... it doesn't make sense to me to define them because I have no

prior knowledge or what they may be. So I'll just assume that they are elements in the

oil./ **Daa...**

On the other hand, the overwhelming complexity of the remaining petroleum

constituents, the existence of a vast array of chlorophyll derivatives and the nature

of the polymeric fraction, which remains largely in the source rocks, make an

equally strong point for extensive chemical modifïcation during the process of

petroleum formation.

iSo in this paragraph the are talking about how oil is made up of largely of unmodified

biochemicals so they are not changed. They are not modified, but there is also evidence

that there has been extensive chemical modification when they look at the rest of the

elements in petroleum. I need to read ahead again.l

The gradual and at least partial transformation of biochemicals in the subsurface

does not represent an irreversible trend.

/So this is something that is fluid - the transformation. I better read ahead again.l

This further complicates the assessment of the relative importance of subsurface

chemical reactions.

/I don't know what is going on here - so I have to read ahead.l
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Buried sediments or deep oil deposits may again be exposed to recent bacterial

populations when uplifting and erosion bring strata within reach of meteoric waters.

lBacteriapopulations are affecting those deep oil deposits and I have no idea what

meteoric waters are - unless those are waters left in pockets where once were sediments.

I"ll go ahead for more information./

Bacterial activity at this late stage leads to deep changes in crude oil composition. In

terms of the overall material balance this leads to a loss of organic matter through

conversion to carbon dioxide.

**Hay... I think a light just went on for me here. In ancient times sedimentary rock is

dead plant material and animal material, right, that decomposed and those deposits

produce our oil now so, of course, it's going to have a biological...**

Participant Observer: So what did you just do?

Participanl.' Gee, I don't know.

Participant Observer: You just referred to your experience and background and why is

that close in your background right now? Because what did you just do?

Participanl: We just did ancient times.
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Participant Observer: Not necessarily talked about that, but the link..The hook is there.

Partictpanl.' And I am thinking back to say a geography course that I took in Junior High

and we talked about sedimentary rock, oil pockets and what they were made of and it is

interesting though, it was like a flashback. Sort of.

/So there is some kind of chemical reaction going here and it has to do with chemical

activity.l

**Oh that was profound.**

flowever, new biochemical metabolites may be formed and introduced into the oil,

the formation waters and the sediments.

/So there is water under there, sediment and oil and there is bacterial activity that seems to

be changing all of them./

x*Well that made sense because it is all plant sediment and animal sediment and bacteria

has to work on that in order to make the change, the transformation.t*

These compounds, which include hydrocarbons and acids, may be entirely different

from the metabolite which are formed during the early diagentic history, when oil as

a substrate for bacterial growth is not yet present. Possibly, this could serre as a

basis for recognizing the extent of bacterial reworking at alate diagentic stage.
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/I'm looking at diagentic and I know that it needs to be defined but it just doesn't make

sense to me in terms of the whole place. The main idea of that paragraph is how the

bacterial activity leads to keep changes in crude oil composition and then it talks about

how it affects it with the water and the sediment. It's sort of in the middle of the

paragraph, again, the main topic idea and the main idea for the selection. At the

beginning that the main idea of the piece is to outline the changes in our views on the

origin of sedimentary organic compounds and they are using crude oil petroleum as an

example to show how those changes have occurred and the different theories that have

been put forth because of the research in it.

**So here I am trying to redefine everything and put it in perspective for myself and I

guess I am doing some summation here.**
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APPENDIX E

Relationship among learning goals, phases of instruction and its responsibility for
learning (Adapted from Aulls, 1986, p. ll7).

The lesson will be examined for evidence of

1. Awareness - Are there instructions that make students aware of a need to know

about the target knowledge. i.e. It is important that we are able to construct main

ideas from texts we are reading in order to comprehend.

2. Declarative Knowledge - Does the plan have evidence that indicated the

construction of main ideas? i.e. Is defined, is clarified by example, and does it

contain evidence of what knowledge is to be leamed.

3. Procedural Knowledge - Are rules for how to use the knowledge evident?

Does the teacher verbally model the thinking steps used to apply the rules that

were previously explained?

4. Guided Practice and Independent Practice - Are the students given guided

practice and later independent practice in using rules to solve reading tasks that

require knowledge taught earlier through explanation and verbal modelling?

5. Transfer - Is there evidence of appropriate practice texts and the opportunity to

practice the main idea skill independently?

6. Evaluation - Is there a means to evaluate whether the students have acquired the

ability to use the skills strategically?
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Teacher Instruction Behaviours - Checklist

1.

2.

a
J.

4.

5.

Verbal Explanation

Verbal Modelling

Collaborative Feedback

Independent Practice

Evaluation
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APPENDIX F

LESSON PLANS

Initial Lesson Plan for Participant A

Theme: Another Age

Background: Grade Four students are studying ancient times. Literature and non-

fiction research materials are being used in the study.

Purpose: The students will be able to understand the main idea of the aficle The

Pyramids to increase their knowledge of ancient Egypt and life during that

time.

Motivation: Show the children slides and artifacts from Egypt - modern day. Ask

them to predict how they think things might have been different in Egypt in

2600 BC compared to now. Have students recall findings from previous

research.

Presentation:

1. Present a copy of the article to all students.

2. Have students scan story for difficult words and discuss meanings of these

words with students. Ensure each student locates diff,rcult words.

3. Discuss the theme of the article and how it relates to our study of Egypt. Why

is this an important article to read? How do you think building a pyramid is

different from building a skyscraper or huge building toady? Write on

board.
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4. Have students read article silently. Ensure that children use any picture cues

to help them glean meaning from the text. For delayed readers - study

pictures and pick out words you can read that might help you discover

what Pyramids are all about.

5. Read the article aloud. Take turns - students and teacher.

6. Have students do an oral retelling of the article.

7. When finished reading - What was the author trying to tell us?

- What are the facts? What did you learn from the article?

-Write facts on chart paper.

- Do you have any questions about any parts of the article?

Conclusion - Imagine yourself a member of the building crew assigned to build an

Egyptian pyramid. What would it be like? Who would you like to be and

why? Who would you not like to be? Write about one day in your life if you

actually were building an Egyptian pyramid in 2600 BC.

Follow-Up - Reread Chapter 2-3 inthe book Time Cat by Lloyd Alexander about

King Netterkhat to further explain life during the time of the pyramids.

Revised Lesson PIan for oarticioant A

I would keep my lesson as it stands. However, I would incorporate more modelling

aspects in the beginning stages as mentioned in the articles we reviewed by Baumann

(1986): The direct instruction approach, and verbal modelling.

149



The Pyramids

Pyramlds were bullt as burlal tombs for anclent Egyptlan pharaohs, queens and
nobles. The best known pyramlds were bullt durlng the old- Ktngàom aboui e'OO¿ to etA¿
B.C. They were bullt along the desert away from the Nlle Rlverwhere the land was not
sultable for farmlng. The largest pyramld ever bullt ls that of a pharaoh called Cheops.
He was also known as Khufu. Cheop's pyramld ls regarded as one of the seven wonders
of the anclent world. lt has a square base of 756 feet on each slde and reaches a helght
of 45O feet. lt ls made almost entlrely of sandstone rock. The pyramld of Ch.eops stttt
stands alongslde two others near Glza, Egypt.

The base of a pyramld may be square or trlangular, but lts sldes are always trlangular.
It ls thought that as many as 100,000 men uslng ropes, sledges, levers and ramps work-
ed on and off for about twenty years to bulld one pyramld. The stones were cut wlth
chlsels and axes and came from nearby quanles.

The bullders of pyramlds dld everythlng posslble to keep robbers from steallng the'
treasures buried wlth the mummles. Hidden doors, dead end passages and false.
cl.ambers ln most cases only delayed but dld not stop tomb robbers. Nobles and
pharaohs at the tlme were enraged at these robberles. Not onty were vast treasures
taken, leavlng the splrlt wlth nothing ln the afterllfe, but worst of att, lf the mummy were
dêstroyed ln the robbery, there would be no afterllfe.

When the pharaohs finally realized that the pyramids could no longer protect the
tombs, they gave up the practice of bullding them.l.n 1500 B.C. they began to have thelr
tombs hollowed out of the rocky cliffs that came to be known as the Valley of the Kings.
lnstead of the large obvlous pyramids, small rooms with hidden entrances and rubble
piled over the doors became the burial places of later Egyptian pharaohs such as
Tutankhamen-
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Initial lesson plan for participant B

Lesson plan for The Mysteries of King Tut's Tomb

Background: Grade four students are involved in a study of ancient civilization

using literature and research materials.

Purpose: Students will come to understand that the unusual circumstances which

surround the discovery of King Tut's tomb have led to a continuing fascination

with this early Egyptian ruler and his grave.

Introduction: Establish links with the students'present knowledge of ancient Egypt

by referring to Chapter One of The Time Cat by Lloyd Alexander (class

read-aloud) and the available artifacts, Nefertiti's statue and the model

sarcophagus. Slides of King Tut's treasure are also available.

Presentation: 1. The students are given copies of the written text: "Tut's Tomb".

2. The article is read aloud by the teacher and student volunteers.

(The article is above frustration level for several class members).

3. The teacher invites students to list the unusual circumstances that

are mentioned in the article. These are written on the overhead, i.e.

the tomb was intact for centuries. Then list the victims of Tut's

curse along with the circumstances, i.e. grave robber -hítby a

boulder.
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4. The class speculates on various theories which might explain the

unusual circumstances which sur¡ound the tomb of King Tut and

especially its discovery. Each group decides what they think is the

reason for the strange deaths and writes down the reason.

Follow-Up: Several books in the theme reading area describe the treasures of King

Tutankahmen in greater detail and include excellent photographs of the

treasures.

Revised lesson olan for oarticinant B

Follow-up to the lesson plan for The Mysteries of King Tut's Tomb.

After experiencing the "reading for main ideas" sessions and reading articles on main

idea instruction, I would consider making the following improvements in the lesson

plan named above:

l. Use K V/ L in a visual form for the students in activating prior knowledge.

2. Scan for words that give a key to the overall meaning and make inferences.

3. Discuss words in context to build vocabulary and thus lead to better

understanding of the main idea.
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4. Use direct instruction methods as outlines in the Baumann article.

5. Follow the reading activity with a direct writing activity using Flood and

Lapp's ideas.

The professional development activities in which I have participated have convinced

me that it is necessary to teach students how to find main ideas in their reading of

non-fiction. I plan to use what I have experienced in my lesson planning next school

year.
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Tut's Tomb

;

KING TUTANKI-LAMEN, th. famous boy king of Egypt, died in the year 1349
B.c. Barely eighteen years old at the time of H. ¿*n, kins Tut was girrerÍ an
appropriate funeral- His follourers incorporated into the ceremony allof the pomp
and ritual traditionally accorded a pharoatr- Füs reisn had bem short and rather
unimportant in Egyptian history. Yet Tut hotds an unri¡aled pòsition in our
knowledge of and fascination with earry rurers. why is th's so?

In the early'{900s an English nobþrnan, Lord Carr¡arvon, in partnership with
an American firanciei named George Gould, began the realization of a life's ,,

dream. Fulfilling an intmse interest in archaeoþy, Camarrron and a,¡¡ork force
of hired local help scoured the Egyptian desert. Th"y *"r" in search of yet-undis-
covered tombs. Everyone knew that many tombs had been uncovered in the
area, but over the years all of them had been stripped of their valuables- Thieves.
and souvenir hunters had plundered their contents. Yet C¿rnarvon held the firm
b'elief that other grarre sites would be found. To find them. one needed only to
look long and hard enough-

Through years of discouragement and failure, carnarvon stubbornli
persisted. And in l92J it happened! I-lìs Srears of patience and hard work paid off.
He uncovered the tomb of King Tutankham"n. Fii. excitement grew as he
realized that the tomb had been left intact over the centuries. Immeasurable
amounts of wealth - both historical and monetaÍy - were contained within.

Legend tells us that in the antechamber, the scientific parry encountered a
clay tablet inscribed with lrieroglyphics. Its message read:

Deoth uill slay tøifå ås u,,rngs
Whoeuer disturbs the peace of the pharoah.

The table{ soon disappeared and has never been found again. However, its message
livres orr.
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Breaking into the main chamber, the scientists discovered the first corps€'

They found tt" Uoay of a man killed by a large boulder which apparently had

fatlen from the roof of the burial chamber. The curse had claimed its first victim

- an apparent grave robber, come to disturb the peace of the pharoah.

fn quick succession, the robber was ioined in death by a number of other

visitors io Tut's resting place. Many of these people died under mgrterious

circumstarrces.

Lord Carnarvon q,as the first to go after the robber. Hrs body r¡as soon

or¡ertaken b5¡ an undiagnosed sickn€ss of fe,¡er and chills. He lost consciousness

üJãåã *¡1it hours.-Füs son recalls that at the time of his father's death, all of

tfr" f¡gfrt suddenly r¡¡ent oul At ttte saûre f4onrent, the family dog died-

Carnanron r¡as quickly follo,¡red by his friertd Arthur Mace. Mace was an

Arnefi{:afi archaeologist rsho had visited the tomb soon after its discorrery' He

too felliirto an undiagrrcsed co'nìã and fÀssed auray within hours-

George Gould, carnarvon's partner, rushed from America to Egypt to see

tf," f"*o"1bur¡al.site- Within trrenty'four hours, he developed a hish fer¡er and

met the same faté as Carnarvon. Within a lrear, tr¡n more dþd: Joel Wool' an

English industfialist r¡rho had been visiting the burial site, and Archîbald Rei<i, the

radiologist who X-ragred the pharaoh's body-

Researchers continued their r¡¡ork and so diri the curs€' In rapid succession'-

tr.venty-two people inrroft¡ed in the identifying and categorizing of King Tut's burbl
ground and artifacts died- All met death prenraturely and under mysterious

circumstarrces-

. Few explanations of the deaths have been offered.'Among those suggested is

the possibiliiy that each death, even though there r¡ære rT¡any, could have been

from nafural causes. Some suggest that each person who dþd was infected by

excessive mdiation while working within the tomb. A third theory is that the

deaths could have been caused by insect bites. Some believe in the curse on the

tablet. They say that the dead paid with their lives for disturbing the tomb of the

pharoah.

What do you think? - .
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