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The secret of success is constancy to purpose.

—Benjamin Disraeli

muel Johnson, whose comments about reading and writing we have quoted liberally in
ext, enjoyed a reputation as one of the world’s foremost authorities on these subjects
g the eighteenth century. The Scottish economist Adam Smith once remarked that
on “knew more books” than anyone in the world. The question of how Johnson was
o read so extensively on such a wide variety of subjects was a frequent topic of discus-
An acquaintance once asked him if, when he read a book, he proceeded through it line by
om cover to cover, reading every word as he went. Johnson’s reply astonished his friend.
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He has only half

learned the art of .

reading who has
not added to it the
even more refined
accomplishments
of skipping and
skimming.

ARTHUR, LORD
BALFOUR

He said that he rarely if ever read a book in that manner, for few books were worthy of that
sort of reading. Instead, he read selectively to accomplish his own purposes for reading.
Johnson’s interviewer was surprised because he, like many of us, believed that to do anything
less than read every word is not reading at all. In our print-oriented society, however, in which
the demands of reading are apt to be extensive, skillful readers tend to adopt strategies like
Johnson’s and read to.accomplish their own purposes. The need to have clear purposes is
obviously great, especially when materials are challenging and prior knowledge is limited.

Reading without a clear idea of purpose can lead to frustration for students, who may
not achieve the results their teachers expect, and to exasperation for teachers, who often fail
to understand how their students’ comprehension can be so inadequate. For many students,
however, it is not enough to read a textbook for the broad purpose of “getting all the facts”
or a narrative with the aim of “finding out what happens.” They often need specific direc-
tion in determining what is important in the midst of what may seem an avalanche of print.

Consider your own experience with this text. Have you caught yourself wondering, or
perhaps even inquiring, about what you will need to know for testing purposes? There is
nothing wrong with such a question, for it reflects the thinking of a strategic reader—one
who reads purposefully, using whatever strategies may help to achieve specific goals. When,
as in many classroom situations, the purposes are determined by the teacher, it makes sense
to discover them by asking.

Teachers who are not forthcoming about what they expect their students to derive from
reading are inviting poor comprehension. Some teachers defend this policy, however, by sug-
gesting that any effort on their part to limit the scope of reading assignments will result in
their students’ reading only for the prestated purposes. This response acknowledges how
powerful purpose setting can be! The object is to set the right purposes: those that go
beyond literally stated facts and get at their significance. Teachers who establish purposes in
this manner can have the confidence to permit, and even encourage, students to read strate-
gically. Whenever purposes for reading encompass the curricular goals envisioned by a
teacher, the goal of reading should be to achieve those purposes and not simply to reach the
last page of an assignment. Students are then free to model themselves after Dr. Johnson and
read for what they need.

This chapter will acquaint you with ways of making your students’ reading more pur-
poseful. When you have completed it, you should be able to

. describe the reasons for setting purposes prior to reading;
. pose questions at the literal, inferential, and critical levels;

. explain how student-posed questions might best serve certain reading assignments;

HwWw N

. describe and use alternative methods of purpose setting, including hypothesizing, stating
objectives, completing graphic organizers and charts, solving problems, writing
summaries, and outlining;

5. identify the strengths and limitations of these techniques that may make them more

suitable to some global plans than to others; and

6. vary and combine purpose-setting techniques.

Who Should Set Purposes for Reading?

Few would dispute that an important goal of schooling is to produce strategic readers capable of
setting their own purposes and of reading flexibly to achieve those purposes (Damico & Baildon,
2007; Janzen, 2003; Petersen & VanDerWege, 2002). Our recommendation, however, is that
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content teachers be somewhat directive in the process of setting purposes. There are three good
casons behind this suggestion. To begin with, the teacher’s prior knowledge of the subject is apt
o exceed that of students to such an extent that the teacher is better able to establish reasonable
oals for reading. In addition, many students have limited experience in setting purposes, regard-
ess of their knowledge of content. Finally, we would argue that the ability to read strategically in
rder to achieve purposes set by others will eventually be at least as important to students (when
hey reach the workplace) as reading to satisfy their own purposes.

We are not suggesting that teachers give their students no choices as to what to read or what
o read for. We do recommend that, while guiding the process of purpose setting in these
echnlques, they continue to realize that student-generated purposes may be unsophisticated,
gue, and incomplete. In these cases, teachers may be wise to encourage students to modify
heir purposes in accordance with teacher suggestions. Tact is important in order not to dampen
tudent initiative and thought.

ays of Setting Purposes

e goal of purpose setting is to “direct student attention to the most important information”
arshall, 1989, p. 64). There are several methods for accomplishing this goal. No one method
best for all reading assignments, and familiarity with several techniques will give you the
er to select one that is well suited to a given occasion. In the next chapter, we take the addi-
al step of incorporating these methods, often in combination, into reading guides used to
s the efforts of students as they read.

estions Posed by the Teacher

ditional means of focusing students’ attention is by posing prereading questions. This prac-
ore than most, is likely to occasion the complaint we mentioned earlier: that if students are
hat to read for, told in advance which questions they’ll be called on to answer, they will
or this purpose alone. Indeed, there is research evidence indicating that prereading ques-
end to focus attention so distinctly that content not associated with the questions can be
d. Such findings merely indicate the power of prereading questions. It is up to teachers to
- that questions cover the desired range of content and that they do more than call for a
of factual details.

loreover, questions can have an important dual effect. Not only do they focus thought on
iportant dimensions of content, but they also activate some of the relevant schemata read-
need to process the material (LeNoir, 1993).

f Questions. Knowing the right questions requires knowing something about the types
tions one might ask. In the past, reading researchers have examined detailed lists, or
mies, of comprehension skills (e.g., Barrett, 1972; Pearson & Johnson, 1978). The skills
ed in these taxonomies, such as inferring cause-and-effect relationships or predicting
es, can be used to define types of comprehension questions. This highly detailed approach
tion formulation is not really necessary for most purposes, however. Instead, we
end a simpler approach based on three widely acknowledged levels of comprehension.
els, along with the kinds of questions they suggest, are depicted in Figure 7.1.

e lowest level, the literal, questions call for students to recognize explicitly stated
ion. Some years ago, an eighth-grade student of the first author described them as
pher Columbus” questions because “you search for the answer until you land on it.”
oubt that literal questions cause some teachers to have reservations about the notion
prereading questions at all.

nts can look up answers to literal questions without giving much thoughtful attention
er’s context and implications. It is for this reason that such questions should seldom
le basis of a reader’s purpose. There are exceptions to this rule, as when we look up a
figure in an almanac or a pronunciation in a dictionary. But the reading of longer
with the goal of fully comprehending their content requires more than the acquisition
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Critical Require value judgments to be reached

=

Inferential Require unstated facts to be identified

—_—

Literal Require stated facts to be recalled or recognized

Truth is not facts.
Truth is the signif-
icance of facts.
THOMAS AQUINAS

of individual facts. The student must integrate facts, both with one another and with prior
knowledge, in order to make sense of them, to apply them, and, in Aquinas’s words, to realize
their significance. Purposes of this sort call for questions of a different kind. Although literal
questions have their uses in helping students acquire the facts they need, they should not.be an
end in themselves.

Inferential questions require students to use explicit facts in order to reach unstated, or implicit,
conclusions. Teachers should encourage students to draw on prior knowledge in this process as well.
The result is the identification of new (that is, unstated) facts or suspected facts (Basche et al., 2001).
Some inferences are clearly and indisputably correct. When we read that a painter mixes equal
portions of blue and yellow paint, we can safely infer that the result is green even though this fact
may not be stated. (Note that we used prior knowledge along with information provided through
reading in order to reach this particular conclusion.) On the other hand, some inferences are less
than certain. Consider the social studies teacher who assigns a series of newspaper and magazine
articles about a coming election and then asks students who they think will win. Even though the
students cannot be sure of their answers, the reasoning process is nevertheless inferential. This is
because known facts are being used to determine unstated ones. Noted linguist S. I. Hayakawa
(1939) once defined an inference as «, statement about the unknown made on the basis of the
known” (p. 41). It is less important that a student’s “statement” about the election’s outcome
eventually be proved correct than that it be based on presently known facts.

At the critical level, questions call on students to judge what they read. These judgments can
serve a variety of purposes.

Synthesizing information from a variety of sources

Selecting facts that support a particular viewpoint

Identifying biased writing

Recognizing inadequacies in an author’s treatment of a topic

Evaluating the literary merits of writing

Interpreting information in order to apply it to a new situation

Deciding how to read a given assignment selectively in order to accomplish one’s purposes
Comparing one reading selection with others

Choosing the most efficient method of solving a problem in mathematics or science

Critical questions do not have factual answers. Reasonable, comprehending readers may differ
in their responses to such questions because the answers depend on personal values, experiences,
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Once known as the smallest, coldest, and most distant planet from the Sun, Pluto has a dual

identity, not to mention being enshrouded in controversy since its discovery in 1930. On August 24,
2006, the International Astronomical Union (IAU) formally downgraded Pluto from an official planet to
a dwarf planet. According to the new rules a planet meets three criteria: it must orbit the Sun, it must
be big enough for gravity to squash it into a round ball, and it must have cleared other things out of
the way in its orbital neighborhood. The latter measure knocks out Pluto and 2003UB313 (Eris), which
orbit among the icy wrecks of the Kuiper Belt, and Ceres, which is in the asteroid belt.

Discovered by American astronomer Clyde Tombaugh in 1930, Pluto takes 248 years to orbit the Sun.
Pluto’s most recent close approach to the Sun was in 1989. Between 1979 and 1999, Pluto’s highly
elliptical orbit brought it closer to the Sun than Neptune, providing rare opportunities to study this
small, cold, distant world and its companion moon, Charon.

ource: www.nasa.gov

esires, and tastes. As in the case of inferential questions, the important aspect of a critical response
not the response itself but the reasoning behind it. Answers to critical questions are not correct or
correct; they are more or less defensible depending on their basis in fact.

_ To illustrate the difference between literal, inferential, and critical questions, consider the
sage presented in Figure 7.2 about the planet Pluto. This objectively written, highly factual,
ository selection invites many sorts of questions, and we offer one at each level of comprehension.

How long does it take Pluto to orbit the sun?

is question has a factual answer that is clearly stated in the selection. It is a clear-cut, “Christopher
lumbus” example. Contrast it with this one:

s there life on Pluto?

is question has a factual answer (there either is or is not life on Pluto), but you will find no
ntion of life in the selection. The question is therefore not literal but inferential. Because it is
certain inference, some teachers might categorize it as critical, but the answer is factual, like
earlier example of predicting the results of an election. The third question is undeniably
al. Contrast it with the second in terms of the sort of answer it calls for.

hould the United States send a space probe to explore Pluto?

, the answer is not a fact but a judgment—an answer that may well vary from one reader to
1ext despite how well those readers have understood the selection. The usual confusion
en critical questions and questions that call for probable (less than certain) inferences is
ch asks the reader for an opinion. However, the inferential question asks for an opinion
on facts while the critical question calls on the reader to examine values and desires.

e emphasize that these three levels are not entirely distinct. There is a “gray” area between
eral and inferential levels, where some questions appear to fall, and another between the
al and critical levels. This is of little concern to us, however, because the three-level system
ned as a tool for formulating new questions, not classifying existing ones. In Figure 7.3, we
ew tips for using the three-level approach more effectively in setting purposes.

cher-posed questions have an obvious influence on any postreading discussion, because
her’s blueprint for discussing the material is in fact the questions posed in advance. Other
s are asked as well, as we describe in Chapter 10, but the framework of the discussion is
before the reading assignment is ever made.

alue of suggesting questions during reading has not been lost on nonfiction writers for
s. Figure 7.4 illustrates how using questions as subheadings can focus attention. Each
n is devoted immediately to answering the question posed at the outset. The text then
o elaborate. Do you think students would find the material just as engaging with
headings?
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Critical questions
B Always open-ended; never have a single answer
B Have answers that are not facts but that reflect values
B Often contain the word should

Inferential questions
B Have factual answers even though the answer may not be certain

B Require that two or more facts be considered together in order to produce an unstated (or sus-
pected) fact

B May rely on facts in the reader’s prior knowledge as well as facts stated in the reading selection
Literal questions
‘ B Have answers that can be located in the reading selection
, B Require minimal use of prior knowledge

Questions Posed by Students

The National Reading Panel (2000) concluded that activities in which students generate ques-
tions themselves tend to improve comprehension. One reason for this is that in order to ask a
good question we must understand the material ourselves—at least to a degree. But can
students ask reasonable questions? Our classroom experience says that they can. We have
observed children as young as third grade generate productive questions about fiction and
nonfiction alike. Many teachers, however, hesitate to relinquish the traditional role of ques-
tioner. In our experience, they have little to fear, and they can always complement student
questions to fill gaps.

As an experiment, we described the Pluto selection (Figure 7.2) to a group of eighth graders
without allowing them to see the selection. We told them the source was a NASA article and asked
them what they would expect to be able to learn from reading the selection. Here is a sample of
what they suggested:

How cold it is on Pluto

How far Pluto is from Earth

What Pluto looks like

What life-forms might exist on Pluto
What kinds of rock might be on Pluto
How big Pluto is

Whether Pluto has any moons

Where you might look for Pluto in the sky

Examining the list might give confidence to teachers who are skeptical that students
are capable of setting prudent, defensible purposes for reading when encouraged to do so.
Note that the items in our list are in the form of indirect questions because of how we had
asked our question. Note, too, that these questions are either literal or inferential, depending
on how the encyclopedia author treated the topic. The students had no way of knowing
whether they might actually find the information literally stated in the selection. In cases
where the information was not explicit (such as “what life-forms might exist on Pluto”), the
students’ purpose would be to identify facts that support an eventual inference (such as the
extremely low temperatures, the near-absence of life, and the hostile atmosphere). Finally,
note that critical questions are not present. This may well have been because the students did
not expect such issues to be addressed in an encyclopedia. It may also have been the result of
their limited experiences with critical thinking and reading. Teachers interested in encourag-
ing these processes may find it necessary to nudge students in this direction during the
prereading discussion.




107

apijspuey jo Aiepunog #7 %
sx004 Aejuewipas Jepi0 @
BUOISPUES BICIBOSTY
uofeulod {iH esod [
auospueg Jejesy 3]
oleys Apsopy [0
NOIVYNYTdX3

“BaIE GOUd ALBqaponL
‘dew oifojoalb pue uon2as ssoiy i ainbi4

‘3UOZ ZPI|SPUD| Y4 Ul S|IOS O UOIL
~dnusip ay4 499)J2d uoipiaban w sabuoys asayl

*squp|d 252y} J04 AJp 004 A|[DNSN 2uD YIIym e
‘sado|s uta1502 daals 2yl Uo modb Ajjpwiou o
40U OP 4Dy} SUJa} UIDLUOD S2PIS BYL U0 spuod
pup sdwoms ‘os{y “uolipiabaA (poompuy) snon % noWw W
-p12ap 2ADY S3PI|S Y4 Mojaq sado(s a|iym ‘uolD} mw. an,

-262A U22u6aaA2 2ADY S2PI[SHIOL BY4 $0 AUDY 3
‘sydoubojoyd |pjuap pup sdow o1ydoubodoy uo uaas 2q UDD SWUOSPUD| [DNSNUN Y| 'SIP!|SPUD|
1Noy4m s2do(S U0 2UDU BUD JDYL S2UN4DBL—SSOIID {29 OOE O OF WodS suoissaddap [poridif|2 o)
JD[N2UID PuD ‘spuod ‘sdwpms 'swpadys jiows 'sbuiads 2ADY saYouaq YL ‘Sqouy| P24Djos| pup ‘sayauaq
40 SD2UD {D|J P2LD(OS] 'ADMD U250.4q SDY 3204 24} 2J3UM ;4|2 3PN|IU] S2INID3J BPI|SPUD| 2524
‘susa}ipd uoyypiabon paroadxaun pup ‘sadniondis 2160026 'sMo|joy pup S||1Y [DRSAUN $O UOLDUIQWOD
D pad1Lou ouym sis160]026 Aq palfiuap! SDM SaPI|SPUD| JO BUOZ Y| 'U23s A[ISD2 Lou 2up A2y} 26uD|
05 2.0 Aayj 25nDY2q 2U0jaq Paziubodad Uaqg Lou poy sapispup| 2yt (T ‘61}) p2opjdsip auam SUaAD|
%204 4DY4 pamoys yaiym ‘Guiddow [p2160(026 Buiunp S086T 244 Ul PRU2ACISIP UM SPI|SPUD| YL
¢P242A00SIP S2PISPUD| 2yl 2J42M MOH
*api|sy20d D
P2|[D3 St 41 ‘sapi|s 41 S dn $3Da.4q %20[q 4O qDIS BY4 ST "LOD4UI 2dOfS D UMOP SBAOW X204P2] 40 %20|q
40 gD[s D 'S3PI|S }I0|G-420d UT ‘S2PI[SHIOU PUD SZPI|S %20|G-204 P2||D2 2D S2PI|SPUD] @52Y
“3114d0U{SDIDI PUD UZPPNS A|qDGoUd SDM SU3YL0 1O LURWBA0W 2Y) NG 'Mojs U22q 2ADY ADW 52|
2WOS JO JUaW2A0W B3Y ) "ALIADUG 4O 20UBN|JUl Y4 J2PUn 2d0OjSUMOP PIjS PUD 2S00| 230dq 2ZIS U] S2|IW
2uDNbs G'T UDYL 240W 04 2°0 4N0qD Wouf buibupd 3204 Jo SQO|s Showdou]  upLUNOW 322u) buuis
J0 2do(s uJa4sDa 214 BUOD S3(IW )2 UDYL 210W JOS PUDLXD S2PISPUD| LUDIB ‘fuaioup 2y  jbuoj
S2|IW € UDY} 240U S| S2PI[SPUD| Y4 4O 2UQ ‘P|4OM 2Y4 Ul 4526UD| 2Y4 BUOWD 2D PUD DIIUUIY Y4doN
UJ245D3 Ul S3PI|SPUD| UMOUY §S26.D] 24} 2uD ‘152404 [DUOILDIN UOSU2}Ja [ DY O SLOLISIQ Jabuoy
YA /64ngsyap|g 244 Ut DA ‘S214un0) b1y plip’ AuawioB U0y Ut S2p1|SpUD| 4uUDIB ‘31I04STY2u

0002

uoibay Weaymnog ‘aalntag 1satog
aimnouby jo yuswedaqg "s'n
yum uonesedood uj

Aoning [eolBojosy) "gy  ARelukeRem ey

1oueyu] jo Wswpedsq 'sn ngm

S}oLsSIg Jebuey aypim/Bingsyoeig
saleg € Ul g 'oN
S1S2104 [RUOHEN UOSIOlAP
pue uojbuiysep abi09n
au} jo si1apuop) oibojoay




yaalo bresn
180U PEOY /B Wi M3IA "8pYSPUE] © U0 pauiiof (aul
paysep oyl Aq psieniusaae) suj abpu Adwn, “v 21nbiq

(‘4iwdad D {26 pup UOKDIS

6ungsxav|g 2Y4 4D doys 4suld 45204 (PUOILDU
24 WOdS 2UOLS DAOWD Of YSIM NOA 4T
1240N) PIIS 4204 J0 ${20(q ButAie0 YoIym
Buo(p s2004ns papiAoud 2ADY ADW UOI4DWIO
Ji1H 250y 2u4 Jo saako| ayy ‘auoisbolf poob
2X{DW JDY4 SU2AD] YID|Q-YSIPPRJ 04 PRU-YS!
-ADuB ‘Y4 YOUI-OM} O ~2U0 SWI0S AUOWILIOD
UOILDWLIOS {[iH @S0y 244 JO BUOLSPUDS “dUOCLS
6up|ing Joj pasn uzaq buoj aady 'sabpiu
2y} JO Sidod JID4UI Y4 Ul PUD SPI[SPUD| DU
Ul Y40q ‘SHIUN 252YL WOoUJ SHD0Y “(Uorpwiio]
{ItH 250%) 2{DYS PUD 2U0LSPUDS PappPaguUa4ul
pup ‘(2U04SPUDS DJOUDISNL ) 241z4J0nb
PUD 2U0{SPUDS "(2UOLSPUDS U2J22)]) 2U0LSPUDS
40 pasodiiod 24D UDLUNOW %22.4) Bupjuig 4o

26p1a yB1Y YL Wof DUYL SHI0J YL “S2A
éIngasn ua3aq sH0J Y4 2ADH

-sapi|spup| Wo. Alsadoud pup

S2AI| UDWNY 0} YStd Y4 2onpad dj2y Upd UNII0
S24n(104 2d0[S 242YM PUD MOY UO YuUDaS2Y
“sapI|spup| Jo4 [piuasod ays Ajuap; day
upa tuzwdojanzp pauupjd pup Bulysixa jo bul
-125 2160|026 2y4 Jo 2Bpa(Mmouy ‘ADPOL “SDBUD
P241GDYUIUN Uf PAIINII0 SIPISPUD| LSO
’4spd 2y4 UT “suipunow upiyopjpddy 2y4

ur s2dojs Uo SWo4sUD Bupanp un290 op (sMo[4
S14q@P puD 52p||Sy204) S2pI|Spup| Jo sadA}
J2440 ‘UIDIUNOW Y22uD Bupjuis Jo adojs ayt
UO S2pI|SPUD| 4UDI 'JU21IUD YL JO JUBWBAOW
LUB02J O 2DUBPIA OU SI adayi ybnoys uanz

¢SaPI|SpUD| 240w 2q 242yt [IIM

‘auoz
2xunbyipa ALuno) s2|19 2ALLID Ajjuasaud
2Y4 U0 Jap.0q SaPI(SPUD| 2y} 2sND22q saxypnb
~y4upa Aq pau2bb1ay a49M S3pI|SPUD| UYL 4DY4
st Aljigissod Jayiouy ‘SapI|SPUD| Uj painsad
1Dy} sadols 2|qoisun paanpodd 2AbY 4yBI
||p4uipa AAD2Y 04 PaLD(auU UoISOU? Jo 2dojs
24 JO 25DQ Y4 LNIJ2PUN DY UOISOUT

¢anowl suipjunow ayi pIp AYyMm

‘Sap||SPUD| 4UDIB LUR1IUD 2YL U0 S2YdU2q TS
pup qouy Ad2qa(3ani pomoy 2dofs uJaisna
24 UMOP 00| UDD SUDIY UIDLUNOW 224D
BuiuIS JO 45240 UL Buoly ‘sapljspup| upib
4UI2UD Y4 SO 2U0 JO SAYDUBQ YL SSOUID
S{DM jIM UIDLUNOW 323D Bupjuis fo doy 2yt
01 129 “43 Wouy Buipua2so (o4} uoiyoppddy
24 U0 SuaxyIH 104y upiyop[pddy ayi wouy

29 24n0y 24045

440 (1-881d) Prod {2ADUb 2y} UO UIDLUNOW
Ysnug 4O 152D BY4 O AP UDD NOK (ydoub
-0104d 42A0D) UIDIUNOW 22D Bupjuis ol

“Yo] 8L} O} AU BPiS 8L} Jo 8N0S

PpUE UfRIUNOW By} JO IS8ID "SpPYSPUE] B JO JUOH Bif} UO JUaU
-0liBaSa UE SI Yoiym ‘qoudf L1eqapon Jo maIA * aanBid

Y4ulou BUB{00| ‘UIDJUNOW YSNUg O 45240 UL SI
U225 2q UDD S2YIUDQ IPI(SPUD| 2U4 YIIYM WS
1UICMDIA J2YLOUY “UIDLUNOW YSNJg Woud

*api|SpuD| Jupib Juaroun

UD 5S049D 2AIIP NOA ‘UIDLUNOW 2347 bunjuis
40 doy 2y} 04 pooy [[PH U0 2NUILUOD NOA

sy (p B14) 2unisjs 2yt 4o 26plu Jybioais 2yl
mojaq s26pia 2pijspupj ,Adwn|, jo maiA poob o
126 N0k ‘60z "+ dn 2Alp nok 41 “(Ppoy [(PH)
602 "+ PUD Spjald ([2Mp[D) U22ami2q UIDIUNOW
soadn Bupjuis 4o sadojs au4 Uo 129 4

\Wou} S29D|d 2WOS 4D U23S 29 OS|D UDI SBYIUZ]
2pifspup] "ppoy ([PH PUD 129 "4y wodd
‘Aydoub

-odoy. apI|spup| [onsnun 2yi Jo p2idA4 s

SIYL ‘qouy AduagapjonH 4o tSamuldou Yduaq
2y4 40 2d0jS Ul [DSUPAU YL PUD GOUY Y4 U0
suzaubuan2 24 22140N "A3|[DA 3Y4 uf 4no Buit
-J1S ¥20|q 2PI|SPUD| P24D|0s! UD Jo S3|dwbx2a
1529 2Y4 0 auo s1 qouy Aduagapan (1 615
PpOY MOJ{oH Diudo (b Uo Bupjiy Aq Jo pooy
227 Y} JO PU? Y} JDBU WOUS S22U4 DY 440
2D S2AD?| U} UBYM 4s2q U2as aq upd (g “bi4)
qouy AdagapanH  “qouy AdseqaionH
'paziubodau Ajippad jou

puD 2(4qns 24D UoL4D4a6aA pup ‘ABojoab ‘Aydou
-6odoy uy sa6upy2 2y} 4nq 'SIPI|SPUD| {UBIIUD
2} 4O 2U0 SS0D ||1M NOA ‘Spjald ||2MP(DD
Wouy pooy 227 dn 2A1IP NOA 4T -Abmp 2x0.uq
2PI|S 2U4 U1 {904 SO GDIS BYL YIIYM Wo.y dupds
2y4 s1S1YL Ppasodxa S| %204paq UM 44D
D 225 UDD NOA “UIDJUNOW 2yt Jo doj ayi 40 aul|
-uzmod ay4 {0 Aj2509 00| NoA JT “uDiuNow
U4 JO 45242 YL MO[2q U235 2q UDD 2P}{SPUD|
264D} D 40 Youaq Jomo| ay4 pup ‘Aydoubodoy
JAduin|, Ag uasjouq si adojs 2y 24aym ‘Lf3|
JNOA 04 300] UBYL "UIDIUNOW 22D BuuIs
40 adofs §5D2 aU4 40 SpJod pagunLsIpun

24 JO J14SIU4B4IDIDYD 2D 4DYL 2UOLSPUDS

“saplispue) JuBIb JUBIOUE JO UOEo0] Bumoys deyy “z ainbly

L
ueyoeieddy - \.W, "

$0 ,SUOUI-4DiS, 4YBIDALS ‘daays duL 235 (|IM

nof (1 °615) (0£9 ") pooy 227 Buojp Yuou
00| ‘Da.p Bupjurd (2

WoJ{ "proy 227 puv Spiatd [|2Mp|pD WoJd4

‘224 2Y) 40 3D S2ADI]

Y4 UBYM |Saq U2as 2D Aayy 'SaPI[SpuD|

JU(0UD 2S2Y4 SO {NSAI D 2uD {DY4 SULIOS

-puD| [DRSNUN @Y} 235 UD2 NOA 'SU014DI0| UIDL

—J22 Wouj A|[nJaupd 30o| NOA 41 ‘4ng ‘225 of

L[NO1441P WYL 2HDW U0ISOU2 daap puD ‘UoI4DL2
-baA 2suap ‘S2pI|SPUD| 244 $0 az1s 2buf 2y

éway) 22s NoA ubd 2u4aym

'saplls
-pUD| 244 JO JUBWIAOW (U2 JO BIUBPIA2 OU
s1 242y "5290{d 2244 40 sado|s apI|SpuD| Uo
punoy auem (00T "Q'Y 4 2’8 000'T +hoqp)
poluad pUDPOC/ YL JO SLID4IHID UDILIBWY
2A11DN "06D SUD2A 0OO'OT S AfJDa sD puod 2y
ur pajisodap auam S{URWIP2S 4DYL MOYS S2PI|S
-pup| Y4 0 2uo Uo puod 6DS D WO JLIDW
21upbU0 PUD U||04 DD Y4 Ul SUDWNY JO
|DAILID 2Y4 24042q 4Nq ‘2B 20T 2U2204s12|d
2y} burunp 2q pjnom sy ‘0o supaA 000’'GZ
PUD GO0’ OT 4N0GD U23Mi3g SDM JuaiuaAoW
2pI(SpuD{ 3y4 JDY4 s4s266ns 20uapiaa inq
‘UID4IBIUN S1 JUBWDAOW JO QWL 420X Y|

¢uaddoy sapljspupj ayi pIp uaymMm




Ways of Setting Purposes 109

Question—Answer Relationships (QARs). Raphael (1984) has suggested a straightforward

ethod of teaching students about the levels of questions. Rather than use technical terms like
iteral, inferential, and critical, Raphael and her colleagues recommend the following easy-to-
derstand category labels:

1. Right There. The answer is in one place in the text. Words from the question and words
at answer the question are often “right there” in the same sentence.

2. Think and Search. The answer is in the text. Readers need to “think and search,” or put
gether different parts of the text, to find the answer. The answer can be within a paragraph,
ss paragraphs, or even across chapters and books.

3. On My Own. The answer is not in the text. Readers need to use their own ideas and expe-
ces to answer the question.

4. Author and Me. The answer is not in the text. To answer the question, readers need to
nk about how the text and what they already know fit together. (Raphael, Highfield, & Au,
6, pp- 23, 26)

ael and her colleagues describe the first two types as “In the Book” QARs. The second two
In My Head” QARSs.

ther researchers have validated Raphael’s notion of QARs. Taking the time to acquaint
nts with question—answer relationships has been shown to help them answer a significantly
r percentage of comprehension questions (Benito, Foley, Lewis, & Prescott, 1993; Ezell,
Tierney & Readence, 2005).

nt Predictions and Hypotheses

questions prior to reading has the advantage of focusing students on specific aspects of
Of course, this result can happen only if the students tacitly consent to use such questions
their comprehension. There is a danger that teacher-supplied questions may be ignored. In
chapter, we will examine how reading guides can help ensure that prereading questions are
riously by requiring students to jot down answers as they read. For now, let’s consider a
en-ended approach, one calculated to increase students level of mental engagement. What
er asks them to form predictions about what a reading selection will contain? Their focus,
begin to read, will then be to test their predictions and learn why they were right or wrong.

entences. There are many ways of evoking predictions, and one of the cleverest is an
called Possible Sentences (Moore & Moore, 1986). This technique blends technical
y introduction with purpose setting and is excellent for content units (Stahl, 1999). It
usters of related terms and the relationships among terms. The procedure is quite simple:

e six to eight unfamiliar words from the new unit.

an additional four to six words likely to be familiar.

e ten to twelve words on the board.

short definitions, drawing on student knowledge wherever possible.

dents to think of sentences that use at least two of the words and that express ideas
they may discover when they read.

ese sentences on the board as the students dictate them.

oth right and wrong guesses.

e every word is used in at least one sentence.

students are finished providing sentences, ask them to read the material.

d, discuss the sentences on the board, noting whether each could be true, based now
ding.

ce is true, leave it alone. If it is not, discuss how to modify it to make it true.

Kapinus (1991) found that possible sentences improved both vocabulary knowl-
rehension of material containing targeted words. In fact, it proved more effective
ery useful approach, semantic mapping.
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You've

undoubt-
edly noticed our use of
objectives as embedded
purpose-setting devices
in all the chapters
you've read. How effec-
tive have they been for
you? (Have you taken
the time to read them?)
Would secondary or
middle-grade students
be likely to read them?
What if a teacher
deliberately discussed
such objectives before
the students read?
Would you predict that
their comprehension
would improve?

Stating Objectives and Outcomes

One of the most direct ways to set purposes is to make clear to students precisely what they
should know or be able to do once they have completed a selection. Consider the teacher about
to assign the Pluto article, who says to students:

After you’ve read, you should be able to describe the conditions on Pluto.

Naturally, the outcomes or objectives of reading can always be cast in question form and vice
versa. Questions have the advantage of merging rather naturally into a postreading discussion.

Instead of stating the outcome, the teacher might have asked students to read in order to
answer this question:

What are conditions like on Pluto?

Compare the two approaches. Do see any advantage of objectives over questions, or vice versa?

Graphic Organizers

In Chapter 6, we discussed how presenting new technical terms by means of graphic organizers
can be an effective method of building prior knowledge. Graphic organizers also provide a
means of setting purposes for reading. Students who are familiar with the nature of organizers
from exposure to them in textbooks and discussions are in a position to produce organizers of
their own. A purpose for reading can be to complete, or in some cases to construct, a graphic
organizer. This approach can be very effective when several guidelines are observed:

1. Familiarize students with the nature of graphic organizers by introducing organizers
frequently in your discussion of course material and by calling attention to the different types of
organizers and their characteristics.

2. Suggest the three-step process for construction of a graphic organizer presented in Chapter 6.
You will recall that these steps include (a) listing key terms, (b) identifying within the list clusters of
closely related terms, and (c) designing a diagram that best predicts the relationship among the terms
in a given cluster.

3. Do not begin by requiring students to follow this three-step process in its entirety. Instead
provide them with the opportunity to complete graphic organizers by inserting terms at appro-
priate positions. As students acquire experience in completing the diagrams, present them with
progressively more demanding tasks. Such a progression might proceed as follows:

a. From a list, students select terms and write them into the appropriate positions within a
partially drawn organizer.

b. Without a list, students write terms into a partially drawn organizer, selecting them from
the reading material in general.

c. Students construct an organizer, given only a cluster of terms but no diagram.

d. Students produce a viable organizer without the teacher’s having specified which terms or
the type of organizer.

The first three steps in this progression are illustrated in Figure 7.5, which is again based on our
reading selection about the planet Pluto.

ConStruct. Vaughan (1982) has suggested a technique in which students with some familiarity
with organizers read for the purpose of constructing a single, comprehensive organizer. In this
process of concept structuring (ConStruct), the students initially read rapidly, striving only to
produce a sketchy, skeletal diagram that involves the main topic and major subtopics. The
students read a second time (more carefully) with the goal of elaborating on this scant beginning.
A much more detailed organizer results. After studying this diagram, the students read for a third
time to clear up any remaining points of confusion. The ConStruct approach clearly requires that
students be familiar with graphic organizers in advance, and Vaughan suggests modeling them
before using ConStruct itself.
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(@) The teacher instructs students to place the phrases below on the timeline.

Discovery of Pluto

Pluto’s passage inside Neptune’s orbit

Pluto’s passage outside Neptune’s orbit

Pluto’s most recent close approach to the sun
1900 10 20 30 ’40 ’50 60
(b) The teacher lists.the four events and instructs the students to create a timeline.

(O The teacher instructs the students to create a timeline in which key events in Pluto’s history are
represented, but the teacher does not list these events.

’70 ’80 ’90 2000 2010

Charts

good approach to many factually rich reading selections is to provide students with a chart that
quires them to categorize information they encounter while reading (McKenna, 2002).
he teacher provides students with the structure of the chart, including column headings and, in
me cases, the entire first column. The feature analysis chart can serve as a purpose-setting device
well as a means, discussed in Chapter 6, of presenting the terms in a prereading discussion.
gure 7.6 depicts how such a chart might be used to guide students through the Pluto selection.
ote that the column headings are completely provided, and, in addition, the first column has
een completed to further limit the students’ focus as they read. Completing an example or two
le explaining the chart to students can be helpful.

As in the case of graphic organizers, students will become accustomed to the nature of feature
lysis charts when teachers make frequent use of them during the introduction of technical
bulary. They should come to consider completing such charts while they read as a natural
lication of charting activities.

The following chart aliows students to integrate information about Pluto with information
previously learned about other planets.

Planets

Mainly
gaseous

Larger
than
Earth

Has at
least
one moon

Has an
atmo-
sphere

Has
rings

Nearer
sun than
Earth

Mercury

Venus

Earth

Mars

Jupiter

Saturn

Uranus

Neptune

Pluto
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A wide variety of charts is available, and feature analysis is only one of many possibilities. To
illustrate the range of types, we have included a very simple T-chart in Figure 7.7, also based on
the Pluto passage. Like the feature analysis chart, it requires higher-level thinking (inferential and
critical). As with the construction of graphic organizers, the completion of charts helps to make
reading an active process, one that engages students as they read.

Problem Solution

Providing students with the opportunity to apply what has been learned to the solution of a
problem is a good way to direct comprehension toward a higher-level purpose. Dahlberg (1990)
argues that students are already experienced problem solvers in out-of-school contexts and that
teachers can and should tap their ability. Let’s begin by differentiating between two types of
problems useful for setting purposes.

One involves mathematics and science content designed to develop students’ abilities to
solve a particular kind of problem (e.g., solving a second-degree equation using the quadratic

FIGURE 7.7
art for a reading

D

selectlo on Pluto

The teacher instructs students to read in order to complete the chart below.

Evidence that argues Evidence that argues
against for
the existence of life the existence of life

on Pluto on Pluto
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formula or computing force vectors in beginning physics). This type of problem solving differs
very little from the technique of merely making the objectives of a reading assignment clear in
advance. That is, learning to solve problems of a particular kind is one type of objective that a
teacher might specify prior to reading. Naturally, the material to be read focuses on problems of
precisely this sort.

The second kind of problem-solving purpose is considerably different. It involves present-
ing students with a single, overarching problem that can be approached using the information
acquired through reading. The selection to be read, however, may not directly focus on such
problems. For example, the social studies teacher might assign students the task of creating a
plan to contend with their community’s air pollution problem. This teacher instructs the
students to consider carefully the information acquired by reading a specific selection on air
pollution together with information presented through class discussion and lecture. A math
teacher might begin a trigonometry unit by providing students with a diagram of their school
grounds complete with precise measurements and angles, suggesting to them the need for
determining specific missing measurements. Their study of the trigonometry materials should
eventually permit them to solve the myriad problems such a framework might provide. These
are examples of what Dahlberg (1990) calls “real life problems” (p. 14), the sort most likely to
motivate students by demonstrating how content relates to their lives. As a third example,
onsider again our Pluto selection. A science teacher might provide the following task to
udents prior to reading:

Imagine that you are assigned the task of designing a space suit for use on a mission to
Pluto. Begin your assignment by reading the selection to discover what conditions are like
there. Then describe the special characteristics your suit might need to possess.

mmary Writing

eading for the purpose of later composing a summary of what is read has a number of distinct
vantages. It stresses the interconnectedness of reading and writing. It gives students the
portunity to reconsider content and to reorder it within their own thinking. It also compels
dents to identify the most important ideas contained in a reading selection. In fact, the most
portant comprehension skill underlying the ability to summarize is the capacity to distinguish
re important from less important information. Finally, summarization is suitable for use
th any kind of prose material, expository or narrative. It is perhaps an especially useful device
th (1) selections containing a large amount of detailed, though not always highly pertinent,
mation and (2) narrative selections that involve extremely complex sequences of events
Coffman, 1994).

Hill (1991) has suggested that students often find it more difficult to write summaries of
sitory material (such as textbook chapters) than of narrative selections. Teachers might be
to begin summary writing with material organized chronologically (e.g., historical accounts
descriptions of processes). In Chapter 11, we specifically describe a writing activity aimed at
marizing the steps of a process.

riting good summaries is usually an acquired skill, however, and some direct instruction
¢ needed. Two recommendations for guiding students in writing summaries have been
ned in recent years: (1) a “chaining” approach and (2) a guided approach. Both have
effective.

the first approach to expository summaries, the teacher suggests that students write a
summarizing sentence for each section of the assigned reading selection. For example, for
book chapter that is divided by a number of subheads, the students might compose one
per subsection. The resulting summary is the “chaining” together of these summarizing
s. Miller and McKenna (1989) have suggested the additional step of segmenting the
summary into paragraphs based on major chapter sections. Students also write a topic
for each of these paragraphs. Cunningham (1982) conducted a study in which he found
technique significantly enchanced the comprehension of fourth graders.

second approach to teaching students how to summarize involves providing them with
guidelines. Bean and Steenwyk (1984) found that instruction based on the following six

It is my ambition
to say in ten
sentences what
everyone else says
in a whole book.

FRIEDRICH
NIETZSCHE
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rules (originally suggested by Kintsch and van Dijk, 1978) resulted in significantly better prod-
ucts than those produced by students who had not been taught the rules:

. Delete unnecessary and trivial material.

. Delete material that is important but redundant.

. Substitute a higher-order term for a list of terms.

. Substitute a higher-order term for components of an action or process.
. Select and incorporate topic sentences.

. Where there are no topic sentences, write them.

Nt WN

One caution about the use of summary writing as a purpose-setting technique is that it tends
to focus the attention of students on the most important information they encounter. Not
surprisingly, Rinehart, Stahl, and Erickson (1986) found that comprehension of details was not
enhanced through summary writing. Whenever a selection presents a large amount of factual
information, teachers might consider using summarization as a postreading activity and relying
on other techniques to ensure that comprehension is adequately detailed. For this reason, we
return to the subject of summary writing in Chapter 11. A further limitation is that summary
writing is teacher directed despite its apparent open-endedness.

Outlining

When students read for the purpose of outlining a selection, two important benefits can result
(Fernandez, 1998; Kneale, 1998). One is that the product they produce—the outline itself—can
have later usefulness as a review guide. The other is that the process of outlining as they read
encourages them to see important relationships that exist among ideas. Disadvantages of
outlining are that it can be highly tedious and that many materials are not amenable to outlining
(such as narratives and loosely structured nonfiction).

Like summarizing, outlining may require some direct attention from teachers if students are
to engage in it successfully. Because one of the most important skills underlying successful outlin-
ing is the classification of concepts into categories and subcategories, it is advisable to precede
any use of outlining with practice in such vocabulary techniques as List-Group-Label and nested
categorizing (presented in Chapter 11). These techniques should adequately familiarize students
with the logic skills needed in outlining. Once students are familiar with the notion of subcatego-
rizing ideas, the teacher can provide sample outlines. These are complete, model outlines that
represent the content of a given selection. For example, after students have completed a textbook
chapter, the teacher might distribute an outline of its content, pointing out key characteristics of
the outline and advising students to keep it as a review aid. The teacher should then progress
toward providing students with incomplete outlines prior to reading—outlines in which the
innermost entries are deleted and marked only with appropriate letters or numbers. These
“shells” have most of the entries intact but omit certain details that the students must identify
and insert. Figure 7.8 provides an example based on the Pluto selection in Figure 7.2.

I. Background
A. Location:
B. Features:

Il. History
A. Discovery:
B. Key Events:
. Sources of Information
A. Earth-based:
B. Nextstep:

In this example, colons indicate points at which students should enter information. The space
provided by the teacher should correspond to what the students are expected to record.
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Summary

Some authorities argue that the final goal of using outlining as a purpose-setting technique is
to enable the student to outline a selection without the assistance of a shell. Our opinion is that
this goal may be unrealistic for many students, and it is certainly problematic with respect to
many of the reading materials they are apt to encounter. We believe it is nearly always better to
provide a partially completed shell outline. This practice affords students a degree of structure,
content, and focus as they read. Such a technique is similar to providing students with a chart or
incomplete graphic organizer for purpose setting. It is also similar to Lazarus’s idea of guided
notes (Lazarus, 1988, 1989, 1991, 1993, 1996; Lazarus & McKenna, 1991) and to the notion of
reading guides, techniques we will explore in Chapter 8.

Varying and Combining Techniques

Being able to use a variety of purpose-setting techniques provides four powerful advantages.
First, it allows teachers to introduce elements of novelty and variety that are now well recognized
as ingredients of effective instruction. Second, teachers can match the type of technique to the
nature of the material to be read. Third, they can combine two or more techniques for use with
the same reading assignment. Finally, from exposure to a variety of techniques, students not only
learn that reading should be purposeful but they also acquire an array of methods for making it
so. Eventually, they can use these methods independently.

In the next chapter, we examine ways in which purpose-setting techniques can be varied and
combined to produce content literacy guides. These devices focus students’ attention on the most
mportant aspects of content, make reading an active rather than a passive process, integrate
writing and reading, lead to the production of a useful review guide, and provide students with a
resource to assist them in responding during class discussions. Such guides are based entirely on
the various approaches to purpose setting described in this chapter.

he most effective reading is purposeful. Good readers have relatively clear notions of what they
pe to accomplish through reading. Good teachers therefore either provide students with
ecific purposes prior to an assignment or help them establish their own purposes. A variety of
chniques is available for purpose setting, and in some the teacher plays a more direct role than
thers. The degree to which the teacher directs student purposes depends both on the nature
he material and on the philosophy of the teacher.

Prereading questions are among the most versatile devices for setting purposes. They are well
ed to developing multiple levels of comprehension (literal, inferential, and critical); they are
ul with virtually any reading selection; they are often embedded by textbook authors; and
an be posed by students as well as teachers.

umerous alternatives to prereading questions are available. Teachers can lead students to
predictions, or hypotheses, that they will then “test” by reading. This approach is less
er centered than many but is not equally useful with all assignments. In contrast, teachers
mply specify in advance the objectives, or outcomes, of reading. This approach is highly
er directed and obviously well geared to explicit teaching.

raphic organizers and charts provide students with the task of interpreting, classifying, and
ding information as they read. In the former, they complete or construct a diagram; in the
hey organize information in tabular form, given the headings of columns and the nature
- These techniques can be more or less teacher directed as desired.

ree relatively teacher-centered approaches have been used successfully in recent years.
g students with problems to be solved is a traditional mainstay of math and science
n but can be extended to many disciplines with a little creativity. Summary writing
es students to integrate content and identify its most important components. Outlining
dvantage of giving students a useful review guide. It works best when the teacher
an unfinished, or “shell,” outline to be completed by students during reading.
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This wide variety of techniques allows teachers to match method with materials and to combine
approaches for use with the same reading selection. Exposure to a range of purpose-setting
techniques also serves to model for students how they can make reading more deliberately purpose-
ful as they work independently.

1. Group achievement tests of reading comprehension usually present students with short
passages followed by questions. Nearly all of these questions are either literal or inferential.
Speculate about why this policy is so common.

2. Which method of setting purposes seems best matched to your teaching style and content?
Would you consider adopting a variety of approaches?




