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SUMMARY OF FINAL REPORT

Purpose

The overall purpose of this 18-month contract was to improve the utility of
science and social studies textbooks used by mainstreamed handicapped children
so that the textbooks would be more appropriate to the special needs of children
who are sensorily or cognitively impaired and who use the same texts as their
non-handicapped classmates. The project consisted of two distinct phases. The
objectives for Phase I included: (1) analvzing the learning characteristics of
children who have sensory or cognitive disorders; (2) analyzing the most widely
used texts in science and social studies to discern the learner expectations
inherent in the texts, teacher manuals, and rela-ed materials; (3) identifying
the discrepancies in the probable learner characteristics of the target
population and the learner expectations inherent in the tests; and (4) obtaining
the experiences of teachers in ameliorating the teaching/learning difficulties
encountered in using these texts with children who are handicapped. The
objectives of Phase Il were: (1) to present the findings of this project to
representatives of publishers whose texts were studied and (2) to conduct
discussions of these findings with a broader representation of text publishers,
educators, and parents. It was hoped that these discussions might encourage
publishers to take into consideration the reguirements of handicapped learners
in mainstreamed settings when revising texts traditionally designed for non-
handicapped learners.

Results

For the most part, the textbook programs reviewed in this project failed to
incorporate effective methods of instruction for students with learning problems.
Most of the add-on activities for special learners were o‘ten isolated from the
context, often inappropriate, and dull. Elementary books were rated better than
secondary texts because they made more consistent attempts to integrate some
principles of effective instruction (e.g., pre-reading strategies, active reading
strategies). Textbooks for secondary students seldom included important
information about organizationa!, study, and t.st-taking strategies. They
generally did not provide teachers with creative ideas for presenting content
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or evaluating student performance. Textbooks generally did not highlight text
structures known to facilitate comprehension and recall. They were too large
and all encompassing, poorly organized, and lacked overt structure (e.g.,
explicit main ideas, clear statements of problem/solution, cause/effect). The
textbook programs were rated fair in integrating features to enhance the reader's
interest. The twelve programs reviewed were cons:Jered to be visually appealing
with good design and graphics. However, given recent evidence that illustrations
may distract poor readers, there is a need for further research into the effects
of graphics on poor readers.

Implications

It was recommended that there are several ways publishers could magke their
textbooks more usable to students who are handicapped. Activities could be built
in to set the stage for reading (e.g., focusing instruct.on, activating prior
knowledge, previewing the text). Comprehension could be ‘acilitated by teaching
students how to engage in active reading, study, and s21f-monitorinj strategies.
Other opportunities could be provided for demonstrating mastery of material in
addition to written tests. A variety of strategies were also identified to help
teachers . 3ke existing textbooks more usable for students with learning problems.

Recommendation

The final report should be accepted in its current form and made available to
interested individuals through ERIC.
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EXECUTIVE SUMMARY

ing from the U.S: Department of Education, Office of

Special Education Programs, Education Development Center, Inc.

and RMC R

esearch undertook a project to improve textbooks for

mainstreamed students with learning problems. The project

involved

The major

Based cn
order to
students,

the following sequence of steps

reviewing the literature on learning problems and
effective learning strategies for different special
needs populations

developing a text analysis tool to determine if
textbooks contain effective teaching strategies

using the tool to analyze twelve widely-used social
studies and science textbooks at both the elementary
and secondary level

verifying the initial analysis by teachers who use the
analyzed texts in classrooms with students who
experience learning problems

disseminating the findings at a national conference
attended by publishers, educators, researchers, teacher
trainers, professional organizations, and textbook
adopters

findings in the textbook analysis were:

Many textbocks failed to incorporate effective methods
of instruction for students with learning oroblens;
rather, most activities for special learners were
poorly integrated, often inappropriate, and dull

In particular, iextbooks for secondary students seldom
included important information about organizational,
study, and test-taking strategies

Tertoooks did not highlight text structures known to
facilitate comprehension and recall

these findings, we recommended to publishers that in
make textbooks more usable for mildly handicapped
they should

build in activities that set the stage for reading:
focusing instruction, activating prior knowledge, and
previewing tne text

pay attention to racilitating comprehension by teaching
students how to engage in active reading, study, and
self-monitorirg strategies
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° provide numerous opportunities to demonstrate mastery
in a variety of ways in addition to written tests

In addition, we identified a variety of strategies that teachers
can use to make their existing textbooks more usable for students
with learning problems.

The project has already had an irpact by opening the door to
communication and collaboration among publishers, developers,
teachers, students, parents, educational researchers,
professional organizations, textbook adopters, and testing
services. It is our hope that the collaborative process now
begun will continue with the end result being that textbooks are
more usable for all students across our diverse nation.




It is strange that we expect students to
learn yet seldom teach them about learning.
We expect students to solve problems yet
seldom teach them about problem solving.

And, similarly, we sometimes require students
to remember a considerable body of material
yet seldom teach them the art of memory. It
is time we made up for this lack, time that
we developed the applied disciplines of
learning and problem solving and memory. We
need to develop the general principles of how
to learn, how to remember, how to solve
problems, and then to develop applied
conrses, and then to establish the place of
these methods in an academic curriculum.
(Norman, 1980, p. 97)
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OVERVILA OF THE PROJECT

THY CHALLENGE

According to the Ninth A~nual Report to Congress on the
Implementation of the Eua .ation of the Handicapped Act, the
majority of handicapped children receive special education and
related services in settings with nonhandicapped s*udents.
Nearly 27 percent of these students receive all instruction,
including special education, in regular classes, while 42 percent
receive services in the regqular classroom part of the day (U.S.
Department of Education, 1987). Madeleine Will, Assistant
Secretary of the Office of Special Education and Rehabilitative
Services, estimates that an additional 10 to 20 percent of
students in general education are not enrolled in special
education, but experience learning and behavioral problems that
impede their progress (Will, 1986).

Together these groups constitute a significar“ number of hard-to-
teach students who are often unprepared to ha.adle the demands of
social studies and science classes. Poor reading,
organizacional, attentional, and study skills interfere with
their ability to access information from content textbooks
(Torgesen, 1985; Torgesen & Licht, 1983). When textbooV. uire
poorly organized and have 2ubiquous structures, matters are made
even worse for students with learning problems (Armbruster &
Anderson, 1984).

THE RESPONSE

The U.S. Department of Education, Office of Special Education
Programs (OSEP), has a history of supporting efforts aimed at
making textbooks more usable for students with learning problems
and at aiding teachers in overcoming textbook linitations.
Building on knowledge gained from curriculum materials developed
in the 1970s and the textbook adaptations in the early part of

1
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this decade, OSEP recognized the need for educators, researchers,
and publishers to collaborate in improving the usability of
textbooks. In October 1986, OSEP awarded a contract to Education
Development Center, Inc. (EDC) and RMC Research Corporation to
analyze the usability of social studies aad science textbooks for
students experiencing learning di°<iculties, to develop
recommendations for improving textbooks and teaching strategies,
and to work with the educational and pubklishing communities to
bring about change. 1In carrying out the project, we drew upon
previous work funded by OSEP as well as the latest research in

reading, the cognitive sciences, and effective instruction.

EDC and RMC Research undertook a qualitative analysis of twelve
widely used elementary and secondary social studies and science
textbook programs, in order to determine how well they
accommcdate students with learning problems. We defined textbook
programs as including the teacher's edition, the student's
edition, and all ancillary materials such as workbooks, teacher
resource materials, lab manuals, and test booklets. The findings
of the anclysis were independently verified by elementary and
secondary social studies and scierce teachers who were using the
textbooks in their classrocums. Based on the findings,
recommendations for improving the usefulness of textbooks were
presented to publishers, scholars and teachers at a national
conference held .n Washington D.C. in February, 1988.

This report descr.bcs how each component of the project was

conducted, summarizes the findings, and esents recommendations
! !

and conclusions.




SUMMARY OF PROJECT ACTIVITIES

The project was designed in two phases, each with its own goal.
Phase I included an extensive review of the literature that
described common characteristics of students with learning
problems, effective treatment interventions, and textbock
features known to faciliitate learning; development of a
comprehensive questionnaire to analyze elementary and secondary
social studies and science textbooks; review of twelve leading
texts; and a meeting for teachers who used the books to verify
the findings. Phase II culminated in the national conference for
publishers, educators, researchers, and textbook selectors at
which project staff presented their findings and recommendations.

Responsibility for project tasks was divided, with RMC Research
taking the lead on the text analysis and logistics for the
national conference, and EDC couducting the literature review,
holding the verification conference, writing the conference
reports, and managing the overall project. Table 1 provides an
overview of the proje.t.

REVIEW OF THE LITERATURE

EDC staff spent the first three months of the project conducting
a thorough review of the research literature on the common
charactleristics of students with learning problems, treatment
interventions, and textbook features. As 1986 came to an end,
project staff developed a report summarizing the results of the
literature review. The draft was sent to the project's advisory
panel prior to a meeting held at EDC on December 15, 1986.
Following more than six hours of lively discussion with advisors
June Foster, Roy Gromme, George Mischio, and Lynne Thrope,
project staff revised the literature review and submitted it to
the Project Cfficer, Paul Andereck. Although the formal review
of the literature was complete, staff continued to keep abreast




ACTIVITY

Review of Past
Research

November 1986-
February 1987

Textbook Analysis

March - April
1987

Verification of
Textbook findings

June 1987

Table 1

OVERVIEW OF PROJECT TASKS

BRIEF DESCRIPTION

In-depth review of
literature and
consultation with
project advisory
panel, drawn from
puklishing, special
education, and
science/social
studies community.

Comprehensive
analysis of 12
leading social
studies and science
textbooks by eight
experiences and
well-trained teacher
reviewers.

Forty teachers et
for two days to
discuss textbook
findings and
generate strategies
for teachers to
compensate for
textbook
limitations.
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WHAT WE LEARNED

® Many students with
learning problems
are mainstreamed in
regular social
studies & science
classes.

® Common problems
exist across groups
of students with
varying learning
problems.

e Several promising
instructional
strategies have
proven effective
with these special
learners and may
also benefit all
learners.

® Many texts fall
short of helping
teachers accommodate
the increasingly
diverse classroom
population,
particularly
textbooks at the
seccndary level.

® Teachers agreed
that textbooks, in
general, could be
improved and better
designed in order to
meet the needs of
more students in a
given classroom.

® Teachers called
for guidelines to
help them become




Rz2view and Anaiysis Staff continued to

of Current Trends

July 1987 -
December 1987

Preparation of

Streamlined Text
Analvsis Tool

October - January
1988

Preparation of
Conference Report

December 1537 -
January 1988

Publishers'
Conference

February 1988

review the research,

consult with scholars
and project advisors,
meet with publishers

and other interested

parties.

Pilot testers,
teachers, and advisors
reviewed the tool that
can be used to examine
instructional design
cf teacher and student
materials.

Project staff prepared
a synopsis of textbook
review findings,
publisher recommend-
ations, and possible

solutions for teachers.

Over 100 selected
educational leaders
(teachers, school
administrators,

state adoption
committee members,
curriculum developers,
scholars, teacher
trainers) as well as
key educational
publishers will meet
in ¥Washington, D.C. to

discuss project findings

and recommendations.
Participants will
generate viable action
plans for improving
Textbook usability.

44

better textbook
selectors and users:
they found the
"streamlined" tool
useful in helping
them evaluate
textbooks.

® Textbook selectors
should assess
instructional design
in conjunction with
content, since the
former helps ensure
that students access
the content.

® The tool can help
teachers and others
determine how well a
textbook program
accommodates dive-se
learners and also
help publishers
assess and improve
their own texts.

® Market needs will
be expressed.

® Publishers will
see that the market
is ready for morz
usable instructional
design in textbook
programs.




of emerging research throughout the project. The following is a
brief summary of EDC's review.

Common Characteristics of Students with learning Problems

In the last ten years, educational researchers as well as
practitioners have begun to argue that special educators should
not plan instruction on the basis of student categories or
labels, but rather on student characteristics (Lloyd, 1984;
Reynolds & Balow, 1972). Describing the learner characteristics
rather than lak ~ling the learner represents an important shift in
perspective; this shift allows educators to see all "handicapped"
students on the same learning continuum, and furthermore,
facilitates a more accurate match between learning needs and
instruction. Most importantly, this perspective allows those
students not enrolled in special education, but who nevertheless
experience learning problems, to profit from effective
instruction once reserved only for their special needs peers
(Sstainback & Stainback, 1987).

Based on the premise that a descriptive diagnosis will yield more
effective intervention than a handicapping label, we reviewed
studies that identified characteristics of students experiencing
difficulties in one or a combination of areas. The most common
areas of difficulty are:

) Language and Literacy Skills

Deficits in language and literacy development are most
often manifested by reading and writing problems.
Young children who exhibit reading difficulties often
have poor word recognition and decoding skills and
writing difficulties that are related to poor control,
spacing, and legibility. As the demands of the
curriculum increase and as children move up in grades,
common problems include poor comprehension in reading
and disorganized written expression (Torgesen & Wong,

1985). Some researchers argue that most handicapped
students enter school with a highly specific deficit
4




that, left undiagnosed, becomes a more generalized
language/learning problem. This in turn affects
motivation and acquisition of effective reading and
writing strategies (Stanovich, Cunningham, & Freeman,
1984; Bashir, 1987).

Attention and Memory Skills

Many learning handicapped students exhibit difficulties
in two cognitive functions: attention and memory. The
study of attention processes has revealed that students
who suffer in this area tend to have difficulty
concentrating, appear easily distracted, and are often
impulsive in their approaches to academic and social

demands (Krupski, 1980; Levine, 1984). The study of

memory processes has described learning handicapped

studentes as passive, often failing to employ strategies

for organizing and recalling information (Torgesen &

Licht, 1983).

Metacognitive Skills

This research serves as an important base for examining
the metacognitive skills of poor learners as well. Not
surprisingly, studies have shown that many of these
students fail to employ effective strategies of self-
monitoring, self-checking, and other self-regulating
behaviors when engaged in academic and social tasks.
Under the direction of Donald Deshler, The Institute
for Research in Learning Disabilities (Lawrence,
Kansas) has led the way in helping us understand the
metacognitive deficits of learning handicapped
students. Other researchers have provided powerful
evidence that, with training, students can be taught to
learn effective strategies, principles, and techniques
“hey can apply across subject settings and social
situations as well (Palincsar, 1986; Wong, 1987).

Motivation and Social Skills

Considerable evidence_exists that students with
learning problems can have problems beyond the academic
domain (Schloss, 1984; Shores, 1987). The two areas
that have received the most attention are social
competencies and motivation for learning. Bryan and
Bryan (1978) have made a significant contribution to
our understanding of how children's social experiences
can influence their feelings of competence and their
perceptions of others' expectations of their behavior.
These feelings in turn can affect academic performance,
risk-taking, and other problem solving behaviors.




Longitudinal observations of children and adolescents
with learning problems have also raised important
guestions about the cumulative impact of academic
failures on student mctivation. Many students with
learning problems experience a cycle of learned
helplessness. That is, they fail because of a specific
disorder, learn to doubt their intellectual abilities,
and come to view further effort as futile. Breaking
the cycle of learned helplessness has been a focus of
much of the research on student motivation and
attitudes (Licht & Kistner, 1986).

Treatment Interventions

The question of how to help students succeed in learning has
inspired a rich body of interventional research in the last
fifteen years. While generalizability and maintenance data
continue to be limited, a number of instructicnal interventions
have shown considerable promise in improving academic
achievement. These interventions are grounded in two major
theories: schema theory and metacognitive theory.

Schema Theory

Schema theory helps make clear how learners acquire and integrate
new knowledge. According to Anderson and Pearson (1980),

Whether we are aware of it or not, it is the

interaction of new information with old knowledge that
we mean when we use the term comprehension. To say that
that one has comprehended...is to say that s/be has
found a mental "home" for the information...or else that
s/he has modified an existing mental home in order to
accommodate that new information. (p. 225)

Studies in reading comprzhension have specifically addressed how
the "old" information (or schemata) can exert influence on
comprehending text. Evidence supports the notion that students
can be taught to actively employ strategies for comprehending and
organizing text (Brown, Campione & Day, 1981; Levin & Pressley,
1981; Ohlhausen & Roller, 1988; Palincsar & Brown, in press).




This research is encouraging for mildly handicapped students who
often fail to draw upon their prior knowledge as they read
(Snider & Tarver, 1987). A number of interventions presented
during the pre-reading phase, when teachers prepare students for
instruction, have shown promise in improving comprehension,

including

° using reciprocal teaching techniques that activate
students' prior knowledge through discussions and open
ended questions (Palincsar & Brown, 1988, Slavin,
1983)

o presenting analogous information and inferential
training (Hansen, 1981; Hansen & Pearson, 1983);:

o using graphic organizers or graphic displays to help
students see links between o0ld and new information
(Johnston and Pearson, 1984; Sinatra, Berg, and Dunn,
1985)

® using simulations, demonstrations, and hands-on
learning activities that serve to tap prior
knowledge and foster motivation (Foster, 1985; Lang,
1986) .

Metacognitive Theory

Metacognitive theory has made a major contribution to our
understandiney of how one regulates one's own learning using
skills that involve planning, checking and evaluating (Baker &
Brown, 1984; Flavell, 1981). Flavell (1976), one of the pioneers
of the study of metacognition, describes it this way:

Metacognition refers to_one's knowledge concerning one's
own cognitive processes....for example, I am engaging in
in metacognition if I know I am having more trouble
learning A than B; if it strikes me that I should double
check C before accepting it as a fact. (1976, p. 232.)

Two metacognitive skills are discussed in the literature that
help us understand what contributes to reading difficulties:
comprehension monitoring and hypothesis formation-evaluation.




Palincsar and Brown (1984) found that they could teach poor
readers how to self-monitor so that they could take remedial
action when they were confused or failed to comprehend.
Hypothesis formation-evaluation involves teaching students to use
clues in the text to generate, evaluate, and revissz hypotheses
about what they are reading (Idol, 1987). Interventions that
have shown promise in helping learners to develop both these
important skills include

° teachlng students self-questlonlng procedures to use
while reading (Alley & Hori 1981; Wong & Jones, 1981)

° teaching students how to be more sensitive to text
structures and other features in the text that will
signal important information (Gold & Fleisher, 1986;
Smith & Friend, 1986; Anderson, Osborn & Tierney, 1984)

) providing students with guided pre- reading and guided
readlng techniques such as the use of advanced
organizers or mapping exercises (Armbruster, 1980;
Bergerud, Lovitt & Horton, 1988; Flood, 1986; Idol,
1987)

Models of Effective Instruction

Increased student achievement has also been addressed throucgh
models of effective instruction. One approach that has been
particularly successful with poor learners is cooperative
learning. At the heart of cooperative learning is collaboration
among learners (Slavin, 1983). Johnson & Johnson (1975; 1983)
and Johnson, Johnson, Holubec, & Roy (1984) describe how
cooperative learning can promote greater achievement, self-
esteem, and motivation among students with learning problems as
well as their average-achieving peers. These outcomes are
accomplished through placing students with varying abilities and
skills on small teams that are structured to foster group problem
solving, creativity, and responsibility.




Other models suggest ways that teachers can alter the
representation of knowledge to accommodate diverse learning
styles. Based on Madeline Hunter's model of effective
instruction, Lyon (in press), has developed an instructionail
approach (CARETONS) for teachers who have reading disabled and
other learning disabled students. His research has been
particularly helpful in sensitizing general education teachers to
students who do not learn in the expected ways, in providing all
teachers with skills to assess the demands of instructional
materials, and finally, in assisting them in developing
alternative methods of instruction and evaluation.

Textbook Features

A relatively recent body of research focused on the quality of
textbooks and other instructional materials to determine their
influence on learning. Unlike many studies that address textbook
content, this research has focused on instructional design and
textbook features (Anderson & Armbruster, 1984: Durkin, 1984;
Osborn, 1984, Thrope, 1986).

Although the research base is limited, researchers at the Center
for the Study of Reading have identified a number of textbook
features that can facilitate both comprehension and recall, and
render what Armbruster and Anderson (1988) call "considerate
textbooks." (For a detailed review of the textbook research, see
Armbruster & Anderson, 1988.) Their analyses have produced
criteria for "considerate!: or "user-friendly" texts. These
criteria involve three features: structure, coherence, and
audience appropriateness. Following is a brief explanation of
each.

) Structure is the text feature that has received the
most attention in the literature. More explicit
structure can be achieved through the use of signal
words (e.g., titles, preview/summary statements,
pointer words such as first, second, third, etc.) that

9
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cue the reader to a specific type of structure (e.g.,
compare/contrast, problem/solution, sequence of events,
etc.). Clearly, the better structured the text and the
more obvious the structures are to th2 reader, the more
likely the reader will remember the information (Loman
& Mayer, 1983; Thorndyke, 1977).

° Coherence refers to how well ideas are integrated and
flow within the textbook. Coherent textbooks contain
explicit statements about the relationship of ideas,
clear pronoun references, connectives that convey the
relationships among ideas, and graphics that clearly
support text. Armbruster and Anderson (1988) summarize
numerous studies that have established the importance
of coherence in comprehension and recall of text. Their
research has also pointed out that imposing readability
formulas on texts adversely effects coherence; they
warn textbook writers that by shortening sentences to
conform to the formula, important words are often
deleted, rendering the text less coherent and
understandable.

° Audience appropriateness refers to the match between
the text and the reader's level of knowledge and skill.
A large body of research has been conducted that shows
the importance of the reader's relevant prior knowledge
of the topic and vocabulary in facilitating
comprehension of text. Metadiscourse (or talking
directly to the reader), thorough explanations of fewer
topics rather than superficial treatment of many
topics, and the use of analogous information to explain
complex concepts are features that take into account
the background of the reader.

THE TEXTBOOK ANALYSIS

EDC and RMC Research staff used the literature review as a basis
for analyzing textbooks. The analysis included the following
series of eight separate but interrelated steps: selecting
textbook programs, developing the text analysis coding forms,
selecting and training the teacher-reviewers, using the fornms,
maintaining reliability, debriefing, and synthesizing and
verifying the findings.
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The Analysis Process

Step 1: Selecting Textbook Programs

OSEP called for an analysis of the social studies and science
textbooks most widely used in elementary and secondary schocls
across the country. 1In order to determine which textbook
programs were "most widely used," RMC Research contacted a
variety of organizations for information regarding publishers'
market standings in elementary and secondary science and social
studies textbook sales. These organizations included the
Association of American Publishers, the International Reading
Association, Market Data Retrieval, the Educational Products
Information Exchange, textbook adoption researchers, textbook
monitoring groups, science and social studies curriculum centers,
members of large textbook adoption committees, professional
organizations in science and social studies education, and a
variety of educational publishers. We asked each source to
identify which publisher it believed held the largest share of
the market in each subject area and grade level. Subsequently we
selected the textbook programs listed in Table 2.

Once we identified the publishers and respective textbook
programs, appropriate sales personnel were contacted within each
publishing house to obtain three copies of all of the components
comprising the identified textbook program.

Step 2: Textbook Analysis Coding Forms

Project staff used information from EDC's comprehensive review of
the literature on learner characteristics, effective instruction,
and textbook features as the basis for designing the
Questionnaire used to analyze the textbook. The appraisal
focused on what instructional design and textbook features, known
to be effective with students with learning problems, were

11




Table 2

ANALYZED TEXTBOOKS

SCIENCE

Science, Silver Burdett (1987)
Grade 1

Heath Science, D.C. Heath (1985)
Grade 3

Holt Science, Holt, Rinehart,
and Winston (1986), Grade 5

Focus on Earth Science, Merrill
(1987), Grade 8

Focus on Physical Science,
Merrill (1987), Grade 9

Modern Biology, Holt, Rinehart,
and Winston (1985), Grade 10

SOCIAL STUDIES

Families and Neighborhoods

Silver Burdett (1986), Grade 1

City. Town and Country, Scott,
Foresman (1986), Grade 3

The United States: Past To

Present, D.C. Heath (1987),
Grade 5

United States History:

Reconstruction to the Present
Merrill (1986), Grade 10

Land of Promise: A History of
the United States, Scott,
Foresman (1987), Grade 10

Triumph of the American Nation
Harcourt, Brace, Jovanovich
(1986), Grade 10




incorporated into the textbook programs. By instructional design
features, e mean the pedagogy built into the program that
suggests now the teacher and students are to use the materials
(e.g., the importance of activating students' prior knowledge
and linking it to the new information, teaching reading and
learning strategies, and accommodatin< diverse learning styles).

What emerged from the literature is reflected in the underlying
structure of the forms, that is, ti.. t the teaching/learning cycle
has three recursive phases: (1) getcting students ready to learn,
(2) engaging students in the learning activity, and (3) having
students demonstrate competence and extend their knowledge.

Table 3 lists the componentc of each phase.

The 32-page appraisal form contained a total of 200 rfuestions,
divided into trree parts. A copy of the form is displayed in
Appendix A. One part, the Ingtructional Strategies Form, was
used with those components of each textbook program that offered
suggestions for using the textbook program in an instructional
context. These components typically included the teacher's
edition of the core text, supplemental instruction guidelines
such as a "teacher's resource packet" or laboratory guide, or
more specialized materials for adapting instructional strategies

to the needs of slower learners.

The second part, the Instructional Materials Form, was used to
review the components of each textbook program that were intended
to be used by students. This form directed reviewers' attention
to specific features of the various materials, whicbh typically
included the student's edition, workbooks, enrichment activity

sheets, tests, and other such materials.

The third part, an Overall Appraisal Form, provided an
opportunity for the teaciei-reviewers to summarize their opinions
of each textbook program's strengths and weaknesses in six key

12
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Table 3

PHASES OF LEARNING

I. Phase I: Getting Students Ready to lLearn
Focusing Instruction
Activating Prior Knowledge
Previewing Concepts, Vocabulary, Text Structt e

IT. Phase II: Engaging Students in the Learning Activity
Helping Students Comprehend Information in the
Textbook
Teaching Study Strategies
Providing Experiential Activities
Emphasizing Metacognition
Employing Cooperative Teaching Strategies

III. Phase III: Having Students Demonstrate Competence and
Extend Knowledge
Having Numerous Opportunities to Demonstrate
Mastery
Providing a Variety of Ways to Demonstrate
Competence
Extending and Applying Learning

D
()




=

areas related to the usabiliity of the materials with diverse
learners (appropriateness of content, motivation, strategy
instruction for both students and teachers, suggested
improvements in instructional materials and strategies).
Completing this form was the final step in examining each

textbook program.

The teacher-reviewers were not asked to examine textbook content.
Although we acknowledge its importance and its significant
relationship to the instructional desiqgn, content evaluation was
beyond the scope of the project. A well-designed textbook
program (i.e., pedagogically sound instructional strategies,
clear paragraph and lesson structures, logically related
chapters, and high quality writing) will only enhance the content
and, presumably, comprehension. (For text analyses related to
content, see Gagnon, 1986; Cheney, 1987; Larkins and Hawkins,
1987.)

It is also important to point out that we did not examine
readability. Numerous scholars and educators have identified the
use of readability formulas as impeding the effort to improve the
quality cf textbook writing. Readability formulas have been
criticized because they often result in prose that contains short
sentences and simple vocabulary, and exclude connectors that can
help make the text easier to read. Armbruster, Osborn, and
Davison (1985) point out that readability formulas fail to take
into account important characteristics of both the text and the
reader that affect comprehension: for example, in the text7 ‘the
content difficulty, organization of ideas, the author's style,
and page layout; in the reader: motivation, interest, purpose,
and perseverance. Bernstein and Woodward (1986) and many others
interested in textbook reform have called for a halt in the use
of formulas and recommend that the quality of textbook writing be
closely examined in the textbook adoption process.

13

~
(& l)




H Eh D G O S W Gh GF OGP G o 0D AN W0 uN GE am

Step 3: Selecting and Training the Textbook Reviewers

EDC/RMC Research elected to ask teachers to review the textbooks
to draw on their first-hand experience with students (including
students with learning problems), with textbooks, and with the
teaching process. We used several criteria to select four
elementary and four secondary teachers to participate in the
project. First, each teacher-reviewer had to have taught at
least one of the targeted science or social studies subjects.
Second, each teacher had to have worked with "mainstreamed
handicapped" students within that subject area. Third, each
teacher had to be able to commit about 100 hours to the project
over a span of about forty days, and be able to attend training
and debriefing sessions on scheduled dates. The teacher-
reviewers, who were reimbursed for their time and effort, were:

Louise R. Brewster, Grade 6, Science
Underhill, Vermont

Sharon Corologos, Elementary Science
PRichmond, Vermont

Charl~s Hodsdon, Grade 9-12, Chemistry
Topsfield, Massachusetts

Cheryl Maloney, Grades 8-11, History
Weston, Massachusetts

Joseph P. O'Brien, Grade 4, Social Studies
Underhill, Vermont

Julia D. Phelps, Junior High, Social Studies
Merrimack, New Hampshire

Barbara Soris, Grade 1, Social Studies
vover, New Hampshire

Kathy T. Williamson, Grade 6, Science
Richmond, Vermont

Before participating in the textbook analysis phase of the
project, the teacher-reviewers attended a two-day training

session. This training session served man; purposes, including
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fariliarizing teachers with the overall goals and objectives of
the study, the project timeline, and the textbook review

process.

The teachers intensely reviewed the three coding forms and
discussed various interpretations of specific items. Each time a
potential ambiguity or problem was raised, the group reached
consensus regarding its resolution and then established specific
rules to follow when such problems arose during the actual

textbook review process.

During the training session, we gave the teacher-reviewers an
opportunity to practice using the forms to examine "real"
textbook material. Working both in small groups and
independently, all of the teachers were assigned the same chapter
from a fifth grade social studies textbook and asked to employ
the three forms in its review. This provided a common base for
discussing particular issues and concerns related to using the
coding forms. After examining each chapter, several hours of
large group discussion further addressed problems in using the
forms, and allowed teachers to ask questions to clarify final

review procedures.
Step 4: Using the Textbook Analysis Forms

The twelve textbook programs were divided into four groups by
grade and content: elementary science, elementary social studies,
secondary science, and secondary social studies. We assigned two
of the elemertary teachers to review the three elementary science
textbook programs and two to review the elementary social studies
texts; two of the secondary teachers reviewed the three secondary
science programs, and two reviewed the three secondary social
studies textbooks. Assigning two teacher-reviewers to each
textbook cell allowed us to determine the extent to which the
coding process was reliable and valid.

15




Staff selected, at random, a minimum of five chapters for
analysis in each textbook program (teacher's edition, student
edition, and ancillary materials). We stipulated that at least
one entire unit had to be included in the five chapters reviewed.
In the few instances in which units in a given textbook program
were longer than five chapters, an entire unit was still
reviewed, plus an additional two chapters randomly selected from
other parts of the textbook. Some of the teacher-reviewers,

therefore, examined more than five chapters.

The teacher-reviewers used the Instructional Strategies Form
first to examine all program components that offered advice or
guidelines to teachers for covering the material contained in
that chapter. Next they used the Instructional Materials Form to
examine the student's materials, including workbooks, enrichment
activities, unit or chapter tests, etc. After all chapters in a
given textbook program were examined, teacher-reviewers then
completed an Overall Appraisal form that summarized the strengths
and weaknesses of that program.

Each teacher-reviewer turned in a minimum of eleven coded forms
for each textbook program: five Instructional Strategy Forms
(one per chapter), five Instructional Materials Forms (one per
chapter), and an Overall Appraisal Form.

Step 5! Maintaining Reliability During the Coding Process

We employed several strategies to maintain a high degree of
reliapility during the textbook review process. 1In addition to
the comprehensive training session, the teacher-reviewers
submitted their work as it was completed to the Coordinator of
Textbook Review. This allowed him to compare responses, clarify
issues, and correct misconceptions as the textbook analysis

progressed.

16
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Another mechanism to ensure a high degree of reliability was

providing a resource packet containing examples of instructional
strategies and features of instructional materials drawn directly
from the textbook programs under review. Each example was
labeled to correspond with particular items on the coding forms.
We encouraged the reviewers to use this resource packet when

they were undecided as to how to code particular items. (See
Appendix B for the Resource Packet.)

In addition to recording their responses on the coding forms,
reviewers were also asked to cite examples in the text that
illustrated their responses. This provided yet another check on
reliability.

ng
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Step 6: Teacher-Reviewer Debriefing Session

Each of the eight teachers spent between 90 and 125 hours
analyzing the assigned textbooks. When they completed their
analysiz, six of the teachers were able to attend a one-day
debriefing session to discuss a number of issues. We encouraged
them to comment on their perceptions of the strengths and
weaknesses of the textbooks, strengths and weaknesses of the
forms, and on the review process in general. This group
discussion provided project staff with the first opportunity to
idertify the major findings across grade levels and subject
areas.

Below are highlights of the debriefing session with quotes from
the teacher revijewers:

1. The text analysis form emerged as a useful tool and the
process of reviewing multiple texts increased teachers'
sensitivity and knowledge in assessing textbook programs.

17
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5.

"...I thought all of these forms were very
helpful and really made us look at these
textbooks in a way that we would never have
done on our own." (Louise Brewster)

Reviewers thought their findings would not differ
significantly if this project was about "regular" students
(i.e., these findings generalize across ali learners).

"What's good for special ed kids would
probebly be good for all kids." (Sharon
Corologos)

In secondary social studies particularly, books are teacher-
centered, not learner-centered. The books emphasize a
lecture format.

“The thing that I found emphasized in the
secondary social studies textbooks was the
lecture format, the talking head. The
teacher is the talking head and kids sit and
are little old recorders of the talking
head...There wasn't a lot of creativity on
the teacher's part and no creativity on the
student's part--it was just sit, read, and
write." (Julia Phelps)

As a corollary, secondary texts devote more time to teaching
content than to process instruction.

Enrichment activities were often reserved for the achievers
or better students. Activities for special learners were
often boring, basic skills work/drills.

"You know the thing that I found repeatedly--
the books would talk about enrichment
activities...and they were kind of fun
things, political cartoons or interviews of
people, things that really got the kids
involved. But those were for the

achievers. ..Those kind of enrichment -
activities are probably the best kind of
thing you could do for kids at any level."
(Julia Phelps)

Activities or approaches for "special iearners' often
appeared to be token attempts or add-ons--not well
integrated with the chapter/unit goals.

"You got two or three tips for handicapped
students, often for the visually or
physically handicapped, but they didn't tie
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6.

7.

8.

into the goals of the lesson...My favorite
one is for children with behavioral problems.
High motivation and low tension. If there is
a child in your classroom with a behavior
problem, then just up the motivation and
lower the tension and you can teach them
what's in this book...?!" (Louise Brewster)

A frequent comment was that books need to let teachers know
what the "core" or most important information is rather than
expect all the information to be taught.

"Nowhere does it say what's most important to
teach...nobody wants to say...That's why
teachers only do standup lecture format.
There is just no time when you have so much
material to cover. I found the best way to
help mainstream diverse learners is to pick
the one thing they should learn above all
else and then you have time to do some
activities with them." (Cheryl Maloney)

Publishers make too many assumptions about students as well
as teacher competencies. However, teachers lack consensus
on what they want.

"I think that what we are forgetting is the
sense of what a child will do if he knows
what he should do. If you only tell the
teacher what to do and you don't put that
same information in the student text, how are
the students supposed to know what is
expected of them?" (Sharon Corologos)

The directions for teachers are "very
inconsistent ...'read the first four pages of
the chapter,' and that's all it would say.
You go to another Jlesson and it would not
tell you to read anything. It would just
start with the questions to discuss. Very
poor reading skills and reading strategies,
especially vocabulary." (Joe O'Brien)

"I don't want a textbook to tell me what to
do. You do this first, you do this second.
But I would like to have much information
...then I can pick and choose..."

(Louise Brewster)

Books were lacking in their attention to study skills.
Strategies to teach study skills were not systematically or
frequently woven into chapters. Information about study
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skills often appeared in the introductory material, but was
not well integrated into instruction.

"The study skills for the assignment followed
chapter 7 so I assume they didn't have to
study in chapters 1 through 6." (Kathy
Williamson)

"At the very beginning of the book, it said
'these are the basic science skills that you
need. Do before chapter 1'...and then you
don't do any more for the rest of the year."
(Charles Hodsdon)

S & O . T e

9. Books were lacking in telling teachers the prerequisite
knowledge required for any given chapter.

"pPublishers need to let us know what the
prerequisite knowledge should be. Somewhere
in the middle of the lesson it said, 'As you
know,' and I'm sitting there thinking, 'How
should I know this?' And then I realized
that the chapter that I didn't preview had
presented that one fact. Wouldn't it be nice
if the teacher knew that because maybe the
teacher decided not to teach that chapter."
(Joe O'Brien)

In most texts, vocabulary words were highlighted, but they
were not necessarily the most important words. Other words
teachers thought students needed to know were omitted.
concepts were rarely introduced much less explained. Once
highlighted, there were often no instructions for teaching
the vocabulary or definitions for students.

"The words they chose as vocabulary amazed
me...words that the kids probably already
knew...Then there would be highly technical
words that they wouldn't highlight as a
vocahulary word..." (Kathy Wiliiamson)

"...no help from the publishers that this is
goirg to be a tough concept or a tough word."
(Cheryl Maloney)

B T . - a T B O as

11. It was rnot easy to coordiiiate the various components of the
textbook prcgram. Aiso the components did not necessarily
relate well to one another.

",..you are sitting there with those nine
pieces saying, 'Do I use this first, or do I
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use this last, or is this for the kid that
dorsn't...'" (Charles Hodsdon)

"some of it was in this book, some of it was
in a resource guide..." (Sharon Corologos)

" ..a different author wrote each
component..." (Cheryl Maloney)

12. While some publishers were consistent in their approach to
conveying information, others were inconsistent from chapter
to chapter. Reviewers wondered if a "different author" was
called in to write a chapter as the approaches appeared
incongruous.

", ..There were chapters that felt like they
had a different author. The grouping was
different, the motivation and the activities,
almost the sense that the words were
different." (Kathy Will.amson)

Step 7: Synthesizing the Appraisal Forms

When the teacher-reviewers completed their analyses of the
textbook programs, the Coordinator of Textbook Review organized
the Instructional S*rategies and the Instructional Materials
Forms by subject area, grade level, and publisher. He collapsed
responses and comments trom both reviewers onto a single profile

sheet tor each textbook program.

Because the Overall Appraisal Forms were more qualitative in
nature than the other two coding forms, they were also more
difficult to synthesize. The form did not ask the reviewers to
check off whether a textbook included a specific feature or
advocated a particular instructional strate&?.. Rather, it
elicited open-ended responses about the overall strengths and

w2aknesses of the individual programs.

In order to consolidate Overall Appraisal Form data, project
staff first reviewed the teachers' comments about each textbook
program, consolidating them to the greatest extent possible. The
consolidated comments were then transferred onto blank Overall
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Appraisal Forms, with notes to indicate those issues and concerns

that were addressed in the same manner by different reviewers.
This system allowed all comments to be consolidated onto one form
per textbook program, while at the same time capturing the extent
of agreement and disagreement between each pair of teachers.

Step %: Teacher Verification Meeting

Once the 2nalyses were completed, forty highly-qualified
elementary and secondary social studies, cscience, and special
education teachers were recruited to verify the textbook analysis
findings. (See Appendix D for list of verification teachers.)

We asked New England area sales representatives from the
publishers whose texts were analyzed to provide names of school
districts that used the editions of the textbooks we analyzed.
Project staff contacted superintendents and building principals
for names of outstanding teachers who used the texts in classes
that included mainstreamed students. Three teachers who used
each of the twelve textbooks were invited to attend the two-day
meeting held June 29 and 30, 1987 in the Newton, Massachusetts,
Marriot Hotel. The conference served three major purposes: (1)
to verify the findings of the analysis; (2) to provide feedback
on the usefulness of the analysis tool; and (3) to stimulate the
identification of strategics teachers could use to overcome the
limitations of textbooks. Information packets, mailed to each
teacher prior to the conference, included a simplified form of
the analysis tool. Teachers were asked to use the tool to review

chapters in two different textbooks.

Following a keynote speaker, project staff provided an overview
of the characteristics of students with learning problems and of
the project. We then divided the teachers according to textbook
used so that they could compare the results of their own reviews
and come to group consensus. The staff synthesized those results

for presentation to the fully assembled group on the second day.
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To obtain feedback on their use of the simplified text analysis
form, we facilitated discussions in groups divided by grade level
and subject area. In the final session, we asked teachers to
brainstorm strategies that they use to overcome the limitations
of the textbooks. Following the meeting, each teacher submitted
a description of ten strategies they had found to be effective in
their classes, particularly with poor learners. Project staff
selected some of the best strategies and included them in
Appendix A of the Conference Report. They are also incorporated
into a chart to be found below in the section entitled
Recommendations for Teachers.

The verification session had several positive outcomes. Teachers
overwhelmingly supported the initial textbook findings and they
affirmed the usefulness of the simplified text analysis tool.
From the small group worksheets, the staff gathered information
on the strengths and weaknesses of each text and suggestions for
improving its usefulness. Comments from the analysis forms and
group discussions about the process assisted staff in further
refining the prototype tool.

Highlights of the Textbook Findings

Compiling all the information gathered from the literature
review, the textbook analysis, and the verification meetingy, we

identified the following major findings:

° Effective Instruction

For the most part, the textbook programs reviewed fell
short in accommodating students with learning proolems
by failing to reflect effective methods of instruction.
Rather, attempts to meet the needs of these studerts
appeared as add-on "activities for special lcarners."
They were often isolated from the context,
inappropriate, or dull.
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Elementary books were rated better than secondary
because they made more consistent attempts to integrate
principles of effective instruction (e. g., pre- reading
strategies, active or other guided reading strategies).

Secondary programs seldom included important
information about organizational, study, and test-
taklng strategies (e.g., advanced organizers, semantic
mapping exercises). They generally did not provide
teachers with creative ideas for presenting content or
evaluating student performance.

Most programs were criticized for not emphasizing the
importance of ongoing teacher evaluation. Books were
inconsistent in providing teachers with guidance about
checking prerequisite knowledge and skills and
assessing misconceptions before proceeding.

® Textbook Features

In general the textbook programs reviewed failed tc
integrate structural features that are widely known to
facilitate comprehension ard recall.

accommodating students with reading and other learnirng
problems. They were too large and all-encompassing,
were poorly organized, and lacked overt structure
(e.g., explicit main ideas, clear statements of
problem/solution, cause/effect).

Textbook programs were rated fair in integrating
features to enhance the reader's interest. Elementary
books were inconsistent in their use of metadiscourse,
or "friendly-talk," and secondary textbooks tended to
lack an engaging writing style.

There were two additional findings that surfaced in the process
of analyzing the textbooks that are worth noting, although they
do not relate to instructional features. The twelve programs we
reviewed were considered, in general, to be visually appealing
with good design and graphics. However, given recent evidence
that illustrations may di: ract pocr readers, there is a reed for
more research into the effect of graphics on poor reade:s.

l Secondary textbook programs were rated poorest in
l[




Second, there was substantial discussion about the usability cf
ancillary materials. Concerns centered around the sometimes weak
relationship between the ancillary m.terials and the context of
the lesson, the lack of direction for their use, and the
assortment of components that made managing them frustrating.

Recommendations for Publishers

From these findinge, the project developed a set of specific
recommendations for publichers, organized under each phase of
instruction. As appropriate, content and grade level are

identified.

Phase I Getting Students Ready to Learn
focusing Instruction

Both the teacher's edition and the student's edition should
set forth clear purposes for the lesson. Teachers should be
instructed to make the purpose for the lesson explicit
before each assignment takes place. The student edition
should also maxe clear what students should learn from their
reading or upcoming learning activity.

New skills should build on and explicitly relate to
previously learned skills and experiences. In the teacher's
edition, prerequisite knowledge and skills should appear at
the beginning of chapters or units, and texts should note
where the previously taught information is located.

Teachers should have more guidelines to .nformally assess
students' prerequisite knowledge.

Teachers should be provided with a greater variety of
suggestions for highly motivating, hands-on, concrete
activities when introducing new material. These "ncn-
reading" activities should more act’ rely involve and prepare
students for the material and, as orten as possible, help
them see how this information relates to the real world.

Activating Prior Knowledge

Teachers' editions, particularly at the secondary levcl,
need to consistently have teachers tap students' prior
knowledge in order to relate new information to what
students already know. They should sensitize teachers to
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listen for students' misconceptions and provide information
for clarifying them.

Textbooks should use more metadiscourse or "friendly talk,"
not only to help activate the reader's prior knowledge, but
also to make relationships between concepts more explicit.
For example: Most of you have seen lakes and rivers...;"
"Took back at the picture on the last page...;" "iave you
ever flown in a plane?"

Previewing Concepts, Vocabulary, Text Structure

Teachers' editions >uld highlight core information,
jidentify major themes, set priorities, and/or guide teachers
to make informed decisions about choosing chapters, units,
and concepts that provide a logical body of information for
students. The students' editions should give students a
strategy for previewing the text prior to reading.

Textbooks should highlight important vocabulary words and
concepts, help teachers introduce and reinforce them, using
examples and non-examples, and rzlate the new words to
students' prior knowledge. Texts should also differentiate
between high frequency wcrds and technical vocabulary.

Publishers should improve upon the structure of information
in textbooks: headings and subhead ags should reflect an
accurate, logical organization of subject matter; topic
sentences should be obvious; connectives and referents
should be clear; and graphic aids, questions, and activities
should be designed to help readers organize and manage
information. Teachers' editions should provide explicit
in.ormation about ways teachers can help students learn
about textbook structures and features.

Phase IT Engaging Students in the Learning Activity
Helping Students Comprehend Information in the Textbook

Textbooks, particularly at the secondary level, should
include specific instruction in active reading +echniques in
bwoth the teachers' edition and the student edition. these
include note taking, highlighting or underlining important
information, or outlining. There should be explicit
instructions for linking old and new information.

Textbooks should encourage teachers to make effective use of
graphics, particularly for those children who experience
reading problems and who may have difficulty attending to
the pri." when pictures are present.
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Teaching Study Strategies

Textbooks should provide explicit information to help
teachers teach study skills, such as identifying text
structure, chunking, mapp.ng information, using visual
imagery, test taking, and assignment completion strategies.
Specifically, textbooks should provide models for developing
and using effective graphic organizers and show teachers how
to help students construct their own graphic organizers.

Providing Experiential Activities

Both science and social studies textbooks should provide
suggestions for a wide variety of experiential activities.

Emphasizing Metacognition

Textbooks shomld instruct teachers and students in a variety
of metacognitive skills such as questioning strategies,
paraphrasing, and error monitoring. Instruction on when,
how, and why to use strategies should be well integrated
into the text. Textbooks should include information for
teachers about how to help their students monitor and assess
their own learning.

Employing Cooperative Learning Strategies

Textbooks should encourage cooperative learning structures
at both the elementary and secondary level and during all
phases of learning. Activities might include group study,
team reading, research, reviewing, reporting, peer teaching,
and culmirating projects.

Phase III Having Students Demonstrate Competence and Extend
Knowledge

Having Numerous Opportunities o Democnstrate Mastery

Textbooks, particularly at the secondary level, should
encourage teachers to provide students with many
opportunities for active class participation. Textbooks
should also encourage teachers to maximize the number of
acceptable student responses.

Providing for a Variety of Ways to Demonstrate Competence

Textbook programs, particularly upper elementary and
secondary, should provide a variety of activities other than
written tests for students to demonstrate their learning.
these could include role plays, debates, projects,
experiments, and demonstrations.
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Extending/Applying Learning

Textbouks should provide a rich variety of interesting
activities that apply and extend new learning into
meaningful contexts, suitable for a wide range of learners.
They should relate to students' real world and encourage
home involvement.

Recommendations for Teachers

It will take time (perhaps many years) before the recommendations
to publishers become implemented. In the meantime, teachers need
strotegies to make existing textbooks more usable. To meet this
need, the project developed a set of instvuctional strategies,
based on suggestions offered by teachers (reviewers and
verification group) and current research findings.

Examples of strategizs are nresented in Table 4, categorized
under the three phases of learning discussed e~rlier: getting
students ready to learn, engaging students in the learning
activity, and having student- demonstrate competence and extend
knowledge. Some strategies are useful in more than one phase;
graphic organizers, for example, can be used to introduce a
lesson, serve o cuide the student's reading, and to evaiuate the
student's compreher ‘ion. Cooperative learning and hands-on
activities can be considered almost a style of teaching rather
than a learning strategy; therefore they are listed at the end of
the chart.

NATIONAL CONFERENCE ON IMPROVING TEXTBOOK USABILITY

Purpose

In its proposal responding to the Department of Education's RFP,
EDC and RMC Research envisioned the Publishers conference as a
"forum where all of the stakeholder groups can come together,
reach consensus, aiid make specific recommendations" to
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publishers. However, despite its original title, staff came to
think of it less as a publishers' conference and more as a
beginning of a national movement involving all of the various
groups interested in improving textbook design and use.

The stakeholders represented at the conference included
publishers, teachers and school administrators, educational
researchers, teacher educators, and representatives from
professional organizations, parent organizations, and advocacy
groups. All of these stakeholder groups have a role to play,
since improving textbooks is a complex, multifaceted task that
requires more than simply encouraging publishers to make changes
in the books themselves. It also means preparing the textbook
marketplace to first request and then accept new ideas
incorporated into textbooks, training those people who select
textbooks to evaluate them in an informed way, and training

teachers to use them effectively.

The conference was structured so that these representatives could
learn about the project, become familiar with our findings and
recommendations, and then discuss them. We wanted to provide
opportunities for participants to share their own ideas and
listen to the concerns of others. In addition, the conference
provided an opportunity to solicit feedback on the content and
structure of the text analysis tool and its potential usefulness.

The goal was for each stakeholder group to devise plans that
would eventually result in improved textbooks. These action
plans would describe those activities each group might be willing
to undertake--researchers would conduct further research on

specific textbook features, teacher trainers would include
training in textbook use and selection, and publishers and

developers would improve textbook design.
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The conference was held in February 1988 in Washington, D.C. It
successfully brought together representatives o. the various
constituencies, provided a forum for participants to discuss the
usalbility of textbooks with special learners and the project's
recommendations, and laid the groundwork for continued
collaboration.

Conference Participants

To ensure that all relevant groups were represented at the
conference, EDC and RMC Research developad a select list of
invitees. EDC/RMC Research designed a brochure explaining the
purpose and content of the conference (See Appendix F for the
brochure and Appendix G for letters of invitation). It was sent
to invitees, along with letters of invitation which were tailored
to each constituency. Their response was immediate and
enthusiastic. In fact, the demand was so great it became
necessary to increase the number of participants from about 100
to nearly 120. We invited the chief executive officers of all
major educational publishing houses and development companies,
asking that two decision-makers be selected to represent their
organization at the conference. We extended special invitations
to the publishers whose books had been analyzed. In all, twenty-
two publishers and textbook developers were represented at the

conference.

The school administrators and teachers representing both
elementary and secondary science and social studies were selected
from education professionals with whom EDC and RMC Research had
worked in the past, including the teacher-reviewers and selected
verification teachers. Together they represented seven states.
In addition, there were state adopticn and curriculum
representatives from nine states, mz2king a total of thirteen

different states represented at the conference.
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Teacher educators and educational researchers, well-respected
authorities, came from thirteen institutions of higher education
and seven -‘on-academic institutions, representing an additional

nine states. Thirteen professional organizations sent delegates,
coming from three additionaliétates and the District of Columbia.
Five members from the U.S. Department of Education also attended
the two-day conference. 1In total, twenty-six states plus the

District of Columbia were represented.
Content and Process

Because of the importance of the conference, a substantial amount
of time was spent in preparing a conference report for
participants and planning the agenda. The Conference Report, a
document of more than fifty pages, summarized project tasks,
presented the text analysis findings by subject area and grade
level, and listed recommendations for publishers to consider when
designing or revising their textbooks. The appendices included
suggestions for teachers to make their current textbooks more
accessible to students with learning problems, lists of the
textbooks that were analyzed and the names of the teacher-
reviewers and verification teachers. The report also provided a
bibliography and suggested reading list. We distributed copies
of the report to all conference participants and, following the
conference, made additional copies available to people unable to

attend the conference.

Keeping in mind the purposes of the conference, project staff
selected the presentation techniques (e.g., lecture, discussion,
panel) that best linked the purpose with the desired results.
The first task was the selection of keynote speakers to set the
overall tone of the conference. Martin Kanfman, Director oi the
Division of Innovation and Development in the Office of Special
Education Programs, U.S. Department of Education, welcomed
participants to the conference and presented the project in the
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context of the Department's overall goals. Donna Ogle, Director
of the Reading and Language Department at National College of
Education in Evanston, Illinois, gave the keynote address,
discussing trends in reading research and textbook instruction.

To present an overview of the project, Jean Ciborowski, Project
Director, and Lawrence Rayford, Coordinator of Textbook Analysis,
briefly described each step in the process leading to the
conference, using visual displays and referring to a project
summary in the Conference Report. To ensure a common
understanding of such terms as "tapping prior knowledge,"
"integrating information using a variety of graphic organizers,"
and "accommodating diverse learning styles," Dr. Ciborowski and
other speakers involved the audience in a variety of simulations
and utilized concrete examples.

Because of the diversity of interests represented by conference
participants, it was important to ensure that each understood the
driving and restraining forces faced by members of the other
groups. For example, educators may expect publishers to change
the format of their books simply because researchers have
evidence that a particular strategy works. However,
understanding the problems publishers face in meeting the
requirements established by state adoption committees may mediate

teachers' expectations.

Project staff chose a panel discussion as an effective method fcr
surfacing the issues faced by each group. Bonnie Armbruster
represented teacher trainers/researchers, Rodger Bybee
represented curriculum developers, and Dan Caton represented
publishers. Jack Gerlovich, one of the project's advisors,
agreed to speak for adcption and state curriculum specialists,
and Julia Phelps, one of the project's teacher-reviewers,
represented classroom teachers. Finally, we felt it was
important for participants to hear what students who experience
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problems with textbooks had to say, and selected Gwynneth
MacDonald as spokesperson.

To enshre that we addressed all the salient issues, project staff
asked panel members t~ prepare an answer to a specific question
sent to them prior to the conferenct.. For example, we asked
Bonnie Armbruster, a well-known textbook researcher, why it is
important that text structure be explicit. We asked Gwyn
MacDonald, a learning disabled student, what text or
instructional features posed the greatest obstacle. After
giving their prepared answers, panelists then responded to

questions from the floor.

Once sensitized to the perspectives of the various stakeholders,
we gave all conference participants an opportunity to respond to
the findings and recommendations presented in an earlier session.
Breaking the large group into small groups created an opportunity
for people to interact and respond to the issues raised by the
panelists. Grouping people by constituency permitted
participants with like interests and concerns to focus on action
plans that members of the group might ultimately take to
implement the groups' recommendations. Since it was important
for publishers to hear all perspectives, publishers were randomly

assigned to each of the otherwise homogeneous groups.

Y I O N ED N aE U R R N S on

Project staff served as discussion leaders. A member of each
group served ac recorder, reporting action plans to the fully
assembled group. Project staff synthesized these reports to
identify common themes and presented these findings to the full
group on the second day of the conference. While no formal
agreement was reached, this synthesis represented the thinking of
the conference members. The full conclusions are found on page
36-37 of the Conference Proceedings. 1In brief, they are to

° improve state and lccal levzl textbook adoption
processes
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° continue the dialogue among various constituents

® promote collaboration of publishers, teachers, and
researchers at every stage of development

) rethink relationships between evaluation and effective
textbook instruction

° disseminate study findings, conference recommendations,
and the text analysis tool

® encourage publishers and develcpers to implement study
findings, possibly beginning with engaging students in
the learning activity

° consider a clearinghouse for compiling and
disseminating textbook adoption information

° begin a national dialogue on core curriculum
concept./processes

° provide preservice and inservice teacher training on

the use of instructional strategies and textbooks

In order to obtain feedback about the value of the text analysis
tool, we provided participants with an opportunity to use the
tool with portions of chapters from texts used in the study.
Because cf time constraints, staff selected sample questions from
the text analysis form. The large group was divided into five
heterogeneous groups to ensure wide participant discussion.
Project staff served as facilitators and also reported the
findings of the group to the full group at the conclusion of the

conference.

Although there was some concern that the reviewed analysis tool
could be misused, most agreed that it was potentially very useful
and further development should be pursued. One suggestion was
to develop separate designs for different subject areas and grade
levels. Some participants felt that, since the content of texts
is critical to its usability, it must be included in the analysis
form in some way. In addition, the tool needs to be verified,
and training must be provided to those who use the it.
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To encourage interaction among participants, project staff

provided many opportunities for participants to share ideas and
debate issues. In addition to breaks between sessions, we held
an informal reception before dinner on the first day of the
conferencz. Dinner was then followed by a speaker.

Reactions and Recommendations of Conference Participants

While it is difficult to determine reactions to the conference by
constituent group since evaluation forms did not require
identification either by name or affiliation, the overall
feedback from the conference was very positive. Participants
verified, in the conference evaluations, concluding discussions,
informal comments, ard letters to project staff, the importance
of involving all the constituencies in the effort to improve
textbooks. There was general agreement ‘hat, while a good
beginning was made, the complex and interrelated issues that
textbook reform raises require continued communication and
collaboration among groups in order to achieve results. There
was also a feeling that future collaborative efforts should
include representatives from testing services.

Regarding the study itself, there were some questions about the
methodology, focused primarily on the limited number of
reviewers, and che qualitative design. A few participants
expressed concerns about the actual findings, suggesting that
they were premature, too broad, or not scientifically validated.
The majority felt that the findings and the Conference Report
offered valuable information for textbook design, selection, and

use.

when conference participants were divided into homogeneous
breakout groups to react to project findings, each group
developed a set of action plans, summarized below.
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° Professional Groups identified the need for continued

dialogue among the various constituencies but wanted
greater representation from textbook adopters. They
recommended broad-based discussions of curriculum as a
first step in mcving towards a core curriculum that
reduces the number of concepts or facts in a particular
content area.

) State Adoption and Curriculum Representatives called

for more training for textbook selection committees and
for more time to carry out their task. They urged that
the selection process be made easier by having a
central source for textbook adoption procedures and
guidelines and depesitory for textbooks themselves.

) Teacher Trainers and Researchers wanted to contipue

their research into the usability of textbooks and
effective practices, including measuring outcomes, and
to mesh their work with those developing core
curriculum principles. They called for improved
tralnlng for teachers in using textbooks, both on a
preservice and inservice level, and improved adoption
procedures at both the state and local levels.

o Teachers and School Administrators endorsed the need
for curriculum reform, including discussions on core

curriculum and better links between curriculum and
textbook programs, and for recommendations from
publishers on how to work with diverse learners. They
want an improved textbook selection process, including
ways to make parents and school board members more
familiar with the process and criteria.

Analvysis of Impact

In the weeks that followed the conference, project staff met to
debrief, review and organize our notes, and study the breakout
group reperts and evaluation forms. This analysis Ied to the
following conclusions about the impact of the conference on those

who attended.
Complexity of the Process

conference participants gained an appreciation of how complex the
process of developing, selecting, and using textbooks is and ™“ow
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changes in one area affect another. For example, a change in the
California curriculum framework requires publishers to revise
their texts to meet the new requirements. Some changes cannot be
implemented successfully until changes in another area are
initiated. Reducing the number of concepts in a science
curriculum, for example, will require changes in adoption
standards and changes in standardized tests before the revisions
will gain acceptance. The various constituencies recognized the
need to continue to communicate so that interdependent changes
can be orchestrated in ways that will promote successful

implementation.

Participants recognized that every stakeholder has a role to play
in improving textbooks. Those people who came to the conference
ready to blame publishers for the current quality of textbooks
learned that publishers respond to the demands of the
marketplace. For example, specific text features, such as
critical thinking questions, are incorporated in textbooks
because they appear as a criterion in large adoption states.
Other features such as study strategies may not appear because
the market has not yet applied sufficient pressure on publishers

to meet this need.

Change Takes Time

The conference also made clear that real change will take time--
time to continue the dialogue, time to research the options, time
to build -onsensus, time to decide what changes will benefit the
greatest aumber, time to lay the necessary groundwork to ensure
success, time to implement changes. With increased understanding
of the forces that drive each constituency, the seeds of textbook
reform are being planted on fertile ground and new ideas are

beginning to take root.
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Close Scrutiny Gave Rise to Dissatisfaction

Many teachers who came to the conference satisfied with the
textbooks they currently use found them inadequate after
examining the books in detail using the analysis tool.

Publishers read sections of their own and others' books and were
not entirely satisfied with how the instructional strategies were
woven into the teachers' editions. Teacher educators realized
how important it was for their teacher-trainees to have
instruction in selecting and using textbooks effectively.

Members of adoption committees found that some of the guides they
were using did not delve as deeply into instructioral matters as
they would like. They expressed interest in further refinement
of the analysis tool, followed by widespread training and

dissemination.
Value of the Analysis Tool

The conference verified that educators can be trained to assess
textbooks in a systematic way and that the analysis tool can be
very useful in that process since it forces the user to look
closely at the instructional process. We also learned that it is
necessary to look at content as well; tuat instructional design
and content work together to make a textbook both usable and

relevant.

Meeting the Needs of Special Education Students

The confercnce also raised important questions about what
constitutes effective instruction for reqular and special
education. It increased participants' awareness ¢of the large
numpber of students who experience difficulty when they use
textbooks and the lack of meaningful guidance for teachers who
work with such students using most existing textbooks. While
educational researchers have conducted a number of studies that
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demonstrate the value of specific learning strategies, this
research needs *o be translated into classroom instri~-ion by
incorporating the research into textbooks and teacher training.
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RECOMMENDATIONS FOR FURTHER WORK

The Office of Special Education Programs challenged EDC and RMC
Research to gather information about the usability of textbooks,
draw conclusions and recommend changes, and promote collaboration
among those in a position to use the information to develop
improved textbooks to meet the needs of diverse learners. 0One
outcome of conducting this important study has been to identify
ways for the important work of this project to continue.

To me:ke real changes in textbooks that incorporate effective
instractional features ray iires the collaboration and
communication of all stakeholders. Researchers, publishers,
teachers, members of adoption committees, and those in
professional organizations must be open to learning about what
others are doing and willing to share th-ir own findings.

To keep the momentum going, it is imperative that activities,
initiated by this project or suggested by conference
participants, should be continued. We believe the synergy at the
Improving Textbooks Conference in Washington can be maintained by
holding similar forums on a reqgular basis. Agendas could include
results of the latest research, strategies for teachers, and
oppcrtunities to debate issues and exchange points »f view.

Conference participants recommended that work on the text
analysis tool continue by expanding and refining it further and
then testing it in controlled situations. “It ‘can be refined by
making it content- or age-specific, and expanded by incorporating
content analysis. Further research can also focus on how it
might hest be disseminated and what type of training is needed by
its users. If test results prove the tool to be a valuable
resource, there could be regional training centers or regional

training conferences so its use becomes widespread.
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Building on one of the suggestions made by conference
participants, a regional textbook adoption clearinghouse could
serve several purposes. Suach a center could house examples of
textbooks for visitors to review, and materials about adoption
procedures. It could conduct research on the impact of adoption
standards on the quality of textbooks; it could hold conferences;
and it could provide tra‘ning for those charged with making
textbook selections or lobbying for change.

Change is a prczess that can be stimulated by people and events.
The goal of the Textbook Usability Project was to stimulate
change in the developnent of textbooks so they would incorporate
effective instructional strategies to meet the needs of diverse
learners in mainstream classes. Through our literature review,
/e synthesized the research on learner characteristics and
effective strategies; through our research efforts, we intensely
analvzed textbocks, and through our national conference we
brought diverse groups of people together to hear and discuss our
findings and recommendations. EDC and RMC Research believes the
project achieved its goal: publishers, educators, textbook
adopters, teacher trainers, researchers, and parents raised and
addressed critical issves about effective instruction derived
{rom our work; we created a forum where people recognized that it
would take effort on everyone's part to achieve the kinds of
changes that could benefit students; and we facilitated the
process by wihich they began to lay action plans.

This beginning is excellent. However, Sowing the seeds of change
is one thing, nurturing them to ensure growth is another matter.
Since the conferenze, we have received numerous requests for our
conference Report and other information on textbook usability.
Thus, the findings and recommendations from the project are
beginning to fird their way into the educaticnal, publishing, and
reszarch communities and are now a part of an ongoing dialogue.
We are hopeful that this dialogue will cltimately lead to real
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change in the development of textbooks, in textbook adoptions,
and in classroom practice.
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Improving Textbook Programs For Mainstreamed Dlverse Learners

Use Thls Form for Examining Teacher Editlons

INSTRUCTIONAL STRATEGIES

Publ isher:

Tltle of Textbook Serles:

Title of Textbook: __

Level of Textbook:

Approprlate for Grade(s):

Copyr Ight Date(s):

Analysis Completed By:

FORM 2.11 - 1a
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improving Textbook Programs For Malnstreamed Diverse Learners

INSTRUCT IONAL STRATEGIES REVIEN FORM

|. GETTING STUDENTS READY TO LEARN

1. Instructional Grouping

1.1 Does the TE recommend that children be grouped during this lesson? Y N U

i f yes, then:
t.1a About what size groups are recommended? -

1.1b Does the TE recommend that chlidren be grouped based on
ablity? Y N U

What recommendations are made for abllity grouping?

1.1c Are groups competitive or cooperative In nature? Comp., Coop. U
1.2 Is peer tutoring recommended? Y N U

1.3 Are any provisions Indicated for grouping speclal needs students
when teaching thls lesson? Y N U

Pleass describe these provisions, and comment on thelir approprlateness:

2, Focusing Instruction
2.1 Does the TE list Instructional objectives? Y N U

2.1a Are theso objJectives clearly stated? Y N U




2.1b Are these objectives tled directly to parts of the text?
That Is, when you examlne a portlon of the text, Is It

apparent which objective the text |Is dealing with?

Does the TE provide an expliclt overview of the structure of the
lesson? That Is, does It Indlcate to the teacher what should be
covered first, what should be covered second, etc?

Does the TE explaln what |s absolutely essentlal for students to
learn durling 1he lesson? That Is, does the TE mention the "most
Imporiant things 1o cover in this lesson?"

Are any provislons Indlcated for adapting the content of the
lesson to speclal needs students?

Are any provisions Indicated for adapting the difficulty level
of the lesson 1o speclal needs students?

Are any other provisions Indicated for focusing Instruction more
effectively with speclal needs students?

Y

N

Piease describe these provlislons, and comment on thelr approprlatensss:

3. Tappling Prlor Knowledge

3.

Actlivating Prior Knowledge

Does the TE |llIst prerequisite sklills?

3.1a.1 Is advice glven for helpling students overcome thelr
prerequlisite skill deflclits?

Does the TE describe prerequisite knowledge?

3.1b.1 Is advice glven for helping studenis overcome thelr
prerequisite knowledge deflcits?

Does the TE provide specliflc ldeas for tappling students!
pr lor knowledge?




If yes, what suggestions are provided?
3.1c.! Using analogles? Y N U

3.1cs2 Using "friendly talk?" Y N U

3.1c.3 Using oral questioning strategles that bulld on
students! experlences and prilor knowledge? Y N U

3.1c.4 Other strategles described:

3.1d Are writing activities provided as a means to actlivate
students' prior knowledge? Y N U

3.1e Are gulded discusslon actlvities descrlbed as a way to
activate students! prlor knowledge? Y N U

3.1f Are any provisions Indicated for tapping prior knowledge
more effectively with speclal needs students? Y N U

Descr Ibe thess provislons, and comment on thelr approprlateness:

3.2 Relating Prior Knowledge

3.2a Does 1he TE seem to bulld upon previous lessons In order to
accompl Ish the goals of this lesson? Y N U

If yes, how Is 1hls accompl Ished?
3,2a.1 Are students direcied to compare and/or contrast
informatlon In crder to relate what they know to
new Informaion? Y N U

3.2a.2 Are students directed to classify Information In
order to relate wnat they know to new Information? Y N U

3.2a.3 Are studenis encouraged 10 use speciflic strategles
for organizing what they already know In order to
belter understand new lnformaflonf}é; Y N U




3.2b

3.22
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f yes, what strategles are descr|
.2a.3a Strategles for sequencing events, relation-

ships, and other Information related to

|
3.2

prlor knowledge?

If yes, do they Include:
3.2b.1 Demonstrations?

3.2b.2 Simulatlons?

3,2b.3 Hands-on actlivitles?

3,2b.,5 Oither visual activitles: _

time? Y N U
3.2a.3b Strategles that establish main Idea and
detalls relationships? Y N U
3.2a.3c Strategles that look for cause and effect
relatlonships? Y N U
3.2a.3d Strategles tnai expllicltly use graphic
organizers presented In the text? Y N U
3.2a.3e Other sirategles:
Does the TE provide directions to the teacher to visually
presont Informatlon In order to activate or relate students?
Y N U
Y N U
Y N U
Y N U
3.2b.4 The use of yraphics (maps, charts, plctures, etc.)? Y N U
Are any provislons Indicated for getting speclal needs
Y N U

1o relato thelr prior knowledge more effectively?

Describe these provislons, and comment on thelr appropr lateness:




3.3 Previewing the Text
3.3a Coes the TE have students preview text? Y N U

1f yes, how?
3.3a.1 By having students skim the text and Identify any
unknown words (not necessarlly just new vocabulary
words)? Y N U

3.3a.2 By directing students to examine pictures In order
to predict passage conient? Y N U

>.3a.3 By reviewlag certaln text features (bold face type,
ltal lcs, headings, etc.) In order to famlllarlze
them with the structure of new text? Y N U

3.3a.4 By examining graphic orgenizers (timellInes, graphs,
tables, other vlsual representations) In order to
reduce possibie confusion when they read the new
text Independently? Y N U

3.3a.5 What other strategles are used .o preview text? _

3.3b Does the TE describe spe-iflic story/cecnient prediction
strategles for previewing text with students (l.e., "What
do you think this story Is going to be about?™)? Y N U

If yes, then:
3.3b.1 Is this harndlied primariiy through oral discussion? Y N U

3.3b,2 Are 1hese prediction strategle |linked at all to
writing actlvities? Y N U

3.3b 3 Are visuals (maps, charts, dlagrams, etc.) presented
1o students which help stimulate thelr thinking
about certaln things they will encounter In the
fext? Y N U

3.3b.4 Other strategles used fcr predicting contents ______ _______

"1
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3.3c Does the TE direct the teacher to Identify students!
possible misconceptions prior to Independent reading? Y N U

3.3d Does the TE Instruct teachers 1o Introduce content by
discussing relevant non-reading experlences? Y N U

3.3e Does the TE set purposes for reading? Y N U

1¥ yes, please describe hov thls Is accomplished:

3.3f Does the TE encourage teachers to use a "map" or "network"
which shows, In a concrete fashlon, the relatlonships among
Ideas and concepts to be presented In The text? Y N U

3.3g Is vocabulary Introduced as a way to stimulate students!
think Ing about new Information? Y N U

If yes, how Is thls accompllshed?
3.3g.1 Are teachers Instructed to say the vocabulary words
aloud so students know thelr correct pronuncla-
tlons? Y N U

3.3g.2 Are new vocabulary words Introduced In context
or in Isolation? Con Iso U

If Introduced In context, describe how thls Is
acompl Ished (oral sentence reading by teacher;
sentences written on the board and read aloud by
students; etc.):

3.3g.3 Is the teacher advised to relate new vocabulary to
other words studenis were previously taught? Y N U

3.3g.4 Are teachers encouraged to use speclfic examples
when defining/using new vocabulary? Y N U

3.3g.5 Are feachers encouraged to use "non-exampies" when
Q teaching new vocabulary? Y N U




3.3g.6 Are teachers alerted 1o words |lkely to present
problems for students (pronunclation, decoding,
conceptual problems, etc.)? Y N U

3.3g.7 Does 1he TE Instruct teachers to tap students' prior
know ledge when Introducing new vocabulary? Y N U

3.3g.8 Now look over the 1ext contalning the new vocabulary.
Do you think that all the words that might cause students
problems were Included In the pre-reading vocabulary
Insiruciion activitles? Y N U

3.3h Does the TE encourage teachers to minimize difflicultlies
stemming from dlalect differences by reading aloud In order
to glve readers a better "feel" for the language? Y N U

3.31 Are any provisions Indicated for previewing text more
effecilvely with speclal needs students? Y N U

Descr ibe ihese provislons, and comment on thelr appropriateness:




OVERALL APPRAISAL OF PART 1: GETTING STUDENTS READY 7O LEARN

Please provide a brief commentary about the pre-instructional activities outlined in the TE for this
lesson/chapter. In particular, describe the princlpal strengths and weaknesses of this lesson In terms of
its adequacy for "getting students ready to learn."

Concentrate on addressing: (1) The adequacy of thls lesson/chapter for use with malnstreamed
diverse learners; and
(2) Your recommendations for how this lesson/chapter
could bte Improved for use with mainstreamed diverse le- ners.




It. DURING INSTRUCTION

4. Presenting Now Informatlion
4.1 Learning Through Reading

4.1a Do reading assignments seem to be of an approprlate length
for use with speclal needs students? Y N U

4,1b Do 1he reading assignments seem to be structured adequately
for use with speclal needs students? Y N U

4,1c Do the Instructional activities related to using the text
seem 1o be highly motivating? Y N Y

4,1d Are there any guldelines to assist the teacher In mak Ing
asslgnments clearer for speclal needs students? Y N U

What do the guidel 'nes suggest?: ——————

4.1e Does 1he TE suggest that additlonal reading time be allowed
for students with reading problems? Y N U

4.1f How are 1he key text-based activitles conducted?
Please check all that apply In eacn category:

Indopendent, In-class, sustalned silent raeading

Independent, take-home, sustalned slilent reading

Gulded sllent reading (occaslicnal Interruptions)

Group oral reading (whole class or groups)

Independent oral reading ("round-robin")

___ Teacher reads aloud (students follcw along)

... Other (please describe)s __ __ _____________ . _____. —_—

Questloning:

. Teacher's oral questions with students' oral responses

— Teacher's oral questions with students! written responses
— Students complete wr itten questions with written responses
— Other (please descr lbe):




__fyghoie class (no grouping)
— Small groups

— Peer tutoring

— Independent

___ Other (please descrlbe): —

4.1g Does the TE provide Instructional advice/techniques for

teachling sfudents to better comprehend text? Y N U
If yes, what advice/technly es are covered?

4,1g.1 Prediction/confirmation strategles? Y N U
4,1g.2 Decoding strategles? Y N U
4.1g.3 Word ldentificatlion strategles? Y N U
4,1g.4 Strategles for using context clues? Y N U

4.,1g.5 Org-nlzing Information Into main Ideas and detalis? Y N U
4,1g.6 Sequencing? Y N U

4.1g.7 tniagrating text with graphics In order to In.erpret
mean ings and relallonships? Y N U

4,1g.8 Other advlice/techniques covered In the TE which help
students comprehend text:

4,1h Does 1he TE encourage teachers to relnforce students'! cor-
reci and/or approprlate responses? Y N U

4,11 Does 1he TE encourage teachers 1o repeat students' correct
and/or approprlaie responses? Y N U

4.2 Learning Through Non-Reading Activities

4,2a Do non-readinq actlvities seem to be of an approprlate
length for use with speclal needs students? Y N U

4.2b Do non-reading actlivitlies seem to be structured adequately
for use with speclal needs students? Y N U
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4.2c |Is there sufficlent opportunity for students to learn
through gulded exploration actlvities (l.e., hands-on

aciivitles, fleid trips, dlIscussions, etc.)? Y N U
4,2d Do non-reading asslgnments seem to be highly motivating? Y N U

4,2¢ Do directions appear 10 be too complex for speclal needs
studenis? Y N U

4,2f Are there any guldellnes to asslst the teacher In making
asslgnments clearer for speclal needs students? Y N U

What do the guldel Ines suggest?:

—

4,2g Does the TE suggest that additlional time for completing
non-reading assignments be provided to speclal needs

students? Y N U
4.2 Does 1he TE encourage the use of a varlety of materlals ana/

or resources (games, classrnom visltors, fleld trips)? Y N U
4,21 Does the TE encourage 1he use of audlio-visual materials? Y N U

Does 1he TE encourage "hands-on" activitlies for learning

new materlal? Y N U
4,2] Does the TE encourage exper lentlal approaches to conveyling

the conient of this lesson/chapter? Y N U
4,2k Does the TE encourage mult l-sensory/multi-modal approaches

when conveying 1he confent of this lesson/chapter? Y N U

4,21 Does 1he TE Indlcate speclal provisions for adapting varlous
non-reading actlvitles for use with special needs students? Y N U

Descr Ibe 1hese provisions, and comment on thelr appropr lateness:

. e e - ————— . ——— i ———
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5. Orgenizing, Reirleving, and Integrating New Information

5.1 Dces 1he TE encourage teachers to maximize the number of possible
students! responses/approaches? In other words, Is the general
approach of "more 1han one correct answer or approach" seem to be
recommended? Y N U

5.2 Does the TE recommend that study strategles be taught as a means
for students to become more effectlve learners? Y N U

If yes, then check those discussed In this lessons

Outiining srategles

Note~-tek Ing strategles

Skimming and scannling strategles

Strategles for adJusting reading rate

Strategles for using graphics (maps, charts, etc.)

Classifylng strategies

___ Compare/contrast strategles

Recltation strategles (including self-talk an¢ verbal rehearsal)
Mnemonics strategles

Visual Imagery stralegles
Self-quesiloning strategles
Other strategles mentloned:

—

T

5.3 Are any provisions Indicated that make organizing, retrieving, and
Iintegrating acilvidiles more approprlate for use with special needs
students? Y N U

Please descr Ibe these provisions, and comment on their appropr lateness:

6. Monltoring Learning

6.1 Are strategles described which help students monitor thelr own
learning? Y N U

If yes, which siralegles are covered?
Please check all 1hat are mentloned:
— Re-reading strategles

. Chunking siralegles

Se! f-questioning sfra1egles

-—
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. Paraphrasing strategles

Error monitoring strategles

Study habi1 monitoring strategles

Other siralegles described which help students monitor thelr learning:

——
———
——ren
—

6.1a Are any provisions Indicated for teeching self-monitoring
stralegles more effectlvely to speclal needs students? Y N U

Descr ibe these provisions, and comment on thelr appropriateness:

— - —

6.2 What kinds of actlvitles are teachers encouraged to use to monitor student
learning during this lesson?

Dors the TE:
.22 Dlirect 1eachers {o ask questlons that show students
understand relatlionships? ) Y N U

6.2b Dlrect teachers to ask questions which require students to
classify relationships? Y N U

6.2c Dlrect teachers tc ask questlons which require students to
repeat facts, fligures, etc. (literal level)? Y N U

6.2d Does the TE direct teachers to ask questlons which require
students to make Inferences? Y N U

6.2¢ Does 1he TE provlide specific advice/techniques to Increase
studenis' critical thinking ablilitles? Y N U

6.2f Other acilvitles or strategles mentloned that can be
used 1o monlfor students! learnings __________._. e -

6.2g Are any provisions Indicated for mon!toring spec lal needs
students! learning? ' Y N U
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Descr Ibe 1hese provislons, and commen’r on 1’! |r appropr lateness:
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OVERALL APPRAISAL OF PART 1t1: DURING INSTRUCTION

Ploase provide a brlef commentary on 1he Instructlonal actlvities outlined for this particular lesson/chepter.
In partlicuiar, describe 1he principal strengths and weaknesses of the teacher's editlon In terms of lts
adequacy as an Instructional tool.

Concentrate on addressing: (1) The adequacy of thls lesson/chapter for use with malnstreamed diverse

learners; and

(2) Your recommendatlions for how this lesson/chapter could be
Improved for use with malnstreamed dl-erse learners.




7.1

1.2

7.3

7.4

1.5

1.7

1.8

7.9

U = - N I D
A1) FOLLOWING INSTRUCTION

7. Attalning Compeience (Skill1/Knowledge Relnforcement Activitles)

Are there piractice/reinforcement actlvities accompanying this
iesson?

Does the TE provide teachers wlith suggestions for making smooth
transitions from Instructional to reinforcement activities?

Are any provislions Indicated for reducing the complexity of verbal
or wrltten Insiructions accompanyling practice activitlies?

Does there seem to be ample opportunity for s?udents to practice
new sklils or reinforce new Information?

Do the practice activities bulld upon the most Important concepts
covered In the lesson?

Does there appoar to be an adequate varlety of reinforcement
activities?

Do the praciice activities seem to be nlghly motivatin ?

Are hends-on apprcaches encouraged to relnforce ski!ls, know edge,
or concept development?

A e teachers encouraged to relate practice activities to the
context of the "real world?" That Is, Is there a degree of
relevance among the actlvities to students' every day llves?

boes the TE encourage teachers 1o form cooperative rather than
compet itive task struct:ires during reinforcement activities?

Does the TE enccurage teachers to max!mize the numbe of possible
studont responses on a glven task?

Does 1he TE Insiruct teachers to question students In order to
help ihem determine whether questions ar fact, Infercace, or

opinion? !

Does the TE encourage teachers to verbally reinforce students!
appropriate behavlor/responses specifically and descriptively?

8o

-

- D
N U
N U
N U
N U
N U
N U
N U
N U
N U
N U
N U
N U
Ny U
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strateqles which help students paraphrase or "chunk® Information
so they can learn It mor> efficiently? Y N U

7.15 Does 1he TE Instruct teachers to model error-monltoring
strategles? Y N U

7.16 Does the TE Ins“ruct teachers to mode: writing strategles? Y N U
7.17 Are students asked 1o design "maps" or "networks™ which graph-
ically deplict the Inferrelatlionship between text content and

text struciure? Y N U

7.18 Does the TE Instruct teachers to construct a chapter/lesson "frame"
that students must complete by t!l1ing In sentences and phrasest Y N U

7.19 Does 1he TE Instruct 1eacher to demonstrate mnemonics strategles
in order 1o help students retaln Informatlon? Y N U

7.20 Does 1he TE provide teachers u!th suggestlons for deal'ng with
behavlor problems during the lessun? Y N U

7.21 Are any provisions Indicated for adapting reinforcement actlivities
to the needs of speclal leariers? Y N U

Please descrlbe these provisions, and comment on thelr appropr lateness:

8. Demonstrating Competence (Evaluation Activitles)

8.1 Are 1here evaluation/demonstration activities accompanying thls
lesson? That Is, are there actlivitles descr ibed that are used
specifically to determine students' competence? Y N U

8.2 Are any provisiuns Indicated for reducing the ccaplexity of verbal
or wriiten Insiructlions accompanying evaluai lon/demonstrat on
actlvities? Y N U

8.3 Does there appear 10 be an Adequafe var lety of evaluatlor /demon=

stration activitles to accommodate students' var lous learning
styles and abllitles? Y N U
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8.4

8.5

8.6

8.7

-
Does the TE encoura?e hands-on aEproaches for s*udents to use
when they demonsirale sk!lls or knowledge? Y N U

Please provide a general overvliew of the princlipal procedures
out!ined !'n the TE for having students demonstrate their competence:

Please check all thal apyly:

___ Teacher questlions students orally In a whole class setting

. Teacher questlions students orally In small groups

Students are organized Into groups, then "report back" to whole class
individual students read aloud, witnout questlons asked by the teacher
Individual students read aloud, with questions asked by the teacher
Students Individually complete pages prepared by the publ isher
Studenis Individually complete pages prepared by the teacher

Students physically demonstrate thelr competence (i.e., an exper Iment)
Students glve Indlvidual oral presentations

— Studentis glve group p:i eseniations

___ Students write paragraphs, themes, reports, etc.

___ Other ways students demonstraie competence: __ —

——
—
—
—

Does the TE Indicate 1hat teachers should teach test-takling
sklils? Y N U

If yes, what sklills are covered?

Please check all that are mentloned:

___ Reasoning straiegles specific to test-taking situations

___ Ways 1o help students evaluate, or "double-check" thelr test answers
Ways 1o distinguish between literal, Inferentlial, and evaluative
test questlons

___Practice In answering Inferential tesi questions

. Ways to Improve students' exlsting test-taking skills

- Relaxatlon straiegles

___ Other test-taking skills mentioned In the TE: ——

Are there any provislons lndécafed for adapting test-taking sklills
Instruction 1o 1ho needs of speclal learners? Y N U

Please desci Ibe these provisionss _ _____ o

5O.. R
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8.8 In generai, are there any provislons for adaptling evaluation or -
demonstration activities, or other actlivities designed to detemine

students' compeience, for use with speclal needs students? Y N U

Please describe 1hess provislons, and comment on thelr appropr lateness:

9. Extendling Sk1lis/Knowledge (Extenslon/Enrichment Activities)

9.1 Does the TE describe any "extension® or "enr ichment* activitiest Y N U

9.2 Does the TE provide a varlety of alternatives for students to
extend thelr knowledge or skilis to new contexts through the
enr Ichment activitles? Y N U

9.3 Do the enrichment activitles accompanying this lesson seem to be
dlrectly related to its focus of Instruction? Y N U

9.4 Does the TE glve direction in how studa.-ts can transfer newly
{earned Informallon to new settlings? How to transfer learning
from one sltuation 1o another? Y N U

9.5 Do the enrichment acllvities seem to be generally valuable for
use with speclal needs studerts? Y N U

9.5a I!f yes, do you think they nead to be adapted for use with
these students? Y N U

9.5b Are any guldelines glven for adapting enr ichment activitles
for use with speclal needs students? Y N U

9.5c |f you feel the actlivities are not valuable for this popula=-
tion, please comment on any of thelr specif ic shortcomings:

Do the enrichment acilivities seem to encourage creatlvity? Y N U
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9.7 Do the suggestlons for enr ichment Include "hands-on" activities? Y N U

9.8 Do the suggestions for enrichment encourage multi-sensory,

multi-modal actlvities? Y N U
9.9 Do the enrlichment activities seem to be related to children's

every day exper lences? Y N U
9,10 Are the enrichment activiiles mot ivatlonal and potentially Inter-

esting 1o students In generai? Y N U
9.11 Are thero any provlisions Indlcated for adapting *he enrIchment

activities to meet the needs of speclal learners? Y N U

Please describe these provlisions, and comment on thelr appropr lateness:

——— . e e o et b
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Please provide a brief commentary on the nature of the post-instructional activities outlined In the TE fc~

this lesson/chapter. In particuiar, describe the principal strengths and weaknesses of the teacher's
editlon In terms of Its adequacy as a resource for conducting post=instructional actlvitlies.

Concentrate on addressing:

(1) The adequary of this lesson/chapter for use with mainstreamed diverse
learners; and

(z) Your recommendations for how this lesson/chapter could be
improved for use with mainstreamed diverse learners.
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Improving Textbook Programs For Malnsireamed Dliverse Learners

INSTRUCT IONAL MATERIALS REVIEW FORM

10. Appearance and Appeal of Instructional Materials

10.1 Does the publ Isher make adequate use of headlings, subheadings,
and other devices to organiz¢r Informatlon? Y N U

10.2 Does the publisher employ a system for consistently highliguting
important concepts or bits of Information? Y N U

10.2a Ho# Is thls hightlIghting accompiished (l.e., use of Itallics,
bold facing on Important sentences, "windows" In The margins
which Iist Important facts, arrows pointing *o key names or
dates, etc.)?:

10.3 Do the materlals seem to "talk to" rather than "talk at" the reader?
That Is, are the materlals personal lzed raiher than merely
Informatlional? Y N U

0.4 Do you belleve the layout and design ls visually appealing to
students? Y N U

10,4a }f not, what do you think the publisher couid do to make
the layout and deslign more appeal ing?

10.5 Are students provlided with adequate opportunity to rainforce new
learning through concrete applicatlons? Y N U

10.6 Are a »or'ety of hands-on/experlential activitles (experiments,
demonstrations, etc.) outlined In the materlials? Y N U
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10.7 Do materials encourage the use of a wide varlety of Instructional

media (fllms, newspapers, Interactive technology,, etc.)? Y N U

10.8 Do you bel leve the information presented in the materlals Is

highly motivating for most students who use It? Y N U

10.9 Do you belleve speclial needs students would find the materlals

Interesting and enjoyable to usei Y N U

10.9a If not, what would you recommend be dore to Improve thelr
general Interest level?

10.10 Are "take-home" activities Included In the materlals acccmpanying
this lesson? Not necessar Ily Just workbook pages that can be
completed at home, but act!vities that are structured for beyond-

the-classrom contexts., Y N U

10,11 Are parents encouraged to become Involvad In thelr chlld's

non=-classroom activities? Y N U

10,12 Are any provislons indicated for adapting the anpearance and/or
appeal of the Instructional materlals for use with inalnstreamed
diverse learners? Y N U

Please describe these provlisions, and comment on thelr approprlateness:

11, Vext Structure

11.1 Do sontences appear to be overly complex? Y N U
11.2 Are there clear pronoun referents? Y N U
Q
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11.3 Are there clear connectlves? Y N U

11.4 |s there an apparent attempt to use practical rather than
technical terminoiogy? Y N U

11.5 Are newly and previously used tarms repeated In silightly
different but reinforc’ g modes? Y N U

11.6 Does the text seem 7o be written at a reading level that Is
appropi-late for the students with whom It is Intended to be
used? Y N U

11.7 Does the text seem to be written at an approprlate reaaing
level? y LU

11.8 Are the materlals and activitles free from Irrelevant and
distracting Information? Y N U

11.9 Are the materials and actlvitles struciured In a loglcal,
systematic fashlon (l.e., chronological order, hlerarchical
order, topical, etc.)? Y N U

11.10 Do the materials or actlvities seem cverloaded with new concepts
and Information? That Is, for thls lesson, does It appear that
too much new Informatlion Is presented? Y iU

11.11 Do materials and actlvities seem to encourage loglical concept
development (!.e., from the simplest to most compiex? From the
concrete to the abstract? From ilteral to Inferential)? Y N U

11.12 Do materlals and/or actlivities seem to encourage concept
development In small, discrete units that bulld on and relnforce
ona another? Y N U

11.13 Does there appear to be a strong |ink between the materlal covered
in Instruction and the mater ial contained in relinforcement
activities (workbooks, labs, enrichment books, etc.)? Y N U

11.14 Does there appear to be a strong |ink between the materlal con-
tained In the reinforcement actlvities and the materlal covered
by the tests? Y N U

11.15 Are any provislons Indicated for adapting the structure of the
instructlonal materlals for use with speclal needs students? Y N U
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Please descrlbe these provlisions and comment on thelr approprliateness:

12. Materials Usabllity

12.1 Do the workbook pages and tests which students use Include
written directlions? Y N U

12.1a If yes, do written directions seem clear and easy to
follow? Y N U

12.1b |f yes, do written dlirections seem appropr late for use
with speclal needs ctudents? Y N U

12.2 Do visuals, which present new Information to students, accompany
thls lesson (plctures, dlagrams, charts, etc.)?

12.3 Do graphic organizers, which structure Information for students,
accompany this lesson (l.e., semantic maps, concept networks,
Idea trees, etc.)? Y N U

12.4 Are the visuals and graphic organize: s functlonal, useful, and
Interesting?

12.5 Are there Introductory statements, or paragraphs, which revlew
previously studied materlal? That Is, are students somehow
alerted to prerequisite skills or knowledge? Y N U

12.6 Are there Introductory statements, or paragraphs, which provlde
an overvlew of upcoming content? That |s, are purposes set In
order to gulde students' new learning? Y N U

12,7 Are there summary statements which highlight key poi.io? Y N U

12.6 Are definitlons and notes used to clerify suhtle or potentially
confusling polnts? Y N U

Are text sectlons that are only slightly related to the focus of
instructlon "set aside" In footnotes, appendices, or margins? Y N U
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12.10 Do the materlals advocate the use of text features such as the
table of contents, glossary, or Index? Y N U

12.11 Do the materlals advocate the use of reference sources such as
encyclopedias and dlctionaries? Y N U

12,12 Are any provisions Indicated for adapting the general usabllity
of the text for mcre ef fective use with speclal needs students? Y N U

Please describe these provisions and comment on thelr approprlateness:
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Improving Textbook Programs For Malnstreamed Diverse Learners

Use This Form for Commenting on the Adequacy of the Instructional Series

Publ isher:

OVERALL APPRAISAL FORM

Title of Textbook Series:

Title of Textbook:

Level of Textbook:

Apopropr late for Grade(s):

Copyright Date(s):

Analysis Corpleted By:

FORM 2.27 - 3a




The fol lowing six questions provide an opportunity for you fo comment on
what you belleve are the principal strengths and weaknesses of each textbook
program you examined using the detalied review forms. For each question, please
address the Issues and concerns you belleve are central to Improving the overal |
qual Ity of each publisher's products. Please do not feel that the scope or
breadth of your responses are |Imited to any particular page length.

Please keep In mind that the focus of your commentarv should be on
Improving the usability of textbook programs for mainstr._amed dlverse learners.

Questlon 1: In general, are the key concepts and Information presented to
students In th!s program simplified enough for them to understand? In
Instances In which difficult concepts are dealt with, Is there adequate
guldance (elther through Instructlon or In the textbook Itself) to make
sure stucents understand? What, 1f anything, can be done to improve the
way In which new Information Is presentec?




Questlon 2: Is Instruction amply motivating? That Is, are enough fun,
Interesting, and "real world" activitles Included In Instruction to make
students eager to learn? Are these actlvitles also motivating for maln-
streamed dlverse learners? What, If anything, do you belleve can be done
to make learning more exclting for students who use thls Instructional

program?




Questicn 3: How adequate Is this Instructional progi-am

for helping students

learn to structure ldeas, concepts, and new In“ormation in order to be
better learners? For example, conslider such aspects as Its adequacy for

teaching study skllls, active reading strategles,
What can be done to Improve the Instructlonal frog

and test-taking skllls.
ram in this regard?




Questlon 4: How adequate Is this Instructional program for providing
teachers with strategles, techniques, or advice for Identifying students
who have trouble learning new Information or mastering new skil!s? How
appropr late are the strategles for adapting materials or Instruction to
t+he needs of mainstreamed diverse learners? In general, how could the
program .e Improved In the areas of Identifying learning difficulties and
alleviating their exlstence?
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Question 5: In general, what are the most significant Improvements you
bel leve are necessary In order to make the Instructional materials
comprising this textbook program more appropriate for use with maln-
streamed dlverse learners?
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Question 6: In general, what are the most significant improvements yor
bel leve are necessary in order to make the Instructional Strategles
described In this textbook program more appropriate for use with
malnstreamed dlverse |earners?
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TEXTBOOK ANALYSIS
REFERENCE BOOK

IMPROVING TEXTBOOK PROGRAMS
FOR MAINSTREAM DIVERSE LEARNERS
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GLOSSARY

ACTIVE READING

Interacting with the text; for example, underlining main ideas,
numbering, circling unknown words, paraphrasing or chunking infoimation

ANCILLARY INFORMATION
Ideas that do not contribute to the main idea of the text but may add
interest or authenticity, describe people or events that supplement the
text, or refer to skills. Research suggests that ancillary material is

most useful when it is set apart from the main text so that it does not
interrupt the flow.

CHUNKING
Organizing information by grouping

COHERENCE
Systematic connecticns; in coherent texts, ideas are woven together
smoothly, flow logically between sentences, paragraphs, and chapters;

concepts are presented in some lcgical order, e.g., from simple to
complex or chronologically

CONSIDERATE TEXT
Text that is written with the reader in mind, so that language and
concepts are appropriate, structure is clear, prior knowledge is
activated, etc.

COOPERATIVE LEARNING (as contrasted with competitive learning)

Groups of students working together toward a common goal, free of
competition and the pressure of time

ERROR MONITORING
Strategies that help students learn how to detect and correct errors
GRAPHIC ORGANIZERS
A wide variety of technicues that help studenis comprehend new
informaiton by structuring it in visual ways, such as mapring, charts,

diagrams, networks (See reference guide)

ADVANCED ORGANIZERS
Graphic organizers that are given to students prior to instruction; they

may be completed while the teacher introduces the lesson or by the
student before or during the lesson
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GUIDED READING
Directed reading: for example, reading to find answers to questions
asked by the teacher, offset in the text, or at the end of sections;
completing graph.c organizers or completing steps in an experiment

METADISCOURSE

"Talking" to the reader in a personalized way, using personal pronouns
and directing questions or statements to the student

MISCONCEPTIONS
Information that is misunderstood or interpreted inccovrectly. Research
reveals that students maintain strong commitment to their misconceptions
so teachers need to identify and try to alter them

MNEMONICS

Strategies that help students remember information, such as rhymes
(Thirty days hath September...), visual imaging, acronyms

PARAPHRASING STRATEGY

Stopping periodically at selected points in the text to paraphrase
verbally or in writing

PEER TUTORING

Matching mainstreamed students with normally achieving classmates for
tutoring or other kinds of interactions

PREREQUISITE KNOWLEDGE
Information that students must have to understand the new lesson;
previously learned information that is the foundation for the new
learning

PREREQUISITE SKILLS

Skills strndents need in order to move on to the next level; it is
assumed that students have already learned these skills

SELF QUESTIONING
A monitoring strategy for students in which they ask themselves
questions in order t> formulate or search for answers or to see how well
they understand the new information

SETTING THE PURPOSE

Giving the reason or the objwctive of the activity
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SPECIAL NEEDS STUDENTS - MAINSTREAMED DIVERSE LEARNERS

Students requiring an Individual Education Plan (IEP), including, for
purposes of this project, the learning disabled, emotionally disturbed,
mildly mentally retarded, visually impaired, and hearing impaired

STRUCTURE

Pattern of organization; text that is well structured has a logical
organization of information; the organization is reflected in titles,
headings, and subheadings, introductory paragraphs that preview the
information to come, etc. Research reports that when students are
taught the structure, they are better able to learn.

TAPPING PRIOR KNOWLEDGE, ACTIVATING PRIOR KNOWLEDGE

Research suggests that successful learners integrate or relate new
information to knowledge they already have. To help students learn,
teachers wust call forth what students already know and understand.

RELATING PRIOR KNOWLEDGE

Once teachers have activated students' prior knowledge, they must help
students relate that knowledge to the new information they will learn

VISUAL IMAGING

A technique that helps students remember information by forming mental
images of people, places, things, ideas, or events described in the text
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PREVIEWING

FOCUS ON ZrdF/———

Skills

Chapter Preview

The purpcse of previewing a chapter is to
try to see what you will be studying. In other
words, you are trying to determine what you
will be learning before you actually begin to
study. A preview is like a band rehearsal or a
hockey practice. Students who participate in
music or sports must practice their skills in
order to perform to the best of their abilities at
“show time” or during a game. How does
previewing a chapter help you to perform
better? Basically, the preview prepares you to
think effectively about the new material. Just
as an athlete warms-up his or her muscles
before a game, your brain needs to be
“warmed-up” before you study.

You will be using three techniques for your
chapter preview. The first is to determine the
scope and organization of the information in
the chapter. Secondly, you will be focusing on
key words. Finally, you must determine the
purpose of the chapter.

Scope and Organization
1. Look at the chapter title. Think of several
questions you have about Earth and the
moon that may be answered.
2. Look at the section titles. These tities are
the authors’ outline and show how the
information is divided into subjects. The
following list shows the type of informa-
tion thot follows the first three section
titles in Chapter 4. After reading this list,
write a statement about the information
that follows the remaining section titles.
a. (Section 4:1) Real motion helped
scientists realize Earth’s position in
the universe.

b. (Section 4:2) Gravity and inertia
cause the planets to move and follow

specific paths.
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c. {Section 4:3) Earth'’s tilt and the
angle of the sun’s rays cause the
seasons.

3. Look at the Summary at the end of the
chapter. Important ideas are listed here.
Reading thesc statements tells you the
main ideas that will be discussed in the
chapter.

4. Quickly glance at the illustrations shown
throughout the chapter. These iliustra-
tions suggest ideas about the information
to be studied. Pictures also support the
main ideas by providing examples.

New Vocabulary

1. Look at the Vocabulary at the end of the
chapter. How many words do you know?
How could you find the meanings of the
words you do not know?

2. Using context clues in this chapter,
determine the meanings of each term in
boldface type.

Purpose for Reading

Develop a purpose for reading the
chapter by forming a question from each
section head. For example, before read-
ing Section 4:1 ask yourself, “How was
Earth’s place in space determined?” Try
to think of questions for other headings as
you read.

2. Read over the chapter end questions in
the chapier review, and the Making Sure
questions at the end of some text sections.
These questions also can help you define
the purpose for reading the chapter.

As you preview the chapter, think about the
materials you will be learning. Your compre-
hension of the text material should greatly
improve if you take the time to *“‘warm-up”
your brain.

\




1620-1" "2

t was 1600. On the streets of London, a
young farm girl wandered, begging for food.
A landlord had evicted her family from
their farm only a week before. What lay in
store for them now, she wondered. Was there
some place they could go toc escape this poverty?

In a quiet village a man sat by a midnight fire,
going over his account books. He frowned. Prices
in England kept rising, yet his income remained
the same. Was there some place a hardworking
shopkeeper could grow richer, not poorer?

At 2 small church in Plymouth, five men and
women gathered to talk. One of their fellow Puri-
tans had just been arrested. It was rumored that
he had been roughly treated. Would his five
friends share his fate? Was *there some place they
could go where they could worship in peace ~nd
sadeiy?

In the elegant dining room of a London home,
two prosperous merchants lingered over a glass of
sherry. Before them lay a map. One man pointed
to a vast area, marked off by bold black lines.
Here they intended to star: a colony that would
make them richer. Their eyes sparkled. The New
World was filled with business opportunities for
adventurous Erglishmen. Was there any place
more exciting to go than America?

Why would Englishnien and women be willing
to risk the perils of an ocean voyage and the
dangers of an unknown world? What kind of
societies did they hope to build on the other side of
the Atlantic? You'll find some answers to these
questions in this chapter.

Sections in This Chapter

1. The Background for Colonization
9. The New England Colonies

3. The Middle Colonies

4. The Southern Colonies

1700-1760

™ n the early years of settlement, the colonists
thought ¢f themselves in Old World terms,
as Britons, Dutch, or Germans transplanted
to a new environment. Later, their sons and
daughters identified themselves by their colony-
as Rhode Islanders, Virginians, or New Yorkers.
Few, if any, of these men and women would have
described themselves as “Americans.” Yet during
the 18th century, the colonists were becoming
just that: Americans. Puritans and southern
planters, Scots-Irish pioneers and Quaker mer-
chants were slowly forging an American charac-
ter and an American culture.

In Chapter 4, you saw how the economy of the
colonies linked men and women all along the
eastern seacoast, creating a growing interdepend-
ence among farmers, merchants, and planters. In
this chapter yuu wiil sce how ucnds in reiigion,
education, and government helped form this new
American identity. Even certain problems—
religious and political tensions, for example—
would help create an American way of looking at
life and dealingz with its difficulties.

Sect:...s in This Chapter

1. Religious Toleration Develops

2. A Talented Colonial Leadership

3. The Rise of the C ..onial Assemblies
4. 150 Years of Warfare
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A tommunity 3
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Would you like to visit this habitat?
Many different living things are found in
this hot, dry place. There are animals
with long, strong necks that eat leaves.
frum trees. Some animals are eating
grass, and others are trying to catch
something to eat. All these plants and
animals must get the things they need to
stay alive.

Here grasses, trees, and animals live
together in the same habitat. Populations
that live together in the same habitat

"make up what we call a community
[kuh-MYOO-nubh-tee).

art at left: How many amimal
populations are shown in this
habitat?

Q
E [Cuu offers an opportunitly to reintorce the concept of populations. e

IToxt Provided by ERI

57

-, Sl S =R =SE =B

PAGES 56-57
VOCABULARY: community

MAIN 1DEA
* Populations that live together in the same habitat make up .
community.

OBJECTIVE The child should be able to . . .
* describe what makes up a community

ADVANCE PLANNING
Set up the activity on page 59. See Lesson 3.

picture. (zebras, giralfes, lions, birds, grasses\trees
small animals)Call their attention to the activitles ©
the animals in the picture. Ask them to describe wha
the animals are doing. (eating, walking, flyi
Stress that much activity is taking place among t
animals. Now ask the children to describe the hali
tat of these organisms. (hot, dry, etc.)

pag

e the children read the first paragra
i st obtain foor

57. Eniphasize_that these ani
from their habitat.

3. Now have the children read the last paragrapl
Write the word community on the chalkboard. Hel.
the children pronounce it. Ask them to describe thei
community. Ask them to name populations growin
in their own community. (people, dogs, cats, tree:
dandelions) You may wish to write the names of th
populations on the chalkboard. Point out that muc
variation occurs among the populations in the
community.
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' provides the key themes of the

HOW TO USE

Land of Promise

Land of Promise has been organized so : 1at you will find it easy to

use. The book is divided into 10 units and 36 chapters.

UNIT ORGANIZATION

Each unit begins with a page that features a photograph, a unit
description, and a list of chapters in the unit. The end-of-unit test

allows you tn review tne main ideas and facts from that unit.

CHAPTER
ORGANIZATION

Each chapter includes an
introduction, a time lire, several

sections, and a two-page chapter

review. The Chapter Introduction

chapter. The Chapter Time Line
gives you tne important dates.
The Section Heads show at a_
glance the main ideas of the
chapter. Key Terms and People
are shown in dark print where
they «re first identified. At the
end of each section are Section
Review questions that focus on

these ? terms, people, and
main ideas. By s<imming a

TEXT STRUCTURE

Unit Opener
Each chapter has three special

content features. Presidential
Gallery provides a capsule revie:
of each President’s term of
office. From the Archives inclv-*
|selections from major document
:lin American history and
:|excerpts from songs, novels, anc
X|diaries. Life in America includes
:|g variety of social history topics
3 such as family life, biographies,
inventions, and popular culture.

chapter and re the
introduction, time line, headings,

boldfaced terms and people, and
Secton Review questions, you

will get a good idea of what to

study.

THE GEOGRAPHIC
SETTING

There are special essays in your
text that focus on the impact of
geography on American history.
These Geographic Setting essays
Jook at three major regions of

United Staies and show how th
reemmcem— e |natural features of the land—th
=iEsTe=s SiSSclimate, landforms, and
ST vegetation—influenced human
e settlement.

- Tan .
- cpntn. R -

Chapter Time Line

!
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VISITING THE PAST

Like an in-book field trip, each
Visiting the Past essay focuses
on places you can visit of intere
in the unit you are studyjng,
These essays discuss the
difference between original and
!Eeonltructed sites and show




Unit1 (pp 12-83)

includes the following chsp-

ters:

1 You Live in 8 Community
page 14

#« Time OuT for Map end
Globe Review page 25

2 A Rural Community

Using the Unit Opener

if you haven‘t done so a!l-
ready, take time to introduce
students to their book. Have
thern iocate such information
sids as the contents, map list,

page 31 ! atias, glossary, and index.
3 An Urban Community e Write these words on the

page 39 . chalkboard. Ask volunteers to
Foou ; write the sppropriste page

] ‘L number next to the the

Unit 1 focuses on the ele- ;. words. Example: Glossary p.
ments tiat make up commu- o 276. These same volunteers
nities and on the many differ-  fiy could be asked to expiain the

ences among communities—
differences in size, in geo-
graphic location, in patterns
of housing, in lsisure activi-
ties, in business and indus-
try.

purpose of the information
sids.

P RN e 2

Whiie the studerts read the
unit opener, write on the
chalkboard or on osk tag the
heading, ""People in Our
Community.” Ask: Who are
some of the people you see
or talk to each day—on the
way to school, going shop-
ping, on the weekend? Write
down their answere, which
will include friends, teachers,
store personnel, street or
phone maintenance people,
mail carriers, etc. Students
ey edd e dividue - o3
following days. Say: These
people are part of our com-
munity. Let’s read to find out
more about our community
and other communities.

NETER . N
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Activity Guide S5 tep,

Chapter 1

Activity 1-1. Observation (p. 8)

Process Skills
observing

communicating
interpreting data

Materials

15-20 objects

tray

towel to cover the tray
watch

your students.'P.
them covered when We students come into the
Use one tray for evely five or six students.
may be borrowed from Ye school cafeteria.

servations with a tape recorder.
T ielenes e of epecial students with poor
N G S TSRS TAT1 I PGP

10 fees e objects.

See page 63 for Activity Worksheet. \

See page 78 for answers.

Procedure

1. Have someone place 15 to 20 small objects 0
a tray.

2. Cover the tray.

3. When the tray is uncovered, observe the ob-
jects for 10 seconds. The teacher or someone
in the class will keep time.

4. When you have observed the objects, go back
to your seat and list as many as you can.

Questions
1. How many objects were on the tray?
2. How many could you remember?
3. How did that compare to the class average?
4. Which objects were remembered by most
students?
. Can you suggest any reasons why those objects
were remembered?
6. How well do your observations compare to those
of others?
Answers 10 all six questions will vary.

w
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Enrichment

Objects may be sclected for each tray based on some
common use. Onc tray contains all writing utensils:
pens, pencils, chalk, and so on. Another tray con-
tains all tools: screwdrivers, wrenches, pliers, and
so on. Then, after students record their observations,
have them draw conclusions regarding the objects
on the trays: Who might own these objects? Who
might use these objects? For example, a tray con-
taining a bib, a rattle, and a rubber squeeze toy would
belotig to a baby.

Select photographs from popular magazines and
distribute one photo to every two students. Adver-
tisements are an excellent source of photos. Have
cach pair of students observe the photos for ten sec-
onds and then record observations. Ask your students
arrive at conclusions by asking them questions
as: From what magazines do you think the
pholqs were taken? Whom was the photo meant
to attdqct (teenagers, parents, businesspersons,
and so ow)?

Activity 1-2. Observing a Property of
ir (p. 10)

Process Skills

observing

communicating

interpreting data

redicting ¢
roblem: Does air expand or contract when heated?

ass Time Allotment: 25 minutes
Materials

2 balloons

2 gldss tubes

2 Erlenmeyer flasks

2 one-hole rubber stoppers
ineral oil

twyst-ties™ ~

hot'plate

PrepaPation Notes: You may want to have students
suggest a hypothesis based on the problem of the
experiment. The procedure tests the hypothesis and
makes use of a control. Carefully explain each part
of the activity before you proceed. You may answer
the questions together as a class so that students un-
derstand the process of scientific inquiry and inves-
tigation. Have students write this actwity in their
notebooks as a first lab report in the same format
that you expect for all their future lab reports. You
may wish to insert the glass tubing into the stoppers

Chapter 1 Activity Guide 59




Using Land of Promise’ "+ ¥

>

Teacher's Edition

The Land of Promise Teacher's Edition has been dasigned 10 help you
achleve maximum teaching efficiency with a minimum of eflort and
preparation. The Tescher's Edition includes both a Teacher’s Guide
insert, which has dally lesson plans for teaching each chapter of the text,
and Annotations printed in biue type throughout the student text, which
provide teaching suggestions and answers 10 questions,

TEACHER'S GUIDE INSERT organized Into dally lessons. A les-
The Teacher's Guid= '=2=c ~ 0 of science concepts both within the text

ganized accord understa .
begins with “‘&tf and in everyday activities. The terms are printed in

the it covers, & poldface_type, and many are followed by !?honetic
onmnappem, ,E'Tﬁ__les gs. Each term is clearly defined

Overview is provide ghroughout the discussion. A variety of other text fea-
cludes a short syno| gyres cnhances readability. Some suggestions to aid
chapter for quick ref you are given in Reading Science on page 23T.
breakdown of how ! o, s,qraphs and lllustrations
mnom To aid student understanding and to stirrfula?e inter-
for Reteaching anc more than 500 color graphncs—rmcludmg' illustra-
which refers you to  tions diagrams, and photos—are included in Focus
and Enrichment A of Physical Science. A two-page photograph accom-
are in the student & panicd by an explanation and questions introduces
teaching and Enrict ¢ach unit. Each chapter begins with a large photo and
sheets that are intt an introductory paragraph designed to be thought-pro-
Resource Book. Es yoking and motivating. Throughout each chapter, the
graphics reinforce, clarify, and provide additional
information about concepts discussed In thc v vons
In activities, diagrams provide models for settng up
tus. Use these graphics as much as possible in
your presentation of the chapter concepts to enhance
student comprehension. Many difficult concepts can
be understood readily when represented graphically.
Help students to think of the graphics and captions as_
an_integral part of the text, not as something to be
skipped over.
Margin Notes and Review Questions
Questions, printed in blue, are placed in the margin
of the Student Edition to aid reading comprehension.
Encourage students to answer the questions as they
read each section. Point out that the questions high-
Iight main points and are useful for note-taking or out-
lining. Answers to all of the margin notes are marked
with red tints in the Teacher Annotated Edition.
Making Sure_questions are designed for checking
the recall and understanding of ideas presented in one
or more sections. The questions are useful to students
as a self-test, to teachers as a check of student reading
comprehension, and for class discussion. If they can-
not answer the Making Sure questions, students
should reread the sections immediately preceding the
questions. Answers to Making Sure questions appear
in red in the Teacher Annotated Edition.
Activities
Each chapter of Focus on Physical Science con-
taing several activities. These activities are of two
types. The short paragraph activities have the follow-

Chapter Titie——————

Chapter Overview ——

Section Using Focus on Physical Science 17T
ing format: Problem, Materials, Procedure, Ques-
tions. These shorter activities require little preparation
and often are observational in nature. The step-by-step
procedures are generally finished quickly, allowing
ample time for post-lab discussion. The longer, full-
page activities require_more time for data collection
and intcrpretation. These activities have the following
format: Problem, Materials, Procedure, Data and
Observations, Questions and Conclusions. Relate this
format to the form of a lab report. An activity work-
sheet is provided for each activity in the Teacher
Resource Book.

Before beginning any activity, call attention to
CAUTION statements included in the procedure, and
review appropriate lab safety and equipment use
guidelines. Appendix B in the Student Edition, Labo-
ratory Safety in this Teacher Guidle on pi~ 357 end
e Soro U : : '

Teacher Resource Duos iy« - o 3w

Additional information about the activities, includ-
ing preparation notes, alternate procedures, and sub-
stitute equipment is given in this Teacher Guide and in
the Teacher Resource Book. Answers to questions can
be found under the activity numbers in the section-
by-section portion of this Teacher Guide. Sample data
is provided where appropriate. Keep in mind that val-
ues listed as sample data are only examples of possible
answers. A master equipment list for all text activities
begins on page 34T.

Although all activities are placed at the end of sec-
tions, this placement shotid not imply that the activi-
ties are to be performed only after the reading.
Because teachers use activities at many different
points in presenting a concept, placement at the end of
sections allows you more flexibility to use them at the
time that suits your purposes. This placement also aids
the general readability of the text, as they do not inter-
rupt the general flow of ideas.

Focus Pages

Each chapter contains one of three types of focus
page: Skills, Frontiers, or People and Careers. The
Focus on Skills pages are d=signed to give students
practice in reading and study skills as they relate to
physical science. The Focus on Frontiers pages dis-
cuss new developments in physical science that relate
to the chapter in which they are found. The Focus on
People and Careers may be used to highlight career




l . Tothe Student -

' Science is the body of information‘including all the hypotheses and experiments that tell us about
our environment. All people involved in scientific work use similar methods for gaining information.
One important scientific skill is the ability to obtain data directly from the environment. Observations
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must be based on what actually happens in the environment. Equally important is the ability to
organize this data into a form from which valid conclusions can be drawn. The conclusions must be

such that other scientists can achieve the same results.

Focus on Physical Science: A Learning Strategy for the Laboratory is designed for your active
participation. The activities in this manual require testing hypotheses, applying known data, discover-

l ing new information, and drawing conclusions from observed results. You will be performing activities

using the same processes that professional srientictc nee Work slowlv and recnrd a¢ manv ohearvatinne

and as much numeric~' °

Wyourdam‘ Us You are embarking on an adventure into the
Each activity in Foc udy of physical science that wiil be both inter-
guide you in the proof ing and practical. Solar energy, machines,
mical changes, radiation, electricity, and
y other aspects of your environment are all
. of physical science. Physical science will
Selp you to understand many phenomena that
. ur in your everyday life.
observations, Do matt| ¢ ientists use certain methods in solving
data into tables or grl biems and developing new ideas. In this

 Questions and Concluskourse you will learn about these scientific
thods and how to use them. You will discover

Strategy Check. If you hat you can use the methods of science in your
' aily life. These methods will increase your suc-
Ll wn tunes of p-.thl(‘mq_

activity. If not, rerea

e g

Remember that the
limportant as the “rigt

' Mes peuple woouid ke 10 mahe the world a
tter place in which to live. For example, what
u learn in physical science can be used to help
onserve natural resources. Conservation is an
mportant step in helping to solve the world’s

I energy problems. Physical science principles are
used in designing the equipmeny to clean up air
and water. These principles are also used in pro-
ducing devices that make work easier.

l One of the important decisions you will make
in the future is a choice of a career or job. A
background in physical science is very useful in

l many jobs. It may even be required. In your
physical science class, you will have a chance to
explore your science interests and abilities as

I they relte to different types of jobs. Careers in
chemistry, physics, health services, home eco-
pomics, engineering, mechanics. environmental
protection, and many other fields make use of

I basic physical science principles.

Focus on Physical Science contains many fea-
tures that will help you learn. Each chapter

' begins with a photograph and brief introduction
to the theme of the chapter. Goal statements
entify what vou c~n expect to learn as you

l study the chapter. Throughout the chapter, mar-

_ 8in questions printed in blue emphasize the

main ideas. Use these questions as self-checks

To the Student

Major terms are highlighted in boldface tvpe
and are often spelled phonetically. Groups of
review questions called Making Sure have been

placed throughout the chapters. These questions
provide another means of self evaluation.

At the end of each chapter, a Summary pro-
vides a list of the major points and ideas pre-

sented. A_Vocabulary list serves as a reminder
of the important new terms. Also at the end of
each chapter are sets of questions and problems.
Questions contains questions that are useful as

lo evaluate your progress.
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a review of the chapter’s concepts and questions
that require you to apply what you have learned
to new but related ideas. In addition, a set of
projects and thought-provoking problems arc
presented in Ideas to Explore. Readings lists
sources of more information.

Focus pages, iocated at the ends of all chap-
ters, introduce you to People and Careers and “
Frontiers of physical science. Focus on Skills
pages offer tips on successful learning of phys-

ical science.

Included in certain chapters are_Technology
features. These features provide exciting infor-
mation on new technological developments in
physical science.

A Focus on Computers feature located at the
end of each unit offers you the opportunity to
explore thé use of computers as you study phys-
ical science.

At the end of the textbook are the Appen-
dices, Glossary, and Index. The Appendices
contain additional tables and background infor-
mation to help you in setting up the activities.
The Glossary contains definitions of the major
terms presented in the textbook. The complete
Index will help you locate quickly particular top-
ics within the textbook.

This textbook has been written and organized
to help you succeed in your science class. As
you do your classwork and complete your
assignments, you will gain the satisfaction of
understanding physical science and its applica-
tions in everyday life.
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3. THE THREE BRANCHES
OF GOVERNMENT

he writers of the Constitution thought
that a national government had to per-
form three major functions: pass laws,
carry out laws, and interpret those laws

through some form of court system.
The Constitution makers decided to divide
these jobs among three branches of government:
Congress passes the laws. The President, or chief

LOCAL COHERENCE

strongly a law passed by Congress is enforced.

4 Another check on the power of Congress comes

from the judiciary. The Supreme Court can check
the law-making powers of Congress by ruling on
the constitutionality of a law. This power—called
the power of judicial review—was not written into
the Constitution. It developed early in the 1800s,
as you'll see in Chapter 11.

5 Furthermore, because the Congress has two

houses, each vith separate functions, there is
an internal checking system in the legislative
branch. A bill must be approved i1n both the
House and the Senate before it is ready to go to the
President’s desk to be signed into law.

executive, carries out those laws. The judiciary, B Checks on the President

or court system, interprets the laws.

This, they believed, would offer protection
against tyranny because power would be divided
rather than concentrated. This principle of the
separation of powers is the heart of the Constitu-
tion.

To ensure that no single branch of the govern-
ment could acquire tyrannical powers over the
others, the Constitution makers created an elab-
orate system of “checks” on each branch by the

’ ' . Theen ~vecke quarantee a balance
-~ . Jie s atiaa el neds

Wiuun the govermment.

A Checks on Congress

Article 1 of the Constitution gives Congress the
power to make the laws of the nation. What are
some of the checks on this authority?

| Eirst, the President can veto [vé/td), or reject,
any bill passed by Congress. Although Congress
can then vote to override the veto, it is hard for
Congress to muster the necessary two-thirds vote
to defy the President’s wishes.

2 Second, Congress is checked by the President’s
prestige and ability to influence public opinion.
The President can put pressure on Congress to
pass a certain bill by appealing to the voters. The
President can call a press conference, deliver a
message to the nation supporting the bill, and ask
the citizens to make their views known to their
representatives in Congress. The President can
also call a special session of Congress if it has not
acted on the bills the Executive supports. Fur-

3thermore, the President can influence how

208

RETEACHING  Either on the chalkboard or on an overhead, list the checks Jnd
tatnces <hat each branch 1s able to exercise Over another Students should
ceoy “hese  SiS onlo ther 0wn 0aper 1t may aiso be helpful to have Stucents
il 2 L. sers ol =ach brangh
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Article 2 of the Constitution gives the President
the power to carry out the laws. What are some of
the checks on this authority?

First, Congress can remove the President if the
Executive is found guilty of misusing power. In
such a case, the House of Representatives draws
a bill of impeachment® which charges the Prest-
dent. Then the Senate tries the case. President
Andrew Johnson was impeached in 1868, and an
impeachment hearing was held in 1974 during
the administration of Richard Nixon. No Presi-
dent has ever been convicted and removed from
office.

QA second check on the power of the President

in the area of approving appointments. The Prest
dent appoints various government officers. How
ever, no appointment becomes final until it #
confirmed by a majority vote of the Senate.

3 Third, the President’s power to make treaties

with foreign nations can be checked. Refore®
treaty becomes official, it must have thea
of two-thirds of the Senate.

Q&u_r_th, the President's power to veto 2 wll

passed by Congress, which is a check oB
legislative branch, can itself be checked.
Congress can override a veto by a two-thirds

S Fifth, the President can create programs, “‘
Congress can check them through its “povWe
the purse.” Because Congress controls w“d’
and government spending, it can greatly
ence the Executive’s program.

ae

*bill of Impeachment formal accusation that commit;l .
cused public official for rial. A sunple majority of the B2 0
sufficient to impeach.

ENRICHMENT  Have students create a chart showing the cnecks 309
ALwOrk 31 tRe state evel in ,our state Then a comparison snould be
Sotaven Me Dol a3 PP ¢ Stedeats wall thea mee how our -4

TS Weread dean e e 1t jevel
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Aruitoxt provided by Eic:

on the Judiciary
e Constitution gives the judiciary

”'e, w interpret the laws of the nation.
are the checks on this authority?
ngress Lias the same power to impeach
/ ?” zemove a federal judge as it has to impeach
d ”move a President. This power has been
d mmy ﬁmes.
2 - , the Senate has the power to approve or
the appointment of judges.
3 w’ to overturn Supreme Court decisions,

can propose constitutional amendments
mit them to the states for approval.

influence the Court’s opinions. Today, there are
rdne members of the Court, but in the past there
have been as many as ten and as few as five.

& Fifth, the President has the power to appoint

federal judges, with the approval of the Senate.

This power of appointment gives the President
great influence over how the law is interpreted.

By selecting men or women who share a Presi-
dent's own legal and political viewpoint, the Ex-
ecutive can influence decisions. Note that this
appointment power checks more than the judi-
ciary: It also operates as a check on Congress
because the Court can rule unfavorably on con-

sub!
4 o because Congress establishes the num- gressional legislation.
o of justices on the Supreme Court, it can L Sixth, the President has the power to check
g‘ -
-—

wcﬁs AND BALANCES IN THE FEDERAL GOVERNMENT

can nardon p-op\e N‘-nﬁc'ﬂ of
oerunes

209
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Supreme Court interpretation by determining
how vigorously the law will be enforced.

7' Finally, the President can also decide to pardon

men or women convicted and sentenced to prison
by federal judges, thus checking judicial power.

Checks and Balances in Federalism

An additional example of checks and balances at
work is one that the delegates to the convention
did not purposely create. That example is federal-
ism. Because of federalism, two systems of gov-
ernment cooperate, but they also compete. When
the goals of the state government and the goals of
the national government differ, the tensions be-
tween the two can serve as a check on each.

Protecting Diversity

The separation of powers, with its built-in system
of checks and balances, was created to protect
Americans against governmental tyranny. The
people who drafted the Constitution also had
another gecal. They wanted to make the nation’s
government a safe forum for competing 1nterests
and viewpoints. They believed that it was the
nature of human beings to differ. As James Madi-
son pointed out in the Federalist essay number
10, there are rich and poor, debtors and creditors,
peoplie in cominerce and in agticuliule, citizens
with one religious creed and with another. Gov-
ernment had to handle this human diversity.

Government might see diversity as a threat,
Madison said, and try to force all people to have
“the same opinion, the same passions, and the
same interests.” This would require a govern-
ment to turn its back on a commitment to civil
liberties. Such a government, Madison warned,
would create a tyranny of uniformity. .

A second way to handle the natural tendency of
people to differ might be to allow these differ-
ences, but forbid them to compete. This, too,
would require a severe restriction on civil liber-
ties.

The delegates to the Constitutional Convention
rejected both of these solutions. Instead, they
designed a government that allowed the differing
interests to compete—according to the rules of
law. In this way violence might be prevented. The
problem in designing a government was to find a
way to ensure that no person or single interest
group could seize control of the governmen; and
dominate it for selfish ends.

ANSWERS
210 1 topass laws, carry them out, and interpret them
2 No one ranch nas ail the power, and the “'checks Qive all branch-
es a legal nght to keep the olhers irom gettng too powerful
Dy (a) presidential veto (b) presitentidi prestige and influence on

puohc opinion {¢) presidential nght to call a special session
(4} dicial review of legisiabon and (e) give-and-take 1n ana between

/, Preventing t by a minority The separation
of powers seemed to ensure against such a tyran-
ny. In order to control the United States govern-
ment, & minority interest group would have to
win a majority in Congress, win election to the
presidency, and gain the majority of seats on the
Supreme Court. Such a combination is not easy to
achieve. Also, the staggered terms for senators,
representatives, and the President would make it
hard for any group to capture all these offices at
once.

Qanentil_\‘ tyranny by the majority However,

"Madison and his fellow delegates felt that the
greatest threat to liberty might come from a
determined majority. The “tyranny of the majori-
ty” would surely infringe on the liberties of others
as it asserted itself. In the Federalist papers,
Madison wrote eloquently of the rights of a minor-
ity. When he wrote this, Madison was thinking
specifically of the rights of the wealthy to enjoy
their property. Shays’ Rebellion was on Madison's
mind. But the principle of minority rights logicat
ly extends to other minorities in matters of race,
sex, religion, and political views.

The separation of powers and the elaborate
system of checks and balances can slow the pre
cess of government. But those wiu Litalvd i

system believed that efficiency was less impor

tant than safeguarding liberty.

SECTION 3 REVIEW

Key Terms and People: separation of po™

e A\, ers, balance of powers

Main Ideas

1. What are the three major functions of gover™®
ment?

2. Explain how the separation of powers and t*
balance of powers help protect against tyT

3. Name four ways that congressional powe
“checked” by the other government brancbé®

4. Name four ways that presidential and judi
power are checked.

5. How does federalism serve as another Cb‘é
against tyranny? "

6. How did the framers of the Constitution €D
that no single group could dominate the 8,
ernment? 3

i

and 10) fanure dy Congress 16 fund presidential programs Checks o

judiciary (a) impeachment by Congress, (b} Senate-approved app

(¢} proposal by Congress of a Constitutional amendment to overy®
sions. {d) cetermination by Congress of number of justices 0N e i
Court an () the President s r:ght ta_puint tederal jucgzs 00 w
those_convicted ot cimes

5 because the 1wo government systems—slate and national—ar®

LN

the two houses
4. Checks on the President. (a) impeachment by Congress. (b) conoressuo:l ] 9 for power and neither gets it all e
approval of apposntments and treaties. (€) congressional overnde of veto: 6 by creating the separation of powers and speciying staggered ¢
LY 1 e < e.ad - o - . *
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rxon THE AK(HNES

I(Nbert L Bevqr!dn Argues for !mperhlhm .‘;! ’

Heer an excerpcfrom Bevendae 's famous tpeech
enmled “The March of the Flag,” delivered at Indi-"
auapolu Indiana, on September 16, 1898. He wgs
.elected to the Senute in \!899 w . .

'l'heocun mofnepante us from hﬂdl ofbur
: ~duty . lnddx;-&he pceans join us. . Stcam

; Joxis us; alectricity )oim‘no—tbv ‘elements are
in league with Cubrnot contiguous
[next to the US mtcondguoull l-h-
wali and the Bhnlppines nQecondguouﬂ

~Roday]j nklnzmmtbmwecmcon

¥ sume. Toln'we “are more thm we can
tuse.a. Therefore e mustfind m-u-kﬂ{or
ICE, B paﬂ'nntor our cqﬂul,'new/
wol‘k for our la

. mnkofthexbaunndso}hme 5 howﬂL

! Pour into l-hw.thnd Porto Rico when npub-
lic's Jawi-cOver those islands witbjulﬂce and &
- safety! . . - Think of the hundreds of thoutands'of {
Aqedcans who will build a-soap-and-water, _. _»
cortdnon-school civilization of energy and industry
in Oubk. when a government of law, yeplaces the’
double reign of anarchy and tyra.nny\ ¢

William McKinley 1843-16801

IN OFFICE: 1897-1801

Republican from Ohio.
During McKinley's presi-
dency, the United States
became a world power. In
1898, Hawaii was annexed,
and, as a result of the U.S. vic-
tory in the Spanish-American War,
the nation acquired the Philippines, Puerto Rico, and
Guam. McKinley's administration was also noted for
the end of the 1890s depression, the passage of a high
tariff (1897), and the Gold Standard Act (1900). Presi-
dent McKinley was assassinated in 1901,

ANCILLARY INFORMATION SET APART

By the Way

When Indiana became a
state, the people had to
decide where to put its
capital. The people in the
north wanted the capital
1o be there. The people
in the south wanted it in
the south. So they built
their capital in the
middie of the state. In
1819, there was only a
log cabin in the new
capital of Indianapolis.
Today, it is a city of
700,000 people.

—
History Updatc

Our mail did not always
go from place to place by
trucks or airplanes. Many
years agc, it was carr.ed
on horseback. Beginnng
in 1860, riders for the
Pony Express carricd
mail b=tween St. Joscph,
Missoun, and
Sacramento, California.

Along the route were
157 stations where riders
changed horses. Stations
were about twelve miles
apart. After six stations, a
rider gave his sack of
mail to a new rider. A
letter traveled the entre
1,838 miles in ten days.
Though it lasted only
cighteen months, the
Pony Express provided
many storics abc at the
bravery and ad sentures
of its hercic nders.

) P57 Py D




i

Geologist .
giving information about metamorphism,
articularly the temperature and pressure
conditions under which the rocks recrystal-
ized, in all of Alaska.
As she looks at on¢ map, Dusel-Bacon
wAll these various pieces of Alaska
m elsewhere and have beed
tinental margin.
where some of the rocks come
from. The rocks in the pasement of one
o billion years old. There are 00
g the western margin 0
many areas of

rth America!
Alaska that, jeve, ori inated in other
1d and were plastered onto the

art of Alaska. We call the
d elsewhere

jigsaw ©

—

A V. Toeae

Cynthia Dusel-Bacon will tell yo'
geoly:gists always face danger in thye em,a’gin ) O grow eory of 27
outdoors. “And” she adds, ‘‘becaust a;“_’en% ever a sjp Plate /e
;a dangers in an:mo" 21 Sugpests {eSearch er2dy : ¢
as f20  jupmp 2 J IS in ap 2 Inent
jumpje Sact c. Al S ar
danger than . On her third it o le € data of ¢
. . Cean; t S Ty Scont;
mentmtheYukon-TananaUplanr maia“}c oﬁgl-i’ Taneg, I&m scjent.CaIIe Z"t‘ne
auled by 3 ©' beene’:’al, or m %nd are cany of | 1;Sts be ,-e‘:aﬂes, OW by the
] 'sc. id-0pey - PO € Al that 4, "8 fossj
an riql0%ed of askap ,.oF Alask ssi]
Cean:. terrap ]

she was severely m
_Dusel-Bacon isa into g ape
€ man “Off” oce .fe Materjy) anic oy ¢
. The St, ;

Today,
h of Alaskan Geol¢ Sev Many,

T

for the Bran¢
Western Region She sees ' Whi
- y ich op Other 0
. , Yol ter
metamorpl}}c rocks 10 Ala  haveyp, Binateq . 2Nesar Tgent py S they v, nes
challenge. There is SO much €en tra ator ¢ unda ere g have
there. Itissuch 2P e.” ep og?lllion yen sponedgggz e o iSOfc " Ubducte g
. . . 1 a . “qu onty
chief of two projects: one ir SuggCStts' an ?' Paleon; on?etaton ’;llnents, so
the metamorphic Tocks 1€ etic 1. TOpic, |hosaur f Ologists hérs ﬂonhceicmstal b;n el
the othennwh)chshe com Oreas difg. also jp Z fo:oz inte ave £, ndu g the ;Cks
Dtinge, A fr ate gh,y CSE € ssils
urface :1: stug zm theip - Severalrgfstal block'erranes’ ;)Oal
s
d the Al skaﬁ’fs nt Jo bloeL. faIeoma at
’ 1
e will Beologist;
ofEanhs
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C D S
HISTORY OF THE CREDIT
CARD °

Credit is an ancient arrangement,
but credit cards are relatively new.
In just a few short years, they have
become a multi-billion dollar in-
dustry. In 1887 Edward Bellamy, a
lawyer and journalist, wrote Look-
ing Backward, 20001887, in
which he conceived of a credit
card. His idea was of a card issued
by the government with a value
equal to one’s contribution to socie:
ty. Each time a purchase was
made, a portion of the card would
be punched out. No money would
be needed.

The First Credit Cards

The first cradit cards, us we know
them, were us=2 ia 1900 by hotels

Y o.l {-
5

caile

L3 ‘ -

AV Mo o the 109057
b

Eate a3

m:onecut-lucud.meepud .

and issued to their most prominent however, depended on the develop-
customers. By 1914 department ment af computers, Once the cost everywhere. Now one need not
stores, which long had been ex- of all the paperwork involved fi: carry dozens of cards—a single’
tending ~redit to wealthy custom- credit extension could be mini- piece of plastic could be used to.
ers, star ing using credit cards in mized, the industry took off. In charge everything from fun to
order to urge monchly pagments on 1958 the Chase Manhattan Bank nerals. That handy piece of plast
accounts. and the Bank of America revolu- has beep a mixed blessing ever
The real growth of credit cards, tionized the industry by introduc- since. . L3
117N AMERC A
O T Y IR A N o
ELEANOR ROOSEVELI"S
INFLUENCE ON THE NEW DEAL

Eleanor Roosevelt was probably the
pation’s most controversial wife of
s President. Throughout aer life,
she was an active reformer and
supporter of unpopular causes. Mil-
lions loved her: i the 1950s,
American women consistently g
voted her the woman they most ad-
mired. To those who disliked FDR,
powever, she was a symbo) of every-
thing wrong with the New Deal.

In the 1920s, Eleanor Roosevelt
became an active political cam-
paigner for FDR. During hus presi-
cency, she was one of his closest
advisers, a key figure in establish-
ing policies for the CWA, the WPA,
the NYA, and other agencies. She
fought to win jobs and equal pay
for women, and she actively lob-
bied for civil right< laws at a time
when support {or racial equality
was extremely controversial.

| Constantly traveling on fact-
finding trips, she acted as FDR's

i“eyes and ears,” visiting communi-
ties, relief projects, schools, and
citizens’ groups. One famous New
Yorker cartoon depicted a coal
miner saying to his co-worker: “For

Eleanor and Franklin D. Roosevelt at Fremont, Nebrashka in 1935

gosh sakes, here comes Mrs. Roo-
sevelt!” Later she did go down in a
coal mine. She also reached the
public through twice-weekly radio
broadcasts, press conferences, a

daily newspaper column, and a
monthly magazine column. To mil-
lions she represented the innova-
tive energy and humanitarian spir-
it of the New Deal.
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. Conimunities
. Need
Governmcnt

10
' Why We Need Rules

Chapter 11
How Community Government
qub .
2 Clnytet 12
‘ Govcrmng a Nation
S you and your friends want
to p y 4 game. How do you decide

the rules of thc game? You get
- abnut it. You

TR

sannrher ol

1 -
MRS NET SR IR . v
‘¢

those rules. 1COpie 1 CONUBLLUCS
do the same thing. They set up
rules, too, and then agree to use the
niles to settle arguments and solve

problers.

U What do you think

S would happen if these
- children tnied to play
: baseball without rules?

cuss what students see inthe
pHotograph. Ask: How can
u tell the children in this
icture are using rules? Ask
udents if they know any
games that are played with-
out rules.

Tell the class they are
going to have a contest. Have
ready two cotion balls and

o spoons. Tell students
they will need two teams,
ave them decide whic

ERICR

' uc_s'

AU

The Height Method. Play-
ers under a certain height
form one team. Those over
that height form the ¢ppos-
ing team.

The Age Method. Players
whose birthdays fall before
July 1 form one team. Those
with birthdays after July 1
form the other team,

Counting Off. Have players
line up and count off by
twos. The ‘ v.es” and
*Twos"” form opposing

The Red Method. Students
wearing red are on one team,
All others are on the other
team.

Pulling Straws. Cut an
equal number of long and
short straws and have play-
ers draw without looking.
Players with long straws
form ont team, and those
with short straws form the
other.

Discuss the different meth-
ods and have students tell
which ories they think are
fair. They should give rea-
sons for their opinions. Say:
Being fair means giving the
same trestment to everyone,
or giving everyone the same
chance. Use students’ chosen
method to form teams

i rov teams. *
- cwosingteemsisfar. o 124
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Give each team a cottor. ball
and spoon and tel! “hem 1o
begin the game. They will
quickly realize that without
rules, no one knows what to
do, and there cannot be a fair
contest.

Now provide relay rules and
have students try again. Each
team should form a line,

With the cotton ball on the
spoon, the first player runs to
a mark and back again, pass-
ing the spoon to the next
player. The relay is repeated
until all players have run. The
first team to finish wire- the
race.
o"‘\e

Discuss ¢ \“..rudents Why
did < \oed rules? How can
\(Ore decide the rules? Help
students rezlize that they had
a common goal {playing 8
game) and that they needed
rules to make it work. They
may nave figured out rules
among themselves or asked
the teasher to provide rules.
They also chose a fair way to
establish teams. Sum up by
saying: People work together
to make decisions and to
make things fair.




Chapter Lesson 1
1 Communities Arc People and Places
_L Lesson 2 '
How Big Is a Community?
Lesson 3
Where Is a2 Community?

You Live in a Community

What do you call the place where you live? It has
many names. In this chapter you will learn what the

names mean and why people live there.

Lesson 1 Communities Are People
and Places

Have you ever gonc on a long trip? You passed
through many diffrent places. Each place you went
through was a community. A community is a place
where people live and work: People live in different
kinds of communities.

Look at the maps on pages 16-17. The first map
shows only one community. Look at the line drawn ;
around the community. This line shows its shape.

\ Fverything inside the line is part of the community.
] F‘ The other map shows several communitics. Can you

gt

Y5y find them? They are marked by dots.

g

]

¢

2y

g
L)

L

A community can be

o) made up of office and
What Makes Up 2 Community? aparement buildings,
< . fr town squares,
A community is a certain place. A community is ncighborhood backyards,

partly buildings. There are stores, schools, churches,
factories, offices, and homes. Most important in a
community are its people. That is why a community
is formed. People live there.
Imagine you arc walking around your
community. Everything you see has to do with
o  Ppeople. You will sec people on their way to the
[MC store. You will see people driving their cars. 125
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and other places. What is
your community like?

Vocabulasry
communlty

Preliminary Activity

Have students read the chap-
ter opener. Ask: What is the
nane of our community?
Write it on the chalkboard.
{Answers may include name
of a central city and suburb
or neighborhood.) Then ask:
What are the names of some
other nearby communitiss?
Write them on the chalk-
board. (In Lesson 2, students
will learn to classify commu-
nities es town, city, or sub-
urb.)

Developing the Lesson
Before students read Lesson
1, have them locate the word
community on page 14. Tell
them that throughout the
book, important, or key, so-
cial studies words are printed
in dark type. These words are
defined in the lesson or mar-
gin, and then in the glossary.

Have students read Lesson 1
to find out what makes up 8
community. Then ask: What
ara some of the buildings,
parks, businesses, and other
things that are part of our
community? List answers on
the chalkboard or on osk tag.
Include airports, railway sta-
tions, schools, rivers.

Lists on oak tag of “People in
Our Community”’ and "Build-
ings end Businesses in Qur
Community”” can be used es
dispieys and reminders of
what children know about
their community.




A Mystery Visitor

Who is the only person who visits your family six
times a week? Watch carefully, and you will sce—
the mail carrier. The mail carrier brings onc more

service right to your home.

Services Yike these are one of the advantages of
living in a community. It would be very costly to
make your own electricity or build your own pipes.
People living in communitics can share these costs.

Lesson 2

A community has many other service pi’e lag i rhe

Clues for Service Sleuths

9

€y
ones that come to your home. Keep worku:7o,, & /e,

scrvice sleuth. Find the services in your communus}’ /g,

Different Communities—Different Services

Remember the rapid-transit system that San
Francisco has? When people sec such a system they
think of a large city. Small towns like Danube,
Minnesota, don’t need community transportation.
People can usually walk to where they want to go.

The driver of the snowplow below is providing

T Viondy Gl athave snow

plows. Can you gucss v-hy?
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Have stugents check their local news-
papers to find news items related to their
community. In one part of the room set up a
bulletin _~ard, a decorated covered card-
board box, or a reading tabte. Or, on a small
section of the wall in the reading corner, you
might put up the caption, Our Community in
the News. The cardboard box could be hung

by strings from the ceiling.

be attached to all four sides.
begin to see the types of it¢
portant to people in their

amples mignht say: City Cou’
rule to .. ; A new playgrou
Oid people .. .; Pollution cor

Have the students bring in
laundry detergent containers
from home. Ask them to
compare their ingrecient lists
with each other and with the
lists in the book. Which de-
tergents contain phosphates?
How much phosphate is
present? Ask the class how
their lives would change if
laundry detergents them-
selves were banned.
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Preliminary Activity

Have students read the les-
son introduction and ask
them to name services their
community provides for
everyone. Write their an-
swers on the board. Tell them
that they will be reading to
find out more about commu-
nity services, and that they
should keep looking for clues
and guessing sbout other un-
expected services the com-
munity provides. Add these
to the list as they are men-
tioned.

Developing the Lesson
:‘ave students read the les-
¢~ write the following
d g, as onthe board:
“trai.. On tation,” “safety,”
“health”. Have them list the
services in each category
that your community pro-
vides. Have students choose
a symbol-for publicly funded
services and one for those
provided by private compa-
nies, and place the correct
symbol next to each

2. ANEW STYLE AND A NEW
PARTY

f you were a young Kentucky boy or girl in
1824, vou would certainly have heard of
Andrew Jackson. Your older brother, al-
ready sporting his own Kentucky rifle,
would be singing or humming the most popular
song of the day, “The Hunters of Kentucky.” ‘The
countless verses of this song told of Jackson's
heroic victories in the Battle of New Orleans.
Your father would be about to cast his vote for
Andy Jackson as President of the United States.
For your father, and for hundreds of western
farmers like him, “Old Hickory” was the symbol
of a new era dawning. He was the perfect exam-
ple of the “self-made man.” That is why both his
contemporaries and historians today call the peri-
od from 1824 to 1840 “The Age of Jackson.”
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Every time you cut a piece of paper with scissors or pry the lid off of a
can, you are using a simple machine to make your work easier. The
structures of many organisms include simple machines to help them function
more efficiently. The rear legs of this grasshopper are examples of a
third-class lever. What are simple machines? How does a machine make
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Date Closs

FINDING THE ANSWER 7

Name

Have you ever tried to rearrange the furniture in a roor:? Perhaps you discovered that things w t
fit where you thought they should. How could you avoid having this happen? One way is to make a
drawing of your planned arrangement to see if things fit. Even so, how would you know your drawing
was accurate? You could measure the room and the furniture in it and then make a drawing the same
size as the room. However, this would not be very practical. A better solution would be to make a small
drawing of the room, allowing 10 centimeters to represent 1 meter in the room. A drawing of this type
is called a scale drawing. The ability to read and interpret scale drawings is an important skill.

Sometimes scale drawings represent objects smaller than the drawing. Examples include tiny
electronic circuits and objects viewed under a microscope. More often, scale drawings are made to
represent large objects. You may have seen plans for building useful objects printed in magazines.
Floor plans of houses and blueprints for buildings are also scale drawings.

The most common scale drawings that people use are maps. In order to show an entire city, state, or
country on a piece of paper of convenient size, it must be drawn to scale. This means that the map is
drawn so that | centimeter represents a much greater distance. On a map of a small city, | centimeter

Date Closs

AN INVESTIGATION OF SIMPLE MACHINES 9

Name

How many different types of machines do you use every day? How many machines do you sce in your
classroom? Some of the machines in your classroom probablyinclude a pencil sharpener, a door hinge,
and a light switch. Look around and you will probably see other, more complicated machines.
Machines can multiply forces that are applied to them. Therefore, they make your work easier. For a
machine to increase a force, the machine must be moved through a greater distance. In cther words,
you trade a greater distance t¢ apply less force. Every machine hasa mechanical advantage (MA). The
mechanical advantage is a number that tells how many times a machine multiplies a force.

Most of today’s complicated machines are made of several simple machines working together. A
compound machine, like a bicycle, consists of several different simple machines.

Date Class

: SOUND WAVES AND PITCH 4 4

Name

Sounds are produced when matter vibrates. You hear the buzz of a flying insect because its wings
move. The music of a drum is produced when the drumhead vibrates back and forth. A person’s voice
is produced when the vocal cords vibrate. Sound is a compressional wave. In a compressional wave,

matter vibrates in the same direction the wave travels. In order for you to hear a sound, the compres-
sional wave must travel through matter, such as air molecules, to your ears.

Comressional waves have the same parts as a wave in a lake or light waves. The pitch of a sound is
related 1o the frequency of a compressional wave. You are familiar with high pitches and low pitchesin
music, but people are able to hear a great range of pitches. People can hez. sounds /ith frequencies

between 25 and 20 000 hertz.




In order to orient oneself in space you
need to know what direction you are h -

The gam pe-yyith ~Point out that
th‘tells" the map reader
what direction he ef she is going. For more

work with directions you may wish to review
pages 21-26 in Meeting Map Skills. Also, you
may wish to use Advancing Map Skills. See
page 1, “Know Your Directions,” Page 2,
“Under Which Tree?"” and page 3, “Is There a
Top and Bottom?"

The map also has a drawing to show

>directions. A compass (\'kam-pas)\) rose

helps you find north. south. east. and west

on a map. Look at the compass rose.

What is in the north part of the city? What

is in the south? In what part of the city is
the park?

There are other kinds of communities
that are larger than cities. States and
countries are larger than cities. States
are made up of many towns, villages, and

THE ARCHITECTS OF < VOCABULARY
§ AMERICAN EXPANSIONISM | \.\g\\ Co’hq,
' O Of,
™ ow
ndividual Americans played key roles in My
l ge the new of imperialism under- Who hf:odc % r
. i a:.adcdw %Ciﬂs
secretary of the navy between 1897 and 1898. dtool'o
o . . Iy
Roosevelt had a lot of help from an stastic ¢ or r&m’
group of senators. Among therg’'were Henry Cabot l‘lyon O
Lodge of Massachusetts and \Albert Beveridge of ¢
indiana. Another man who influ€fice § group
greatly and who was a powerful influence all by
pimself was a naval officer by the name of Alfred
'myer Mahan [ma han’].
from the ciry's 0O
Students Like thousaﬂds
l reacher WOt d what
Jowntown © help me as
They
f students: * " _-~ghme WE
. ® ccessary Idisco"c
very best in fo
' n who d the river ba
voluntect, Pcrs:ork ort Wa
offers to 1P O The p
without pay: le n 2 o
. how peop .
/___\‘/_7 Yo
city (\'sit-¢\) 15 a larger community
l than a vi n. Large numbers of
people live and work in a city. Most cities
l have tall buildings and busy streets.
Look at the pictue of a city on page
4. This picture was taken from an air-
' (qed plane flving over the city. There is also a
ot exo\? map of the same city. Look at the picture
' N xed® and the map. Which one has symbols?
gnte™’ Which one shows more about the city?

()
v
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e Ample time aliotment
is suggested.

e Vocabulary to be taugh

is identified.

o Interesting background
information provides
an invaluable aid.

e Specific lesson objectives
are stated involving
both skills and content.

Sampie Lesson Plan, Places

Lesson 24: Houston Specislizes
TIME 1-2 deys

BACKGROUND

Oli is 8 rich naturai resouroce found near
Houston. The oli from the surrounding ares is
brought to Houston where It is refined snd
made into many Olfiarent petroleum pro-
ducts Houston is 8 port city connected tothe
Guif of Mexico by s canal. Much of the oil is
shipped trom Houston's port 10 other places
Todny, Houston I8 tne of America’s lesding
industrial centers Point out the pictures of
Houston's harbor and a harbor ol refinery on
page 106 Have the atudents explain why 8
harbor location would be important for sn oll
refinery. (it provides sasy access 10 tankers
shipping Houstcn's oll 10 othe: communi-
ties.) You may wish 10 have some atudents
ressarch the purpose and operations of s
retinery, and report to the class

\
\JDCABULAHY

harbor  oil

OBJECTIVE
« Expisin why Houston Specializes

TEACHING SUGGESTIONS

Motivation

Bring s smali sample of olt toclass Letthe
students look at, smell, and touch it. Ask
them 10 specuists about sll the possibis uses
for this natural resource. Many sudents prob-
ably wili know some of the more common
uses of oil, such as for lubrication or for fuei

crystal face is a smooth surface that has 4 geometric shape and
reflects the internal atomic arrangement. Look at Table 11-2.
The first crystal system is the cubic system. The faces of this
crystal are shaped like squares. There are three axes of equal
length that meet at 90° angles to form a cube. Halite and
magnetite occur as cubic crystals. Can you see the square
faces and the axes that make them cubic?
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Q,"S' for cars and trucks, but most students prod- f'-:'x
X sbly will not reslize that oll in the form of
R petrochemicals is used to make textile and
S A piastics. E ge soms studen's to ﬁ
6?’ research oll In sn sncyciopedss o fino out
—_— zb mors about its many uses.
™ A grystal is g solid bounded by plane surfaces that has a
O defim pe due to its internal atomic arrangement The  What produces the visibie shape
&-\o\ ositions of th solid p The wisible  of a crystal?
® e of @zml. Few crystals are perfect When crystals Bockaround:
start to form in a magma or a solution, they interfere with one The seord erystol 1 the English version of
another. Lacking room to grow, minerals harden into masses  the Greek word ror ice used fo describe
of tiny grains in which the internal crystalline form can be f:,?d':zofc’;:;:‘:g{nff::; oppled to ol
recognized only with a microscope. Someti~ics X rays must
be used to determine the internal patterns. Despite the fact
that it may be difficult to observe, all minerals have definite
internal atomic patterns in one of six possible crystal systems.
3 e SIX- CTystal systems are deéfine Or four How are the six crystol systems
P axes that intersect at the center of a perfect crystal.  defined?
‘;\"qzb Anl axis is g, straight line around which a crystal is
\;\Qé‘@ symm . The length of the axes and the angles at which Backaround:
. ’ ackgroun
G &6 they meet determine a crystal’s external shape. Axes are g paances fike obsidion thet cool 100
< usually drawn at right angles to pairs of faces of the crystal. A ropdly for normel geometric patierns fo

develop ore colled amorphous solds.




apr'fe

nuns the city through the city
9e1vios departments and makes
sure iaws passed by the council
are camed out

Communities Around a City

Communities that lie right outside a city are
above. It snow's 2

suburbs.
city and its suburbs. People living in the suburbs
may go into the city to work. They may go to the
city to shop or have fun. But they go outside the
city, to their suburb, to live. There it is quicter and
not so crowded. A city and its suburbs together are
. called an urban area.

IToxt Provided by ERI

old, was “bound,” or contracted, to work for a
master or mistress. Girls served until they were
16 or 18. Boys’ terms were longer. In exchange for
the child's labor, the master or mistress pledged
to provide room, board, clothing, and an oppor-
tunity for the servant to l.arn the “mystery” of a
special craft.

Colonial America continued the practice of ap-
prenticeship. Benjamin Franklin began his ca-
reer as a printer's apprentice. Paul Revere, a
first-class silversmith, took on several young men
as apprentices. But bound labor also grew to be
much more than a system of vocational training.
From the ‘ Revolution, thou-
safids of poor men and women became
laborers, or indentured servants, for three to seven
vears in exchange for passage to America.
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& The mayor-council plan
= government. In this plan, on the lcft and the
N g . . council-manager plan on
N The council hires a city manager to run the city. The e right are both
N city manager docs the same job as the mayor. rcprcscmarjvccan
-4 . . " govcmmcnts. you
§a .Look th_>scly at t?)c drawings showing the sec advantages of one
Q different kinds of city governments. How are all the  plan over the other?
& plans alike? How are they different? Which plan
R does your community have?
>
D <
<3 s,
X Apprentices and Indentured &, z,
Servants 2 u
To deal with the problem of labor scarcity, V’>é
col trinsformed the old English practice 0,5,
appreaticeship into a major colonial,economic %
nstitution. Apprenticeship worked asAbllows: A 2,
worker, usually a young boy or girl about 10 years

(
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p— Reading Science

Although science study is thought of as one in
which students conduct experiments and discover sci-
entific data, the dissemination and acquisition of data
among scientists is through the reading of printed
materials. Thus, by reading, scientists are able to
know the information their colleagues have discov-
ered.

Science writing can be described as iniense. pre-
cise, specific, and *jammed’’ with facts, among
which are many interrelationships. This compact writ-
ing often presents difficulties to students, who in most
cases, have learned to read by using more casual, nar-
rative material. Specifically, students must_master
technical vocabulary repre- 2nting scientific concepts.
These concepts are in_ascending order with new
knowledge building on what has been learned. Thus,
students must note_not only the facts, but also the

interrelationships among them. They must discern the
organization of the information and learn to mahe cnt-
ical interpretations and applications.

The text, Focus on Physical Science, is designed
to assist you in helping your students to read compe-
1=ntly in the following ways.

1. The topical headings in each chapter are the

author’s organizauon of the information. Look at

these in a preview before reading, and aid students
in noting the development and progression of
information.

INSTRUCTION I™ CONTEXT READING

2. Note the Making Sure questions and the blue mar-
gin notes throughout each chapter. Alert your stu-
dlents to the purpose of these questions so that their
understanding of data can build progressively.

3. Emphasize that important science words appear in
boldface type and are defined in context. Students
also should be encouraged to use the Glossary as
an aid to vocabulary development.

4. Use the Focus on Skills pages to help students
achieve success in reading science. Skills present-
ed in these features include understanding graphs
and word problems, comparing and contrasting.
classifying, reading science, and determining
cause and effect.

5. The text has numerous graphic aids. Discuss infor-
mation from these to give students practice in not-
ing the information. These aids can be very helpful
to a slow reader.

6. Use the end-of-chapter material for review, €xien-
sion, enrichment, and skill application. The Swn-
mary hists the main ideas of the chapter. Vocabu-
lary lists the important words from the chapter.
Questions for Review: are excellent for review and
reinforcement. The /deas 1o Explore and Readings
are suggestions for extensions and enrichment.

If science is thought of as leaming through discov-
erv, then as a teacher you must make that possible by
aiding students’ development of a basic conceptual
background and competence in the reading-study
skills.




READING STRATEGIES FOR
Land of Promise

You could easily read nost chapters in Land of
Promise in one to two hours. Most high school
students can read 250 words per minute. At that
rate, you could read one page in four (0 five min-
utes, one chapter section in twelve to fifteen min-
utes, or one chapter in about an hour and a half.

However, reading any book with a lot of inforna-
tion, such as_Land of Promise, calls for careful
reading. Otherwise, you will only retain a few
vague ideas and several unrelated fact's, Good read-
ers have strategies they use for getiing meaning
from readin; Ask yourself threc strategy questions
for each reading assignment: ~

1. What can I do to prepare myself to read the
assignment?

2. What can I do to make sure I am unucrstanding
what ! am reading?

3. What do I need to do after I read to remember
more of what I read?

In other words, practice reading with specific pre-,
during-, and post-reading strategics in mind.

Pre-Reading_Stralegies

« Find the major actions in the assignment. The major
actions in a history book are signaled by verbs.
Such action words as reform, elect, or migrate clue
you to what happened in history. List the major
actions down the middle of a piece of note paper
before you start your careful reading. Then during
your careful reading, find out who and what are
involved in each action. Also find the result of each
action.

+ Discover_ what_you_do _and_don’t know _already. You
have some information and attitudes about the
topics in most of the chapters before you read.
Draw two vertical lines on a sheet of paper to make
three columns. Title each columr: Know Well,
Know a Little, Need to Know More. Read the
headings in a chapter section, and decide how
much you know about each heading. Write the
heading in one of the three columns according to
how much you know about each heading.

» Predict what the authors will say. Good readers antic-
ipate what the authors will say about a topic. First
read the headings within a chapter section. Imag-
ine what information the authors will tell you
about each heading. Then read the paragraphs to
see if the authors met your expectations.

* Decide before careful reading where to stop and think
while reading. Good readers can tell why some
paragraphs look hard or easy before they read
carefully. Read one Or twO sentences per para-
graph. Ask yourself if you know any of the informa-
tion. Plan to read carefully those paragraphs which
contain information you do not know well. Avoid
the temptation to re-rcad over and over the infor-
mation you already know well.

puring-Reading Strategies

. Test your comprehension. Commit yourself to under-
standing what you rcad when you first read the
assigned pages. Avoid thinking that you will “learn
this stufl later on.” Sclect and read the first sen-
tence in a few paragraphs. Add the word because
at the end of the sentcnce, and coniplete the sen-
tence in your mind, If you cannot complete the
sentence, read the paragraph again.

+ Check the logical connections | between and within
paragraphs, Look over what you just read, trying to
find such cue words as then, next, also, and on the
other hand. Tell what information comes before
and after each cue word. If you find no cue words,
imagine which cue words would fit logically be-
tween and within paragraphs.

« Group information while veading. Divide & sheet of
peper into four equal parts with a horizontal line
and a vertical line. Place these titles at the top of
each part: Causes, Effects, Definitions, Basic
Facts. Read the chapter section to find and list the
causes und€r the Causes title. Then, read and list

the effects, definitions, and basic facts.

Post-Reading Strategies

—— e a om

+ Condense and_evaluate_your reading. Good readers
state the ideas they read in their own words. Identi-
fy five or more ideas from a chapter section. Place
each idea on its own 3 x 5 card. Sort the cards in
three ways:

a. Which idea do you remember reading first,
second, and so forth? Check your sequence of
the cards with the sequence of the ideas in the
textbook. Tell why you think the authors ar-
ranged the ideas as they did.

b. How do you evaluate the ideas? Sort the cards
into three piles: Important, Somewhat Impor-
tant, Of Little Importance. Think through why
you sorted the cards as you did.

c. Which ideas would you tell others? Select only
those cards that contain ideas you would like to
tell someone outside of your class. Think
through why vou chuse the cards and how you
would explain the ideas.

This strategy helps you make your own connec-
tions between and among main ideas.

* Interview key terms, Several key terms appear at the
end of each section. Imagine that each term is a
living person. and interview the terms with prob-
ing questions:

a. When did you exist? Do you exist today?
b. Where can I find you?

c. Who are your friends or enemies?

d. What do you need in order to exist?

e. How can I appreciate you more than I do?
You may want to ask other questions too.

+ Judge the accuracy of what you read. Find one or two
other accounts of the information you read. See the
recommended readings at the end of the chapter.
Read the accounts to find how the information is
similar or different from what you read in your
textbook.

Dr. Robert A. Pavlik

Reading/Language Arts Departm.
Cardinal Stritch College &
Milwaukee, Wisconsin S ®)
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Integrating Skills

In science classes, students are traditionally expected to learn scientific facts. Textbooks are useful tools for
helping students learn. However, the skills required to learn science may be different from the skills they use to
learn other subjects. As a science teacher, your goal should be not only to teach the science content of your
course, but also the processes needed to learn it.

The factual style of writing in science textbooks is different from the narrative style of most other books
students read. Thus, reading science requires special skills. Students must adjust to the amount of factual
information presented. They must read critically and sense relationships among ideas, as well as build on
previous knowledge. Students must master a new, technical vocabulary. Skills are needed to use supplemen-
tary materials to enhance understanding. Students must learn to interpret information presented in tables,

graphs, and diagrams.
Scientists are dependent upon communication and mathematics for furthering their knowledge. Balancing

process with content is a practical approach to science instruction. The Focus on Earth Science: Review and
Reinforcement Guide is designed to help students see the usefulness of various skills by learning and practicing
them where they are needed.

The Types of Exercises in this Book

A textbook is a student’s pnmary learning tool. For this reason this Guide begins with an inventory of Focus
on Earth Science. The inventory introduces the general structure of the textbook. Featurss such as the Glossary
and Appendices are highlighted. The inventory also points out study aids and how to use them.

This Guide is organized to follow the chapter sequence in Focus on Earth Science. Please note that the
activities are designed as review material. They should be assigned after students have completed the
appropriate reading in a chapter of their textboc. ;. Activities pertaining to vocabulary development will cover
terms used throughout the chapter. Therefore, you should not assign these activities until students have read
the whole chapter. Some activities review specific concepts. Suggestions about when to assign each activity are
given in teacher annotations.

The activities in this Guide are designed to help the content area teacher teach reading and math skills as well
as science. Activities designed to develop creativity are also included. The activities can be divided into four

main categories.

Comprehension Skills

Comprehension is the ability to understand the meaning of the material in question. There are four basic
levels of comprehension: the literal level, the interpretive level, the critical level, and the creative level. These
four levels define a progressive development from a mere reproduction of fac: to formulation of original ideas.
In progressing through the various levels of comprehension a student is building a strong conceptual frame-
work. Once the foundation is laid for this conceptual framework, the development of the other skil! areas will
be facilitated. For example, if a student has a basic understanding of the concepts presented in a particular
chapter, new vocabulary words will be grasped more quickly from context clues. Problems and laboratory
activities will also gain perspective.
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Teaching Strategies -

Several features within Focus on Earth Scieace are designed to help students develop a strong conceptual

basis. Unit and chapter opening photographs and descriptions draw relationships between new material and
real life situations. This feature helps students understand the importance of new concepts in their lives and
stimulates their interest in the material. The goal statements at the beginning of each chaptet focus on the
major concepts that students will be learning. These goal statements put the new material into perspective. The

section titles identify the concepts being covered. Student margin notes emphasize the major points presented
in the text. The question format of many of the margin noiesforces students to organize their thoughts, develop

critical reading skills, and hence increas their level of comprehension. The activities are designed to demon- ‘

strate and reinforce new concepts. How and Why cuestions at the end of cach chapter require students to

explain or compare points discussed in the chapter. The Ideas to Explore and Readings sections provide

additional activities and references for the interested student and aid in developing creative comprehension
skills.

As you help your students master new concepts, there are several important points to keep in mind. Always

try to proceed from an elementary or concrete level 10 a complex, abstract level when you present new

material. This pattern follows the natural development of comprehension skills. Use simple explanations and
demonstrations initially, then allow students to discuss alternate examples as their understanding and creativ-
ity grow. Instruct students to read critically. Have them practice using margin notes 1o increase their compre-

hension and to identify the major topics in the text. Encourage students to identify relationships between

concepts. Brainstorming sessions may be a useful vehicle for introducing new concepts. When appropriate,
have students report on further applications of new principles or recent developments using new concepts.

This type of activity fosters their creative communication skills.
The comprehension activities in this Guide are intended to aid students in formulating strong conceptual

backgrounds. The activities essentially focus on the four levels of comprehension.

Skills
1

Vocabulary Skills

. Interpretive —recognizes the significance of new material "

. Cntical—evaluates new material

. Creative—uses new material to formulate original ideas

Literal—reproduces factval data
Objectives: a. notes factual data
b. organizes data according to correct sequence or chronology

Objectives: a. identifies cause and effect relationships
b. relates material in terms of part to whole
c. compares and contrasts data
d. draws conclusions from an analysis of material
e. formulates generalizations based on conclusions

Objectives: a. identifies bias in the material presented
Y. evaluates adequacy of data
c. determines validity of new material . .

Objectives: a. interprets data correctly based on given problem
b. evaluates relative importance of material piesented
¢. incorporates material from a variety of sources to solve a problem

understood and a label is provided, vocabulary is logically developed. In reading science, students are faced
with three basic kinds of vocabulary: (1) general words with many meanings (e.g., model), (2) general words

used in a scientific context (e.g., relief), and (3) technical words (e.g.. quasar). The development of students’

Language enab..s people to communicate concepts. Words are mere labels for concepts. When a concept is

vocabularies contributes greatly to their comprehension of science concepts. As a science teacher, you can
guide students in how to use the language of science to communicate concepts.
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Teaching Strategies

Review the textbook, Focus on Earth Science, and note the vocabulary aids provided. Point these out to
students and discuss how :o use them. Major science vocabulary words are highlighted in boldface type

preceded or followed by their definitions. These words are also listed at the ends of the chapters. Unfamiliar
words throughout the text are phonetically spelled to help students learn the correct prenunciations. A
pronunciation guide is given on page 53¢ A Readings section at the end of each chapter lists additional books
and articles for students to read. A Focus page designed to foster vocabulary skills is on page 18. The Glossary
(pages 538-549) lists the major science words of the text, their definitions, and phonetic spellings of unfamiliar
words. The Index (pages 553-560) lists major concepts and gives page references where the concepts are
discussed.

When possible throughout the school year, show or “2monstrate the concept represented whea you intro-
duce a new vocabulary word. Alternatively, use pictu: s, charts, and diagrams to illustrate word meanings.
Review the textbook and other references for visual aids. When appropriate, explain technical words in terms
of common words tt_at students have experienced. Show enthusiasm for developing vocabulary. Develop a
large vocabulary yourself and use it in the classroom. Go cver cozrect pronunciations, spellings, and usage of
new words with the ciass.

To develop vocabulary, students need to develop skills that involve more than leamning definitions. Students

must learn about the structure and function of words. They must understand the relationships among words.
Students need to learn how 10 11se the language of science in speaking and writing to communicate effectively.
The vocabulary activities in this Guide focus on helping students develop these skilis,

Skills
1. Word structure—analyzing words in terms of grammar and mechanics
Objectives: a. spell each vocabulary word correctly
b. interpret phonetic spellings of words and correctly pronounce them
c. identify roots, prefixes, suffixes, and syllables in words
d. identify vocabulary words as parts of speech
T woad neeniea- tearning definitions of and relationships among words
Objectives: a. define each veeabulary word in the scientific context of the chapter
b. match each voczbulary word with its definition in a list of definitions
c. contrast words with similar and different meanings
d. outline the relationships among the vocabulary words in a chapter or unit
e. locate each vocabulary word in an alphabetical listing of words (dictionary, glossary,
index) )
3. Word usage—communicating verbally (oral and wr) .izn)
Objectives: a. use each vocabulary word correctly in a definitive sentence
b. explain the concept each vocabulary word represents
c. use vocabulary words to discuss science concepts

Analytical Skills

The processes involved in analyzing data are complex. One reason for this complexity is students are
exr~-ted to read and understand passages containing new science concepts expressed in quantitative terms. In
other words, they are required 1o combine scientific and mathematical symbols izto an efficient language
system. Students must be able to think in this symbolic language in order to interpret the meaning of the
problem, organize the data provided, perform the required manipulation, 7.nd interpret the results.

Teaching Strategies

Focus on Earth Science contains a variety of features designed to reinforce analytical skills. Making Sure

questions serve as periodic reviews within each chapter. The various activities throughout each chapter are
designed as demonstrations of the relationships described in the text. Tables of frequently used SI units and
derived units can be found in the Appendix on page 524. The students’ -notes in the margin emphasize new
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concepts. How and Why questions at the end of each chapterarea review of analytical skills covered within the
chapter. . -

To analyze data accurately, students need to develop skills that involve more than calculating a correct
answer using standard formulas. Students must learn how to logically evaluate a problem to determine the
known and unknown variables. Measurements must be made and recorded accurately. Information must be
clearly organized and displayed in graphs. Mathematical relationships must be understood in order to perform
the calculations necessary to solve problems. These and other skills have been organized into the specific areas
outlined below. The analytical activities in this Guide focus on developing these skills in students. In general,
all analytical activities are designed to encourage students to use symbolic langu2ge and thought processes.

There are a variety of techniques you can incorporate into your teaching methods to help students develop
analytical skills. For example, write formulas and relationships on the board or overhead projector in both
word and symbol forms and have students read the equations aloud in class. Assist students in preparing a
classrocm chart that contains each new formula or relationship. Prepare a bulletin board on SI units and
measuri’  chniques, or on the various types of graphs. Use the activities and demonstrations presented in
the textbook to reinforce new concepts. Have students brainstorm to find alternate methods of testing or
solving a problem. When apprapriate, discuss with students situations in their lives that require analytical

skills.

Skills
1. Measurement—use of SI units and measuring tools
Objectives: a. identify and use SI units correctly
b. convert between units
c. use meacuring instruments such as ruler, graduated cylinder, thermometer, and balance
2. Graphing—developing and interpreting sraphs
Obvectives: a. identify relationships between variables
b. select correct units for variables
c. develop function scales for displaying data
d :renrotnly plot the data for each variable
e. interpret data presented in graph form
3. Calculating—mathematical manipulations using standard equaiions
Objectives: a. identify the known and unknown variables in the problem
b. select the correct formula for the problem
¢. set up the formula using the variables in the problem
d. perform the necessary mathematical functions to sclve for answer
€. express answer using correct units
4. Problem solving—logical analysis of a problem situatio. . requiring integrated use of verbal, scientific, and
mathematical skills -
Objectives: a. determine the parameters of the problem (i.e., what is the question)
b. identify known and unknown variables
c. estimate the answer
d. establish a logical sequence of steps to determine the answer
e. perform the steps in the specified order

Study Skills

Study skills are those skills nsed by siudents to learn assignments. But, learning science requires many skills
that are not instinctual. Teaching study skills in science class helps increz.se students’ acquisition of the
content. Students not only learn science content, but they also see how to use the skills. T® . goal is to help
students learn skills they will need to use when they must direct their own study efforts. Self-directed study,
such as reports, group presentations, science fair projects, and laboratory investigations, are commonly

assigned in science classes.
~




Teaching Strategies ' -
Call students’ attention to study aids in the textbook, Focus on Earth Science, and discuss their uses. The
Informal Reading Inventory on page iv familiarizes students with the features of the text. The To the Student

. page (iii) explains the purpose of the text features. The Table of Contents (pages v-1) provides a general outline _

of the content, listing unit, chapter, and section titles. Note the many graphic aids throughout the text, such as
tables and maps. Photographs ar . illustrations are accompanied by capt’ as. Activities are written with clear,
step-by-step directions.

Focus pages that concentrate on study skills are found on pages 38, 84, 156, 198, and 240. The Appendices
(pages 524-534) supply additional helpful information to students. The Index (pages 553-560) is a quick
reference tool. '

Explain the preview-question-read-review procedure for completing textbook assignments. When making
assignments, preview the lesson with the class and help the students form purpose questions. Then encourage

. them to read. seeking the answers to these guestions. Suggest that they review their reading, jotting down

meaningful notes. Present methods of taking notes and outlining. When discussing lessons in class, write the
main points on the chalkboard to guide students taking notes. Use graphic aids on overhead transparencies,
posters, bulletin boards, and so on. Explain the interrelationship between graphic aids and language. Give
clear, precise directions and answer questions about procedures before students begin activities. Discuss the
importance nf reading a set of directions thoroughly before beginning to perform each step. Enlist the help of a
librarian in teacning students how to locate and use sources of information.

To develop independence in gaining information from various sources, students need to develop skills that
involve more than reading. Students need to master skills of graphic interpretation. They need guided practice
in reading to do research on a topic. They need to learn how to read and follow directions accurately. The study
activities in this Guide are designed to help students develop these skills.

Skills
1. Methods of organization—improving acquisition of content
AnTwie 3 G g preview-question-read-review procedure foi completing textbook reading assign-
ments

. explain the method of organization used in the textbook
. take orderly notes that are personally useful
. outline a chapter
e. sequence a list of events
2. Use of graphic aids—interpreting information presented graphically
Objectives: a. explain the purpose of graphic 2ids in the textbook
b. derive information from graphs, tables, diagrams, and pictures
c. use graphic aids to organize information in notes
3. Following directions—reading accurately
Objectives: a. explain the importance of reacing an entire set of directions before beginning to perform
cach step
b. ask questions or look up words to clarify directions that are not understood

¢. perform each step of a given set of directions correctly

o o
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Lesson 1 (pp 118-121) rules are necessary.

Suggested Teaching Time e that people disagree over

2 days the kinds of rules that are
needed.

Knowledge Objectives

Students will learn: Skill Objectives

Students will learn how to:
o meke 8 simple map key.

o that a newly formed com-
munity will discover that

Lesson 1 Starting from Scratch

Day 1 The storm lasted three days and three
nights. I have never scen waves so huge. Our ship
was smashed to bits. We held onto our lifeboats for
a long time. Finally we spetted land. It felt so good
to stand on solid ground. Many of us had wonder.d
if we would ever knc w that feeling again. I guess
this place—wherever it is—is home for now.

Day 2 The captain sent o:t a group to explore.
W arc on a small islana. No signs of other people.
There is little food—a few coconut palms, some
banana trees. We've seen some birds and a few
man®e s no other animals Tt rained this afterncon,
just as it did yestarday.

Day 5 All of as have been hunting for food in the
mornings. In the afternoons, we’ve been trying to
gather things to make houses. We badly need
protection from this never-ending rain. Yesterday
and today we re’ rned to camp to find much of our
food gnne. Captain Fraser thinks maybe the
monkeys are stealing it.

Day 10 Food stk disappearing. So we all met to
decide what to do. Caprain Fraser had a plan all
work~ out. He divided us into four groups. One
group is to gather food. Another is to build houses.
One group is to stay at camp to watch the food. A
fourth is to build a fire to signal passing ships.

Day 15 The signal people went swimming and
let the fire go out. It was hard to start the firc again.
The firewood was wet from the afternoon rain.

Day 25 Trouble today. The group that gathers
fcod ook tme out to explore some caves. They
didn’t bring back enough food. Many of us went

119

GUIDED READING.

e distinguish between cultur-
sl (made by people) and
natural features.

e infer from the text what
problems shipwrecked sail-
ors heve.

e consider rules and how
they apply in different situ-
ations.

Vorabulary
vote
law

Preliminary Activity

Remind students of the game
they played and ask again:
Why did we need rules? Have
students tell other kinds of
rules that they live with every
day, and list these on the
board. Next to each kind of
rule, write students’ brief
statement of why it is neces-
sary. (Library rules—to make
books available to everyone;
bedtime rules—for child’s
health; street-crossing rules
—for sefety.)

S Developing the Lesson
After students have read
through Day 10 on page 119,
discuss the situation. Say:
P\ What problems did these ¢
people have? (food, shelter)
Was Captain Fraser's plan
fair? (Students should recog-
nize that Captain Fraser was
making rules without the
consent of the rule-
L\ followers.) Did it work? What
ent wrong? (It didn't work
because pecple didn't have a
voice in the rule making.)
Then have students read the

est of the lesson, and dis-
cuss answers to the ques-
tions in the text.

\- Have students v:rite two

more entries in the sailor’s
journal suggesting how the
islanders could solve their
problems. Share these by
reading them aloud.

To help students apply their
understanding of rule making
and reasons for rules, write
the following questions on

the board.




Lesson 2 (pp 140-141) nity jobs or try to change
Suggested Teaching Tima things, as Aileen Hernandez

1 day and her group did. People
couldn’t speak or publish
Knowledge Objectives thair opinions about things.
Studsnts will learn:
¢ that the Constitution pro- Answer to caption:
tects certain rights. Voting is a right becsuse it

o that as citizens they have

allows people to make the
{aws they will have to follow.
People must assume the re-
sponsibility; otherwise they
leave government in the
hands of a few and relinquish
their right.

the responsibility of vot-
ing, informing themselves
about public issues, and
{earning about the struc-
ture of local, state, and ne-
tional governments.

Skiil Objectives

Students will learn how to:

o identify the rights and free-
doms protected by the
Constitution.

e maks a chart showing
rights and responsibilities.

e use their imagination to
guess the effects on 8 com-
munity of unconcerned or
nonvoting citizens.

e identify rights and respon-
sibilities that are standard

vGiabuiaiy
amendment

Preliminary Activity

ernment. Read aloud the first
paragraph and ask: What
were the first changes added
to the Constitution, and wky
were they made? (The first
amendments described
rights and freedoms of the
people. Some had worried
that the Constitution hadn’t
told them clearly enough.)
Say: Read to find out what <
rights the changes described.

Developing the Lesson
After students have read the
next two paragraphs, have é
them enter on their chart of
“Rights” started in Lesson 1
those included in the Bill of
Rights. With each one, dis-
cuss what it would be like not
to have such a right. For ex-
ample, people could not
meet together to do commu-

Review the meaning of
constitution—a plan of gov- /

L

7

These people are using
their nghts and
responsibtlines. How 1s

voung both a nghtand a

responsibiary for
Amencans’

140

Lesson 2 Rl%lts and Responsibilities
of Citizens

The Constitution: writers knew that as time goes
on things change. So they set up a way for the
people to make changes in the Constitution. In fact,
ten changes, or amendments, were added to the
Constitution right away. At times in our past,
people had bern without certain rights. Their
experiences made them feel strongly about the
rights they should have. The first ten amendments
described the rights and freedoms of the people.

The first amendment protects people’s right to
worship as they please. It also says they have a right
to get together in groups. They can say or write
anything they want as long as they don’t hurt
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,/ Whot 15 a scientific low?

ot is a scientfic theory?,

Sackground:
Saentfic lows can be as simple as the fact
thot water runs downhill or that droppod
obiects fall to Earth. The theory of univer-
sal gravitohon exploins these laws.

X
(2
&
%

\0 Teaching Suggestion:

Be sure the distinchon between theory and
low is cleor to students. Theores do not
become lcws over fime.

occur?

Bockground:

A mojor saurce of sulfur, especially in the

Where do nonmetallic minerals

What nonmetallic minerals are
found in high-temperature vein
eposits?

GUIDED READING

Theories and Laws

sevcral theones to cxpmn how different -birds find thcnr way
when they travel. One theory is that they use the earth’s magnetic
field. Another is that they use the sun as a guide. Birds that travel
long dnstances may be guxdcd by thc locauon of thc

by many peoplc The followmg is a law. When a hot object is
placed in a cold area, the object always becomes cooler while the
surroundings become warmer. Scientists have developed theorics
of heat transfer to explain why this occurs.

Theories and laws can be changed. If new observations show
theory or law to be wrong, it is changed or discarded. For exam-
ple, at one time there was a scientific law that stated, *‘Matter can
neither be created nor destroyed.” New observations have shown
this statement is not correct. Under certain conditions, mattef
changes to energy. The law was changed to account for the new

observations.

23:4 Nonmetallic Deposits

Nonmetallic deposits are useful products from Earth’s crust
that contain no metals. Some of these ores are rocks, others
are minerals. Many of the nonmetallic materials are mined
and used without much processing. At least 35 nonmetallic
materials are necessary to industry. ¢

"Nonmetallic minerals may 6ccur i vein, contact metamor- .
“phic, igneous, or. sedimentary ore_deposits.; Nonmetallic~
minerals such as travertine (CaCO,) may become concen-
trated by circulat'ag groundwater. Graphite and talc are
nonmetallic minerals associated with metamorphic deposits.
Common uses for graphite are as pencil “lcad” and as
industrial lubricants. Talcis used in powders and face creams,
and in dinnerware.

‘Nonmetallic Righ-temperature vein minerals 1 include
quartz, m&" and fluorite.; However, depending on the
composition of the deposit, quartz and fluorite can be mined
as ore, or disposed of ds gangue. Quartz crystals are used in
optics and in radio and telephorie operations. Fluorite is used

coastol sediments of Texas and Lowsions,  in making prisms and in toothpastes.
is n the caprack of sot dome struchures Sulfur is a nonmetallic mineral deposit associated with

These structures produce obout 4 milhon

tons of sulfur onnually.

What nonmetalic moterials cre
ssed by the construction industry?

volcanic eruptions in Japan and Mexico, with certain
sulfur-reducing bacteria in Sicily, and with caprocks of salt
domes along the Gulf Coast of the United States. Sulfur is
used in fertilizers, pigments, explosives, and insecticides.
Other nnnmetallic deposxts include sandstone, iaestone, -
) 9fma-.cnmsareusedmbuildmgand,

ns-: of mietric, tons of sand,: gravel,
'zré ufed the constriction industry. ;

Sand, gravel, and limestone are used to make concrete and

cement. Sand also is used to make glass and computer parts.
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28  Views of Earth

AGURE 2-8. Lotitude and longi-
fude are used to locote points on
Eorth. Point P is located ot 75°
west longiude ond 50° north
latitude.

Sachground:
The longiude of Cairo 1 opprommately
32 et longiude.

& Tokyo, Jopon 38°N, 140'E
49N, 2°E
omero, Bront: 22°S, 43'W
will vory depending on th
uved. Most commonly, glof
v-lnho\vlu'mdoimoo:hl&w
longriude Enes sach 15°.

-
Tig

Toachng Suggestion:

Demomirate ws concepl uung a bnght
Sght and a rotatng globe Point out that
noon, medmght, 6 pm_ ond 6 o m remaorn
sohonary with 10 the wn, whie
pomors on Eorth's srface rotate toward

o away [rom a 1pechic sme

G G U G A an O &N o Eh B AN U BB e e
4

Greenwich, England, and represents 0° longitude. The east
and west longitude lines meet at the 180° meridian, the
International Date Line. The Internatior.al Date Line is
directly opposite Greenwich on the other side of Earth.
Points west of the prime meridian have west longituae. Points
east of the prime mendian have east longitude. Warsaw,
Poland, has a longitude of about 20° east. What is the
tongitude of Cairo, Egypt?

As you have seen, lautude and longitude lines form a gric
system that can be used to locate places on Larth’s surface.

Now, using latitude and longitu:Je, identify your approximate
locatj arth's surfact. ’——’JJ_J\
Making Sure " .

6. Identify the locations of these three citieson a globe using
latitude and longstude: Tokyo, Japan; Paris, France; Rio
de Janeiro, Bragi.

/
7. On a globe, how.many degrees does each line of latitude /’
epresent? Each meridian of longnudei—’—//

———

2:4 Earth Time

The time of day or mght at any pont on Earth's surface
depends on the relatonship of the longitude position of that
pomt to the position of the sun. You know that Earth’s

of sectio®

\ gurface is divided by lines representing latitude and
jongitude.’ Circles of longitude divide Earth into 24 units,

uait being 15° wide (15° X 24 = 360%). For each 15° of &

gitude, ther is a one-hour difference in time from the
cevious meriduan. At the 180° meidian, or International
Date Line, one day is skipped going west across the line, and
one day is added going east actoss the line. Can you tell why?
Assume that you leave the prime meridian at midnight May 2
flying west at 1600 kifometers per hour. If you fly along a
latiude line where Earth’s ~ircumference measuses 38 400
kilometers, how many hou: il it take you to return to your
starting point? On what date and at what time will you arrive?

se Figure 2-9 to answer the following questions.
8. If it is 9:00 Am in Florida, what time is it in Utah?
9. Ifitis 8:07» » on Monday in Minneapolis, what time and
day is it in London, England?

2:4 Earth Time
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How wide 15 eoch ime zone?

Enrichment:

1t will toks 24 hours to complete the inp.
You wil omve of mdmght on May 3,
ossumung you sk ommnmw

the internatonal Date




USING A VARIETY OF SOURCES

: e
' ovide @ “ect‘o::.,::):PG
SKILL ) magszine s of sw-
. MAP Jopedias and other sources, help Have gmall gr:;‘:n 4 stories ot
C ar [£3
Using eneYs. ate ollproucing areas Of : dents 5 i
the students other ¢ ptio
world map (for exa™P liges i
Mt.st H.e\en ' i* es“HaVe
8,
Distribute newspaper articles Cﬂ“;‘;::s noto O
CURR about two or three communt- sty
' Eny &y ty issues and assign 8 group
A, The ene, E’Vrs »f students to study each Cur.,
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Carl Sandburg was a famous poct who lived in
Chicago. He wrote a poet . about his city. Here is &
the beginning of his poem. Sce how many v
¢ beginning of his pocm. Sec how many names (09‘“‘\‘0(‘“
Carl Sandburg gave his aty: - e oovoe«\
ov\s\“vo(ds
o0° ce
S0 e

: 2 Hog Butcher for the World,
ﬂ’; ¥ Tool maker, Stacker of Wheat,

N Player with Railroads and the Nation’s
i Freight Handler;
Stormy, husky, brawhng,
Citv of the Big Shoulders

v‘.

— Car} Sandburg




CHAPTER 2

CONCRETE TO ABSTRACT

VIEWS OF EARTH

aer @ eeeaaw .
‘ - e | amm—- - .- —_—— .

introducing the Chapter: Before beginning Section 2:1 ollow students o few minutes
to sketch 0 map of their neighborhoods on o sheet of paper. When maps ore
completed have students excﬂonge their maps with other class members. Permit
students fo compare ond conrast of least three or four maps. After exomining the
maps, students should reclize the need for o uniform systam of representing features of
Eorth's surface. This exercise should olso leod students o undenstand the imporionce
of observing occurately in order fo communicate information. Before eorth scienhsts
con communica’e ideos nbout the world effectively, they must be oble to view the
world occurotely.

2:1 Viewpoints

Images like the one shown on page 22 are giving us a new
perspective on Earth. This image was taken by the Landsat
satellite from an altitude of 917 kilometers above the San
Francisco Bay area. Information received from sateilites
enables earth scientists to identify and study Earth’s
resources from space.

Figure 2-1 is a location map showing several features that
can be identified in the San Francisco Bay area Landsat
image. Landsat’s sensors produce images using visible light
and heat. Therefore, many surface features appear in unusual
colors that scientists use to identify populated areas,
cropland, forests, deserts, and many other features. Use
Figure 2-1 to help vou locate the following features on the
Landsat image. Deep water (A) appears black or dark blue.
Shallow water (B) is light blue. Most vegetation (C) appears
red or pink, and the red checkerboard area (D) indicates
farmland. Gray or blue-gray areas (E) are towns and cities.
Areas with little vegetation (F) may appear as a light blue or
tan. Figure 2-2 is a much closer view of one area shown in the
Landsat image. Can vou locate any features in this
photograph that are also found in the Landsat image?
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GOALS:

1. You will learn how scien-
tists use models.

2. Youwilllearnto recognize
some features on a topo-
grophic map.

FIGURE 2-1. Outline mop of the

Son Francisco Boy orea.

R
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ifeasuremeiits include & unit Of measure and & pumber
ptifying how many of the units are present. For example, if
someone asked you how much sleep you got last night, you
would use both a unit and a number to reply. If you said that

you slept eight hours, the unit of measure is hours, and eightis -

the number of these units. When making measurements, you
must select a system of units to identify the measurements.
One such system of units is the International System, or SI.

Sl s used by most people of the world and all scientists. Itis
based on a decimal system similar to the money system of the
United States. Thus, the units are based on ten and multiples
of ten. The system was used first in France about 1790. Now
Sl is the standard system of measurement used in interna-
tional trade.

You have seen many examples of SI units of measure. A
milk carton gives the volume in milliliters. A bread loaf
wrapper lists mass in grams. Some highway signs give
distances in kilometers. The speedometers of most cars also
give the speed in kilometers per hour. Can you think of other

What two components compose a
measurement?

SI measurements?

64 Lows of Motion

FIGURE 3-18. When the ball is
kicked, the force of the ball on the
foot and the foot on the ball are
equal.

FIGURE 3-19. The forward force
of the air on the wall of the bal-
loon pushes it forward.

Case I

When you Kick a ball, there is a pair of action-reaction forces
between your foot and the ball. Consider the accclerations given
to each object. According to Newton's second law, acceieration
equals force divided by mass. The backward acceleration pro-
duced by the force of the ball on your foot and body will be tiny,
and your body will hardly. move. However, the ball’s mass is
small. The forward force produced bv vour foot will give a large
acceleration to the ball.

Case II
A student inflates a tov balloon. The balloon is released and

flies through the air. What makes the balloon move? Air is pushed
out of the neck of the valloon by an action force. This force 1s
produced by the contraction of the stretched balloon. The action
force 1s accompanied by the reaction force of the enclosed arr
nushing on the inside of the balloon. The reaction force pushing
forward on the wall opposite the neck of the balloon i greater
than the backward force against the opening of the neck (Figure
3-19). This net forward force causes the balioon to fly forward.

Case III
Think about shooting a spring-loaded dart gun. When the gun

is fired. the squeezed spring pushes forward on the dart and back
on_the gun. There are two action-reaction pairs of forces
involved. One pair is the spring-dart and dart-spring pair. The
other is the spring-gun and gun-spring pair. Each of these pairs is
equal but opposite. The dart flies because the spring produces 8
forward force on it greater than air resistance. You move very
little because your inertia is greater than the force exerted on you
by the spring.
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COMPARING MAPS Similar orientation

I ]'ﬁrough a process called remote sensing, scientists use satellites to
observe Earth’s surface. Some satellite images, such as the one

I below, are used to make maps showing land usage. What produced the
unusual colors on this image? How would such a map be used? When
you think of a map, you probably think of a road map. What are some
l other types of maps? How are they used to study Earth?

-l




COMPARE-CONTRAST

Ask: Are any ol these communities like
yours? Which one? How Is it like yours? How

aminist? ab) isit different? How are the others different?"
0 SUGGESTED ACTIVITIES
U@s

¢ ;‘00 1. Ask: How are the communities around the
S world similar? Have students offer as
many suggestions as possible. Write

these on chart paper. After about half the
communities in the book have been
studied, somewhere near the m.ddie of

the school year, bring out the original sug-
gestions listed. Have the students add to

CAUTION: HCl and NaOH can cause burns; handle
with care. Wash spills with plenty of water. Wear safety
goggles and an apron. Carry out in a well-ventilated

area.

0 ;‘
S,
Cus sy
On
s

1. With tongs. hold one sample of each fabric over

the burner flame. Observe what happens. Re-
move sample from flame. Record which sam-
ples continue to burn. Estimate the time it takes
for each sample to burn completely. CAUTION:
Re careful when using an open flame.

. Putasecond < <mple of each fabric in a test tube

containing 5 mL of dilute hydrochloric acid.
Wait 5 minutes. Record your observations.

. Put a third sample of each fabric in a test tube

containing 5 mL of sodium hydroxide solution.
Wait 5 minutes. Record your observations.

. Gently heat the test tubes from Step 3 in a hot

the list. Keep the ch
near the end of the :
the class add to ti
students shouid |
generalizations abs
around the world ai
mention key con(
each of the uni
everywhere must

needs; communitie:
ment; communities
for their members

botrmt” o4 1

Using a map of your own state, point out
the boundaries that separate it from other
states. indicate both natural boundaries and
those created by people. Study the bound-
aries of other states to see which are natural
and which were created. Point out that the
boundai.es of the original thirteen colonies
are generaily irregular, following visible
natural geographic features. The boundaries
of states such as Colorado, Utah, Arizona,
and idaho, which became part of the United
States in the late 19th and early 20th cen-

turies, were drawn by the federal government
and are generally visible only as straight lines
drawn on a map.

water bath. Record any changes that you
observe.

O
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0,
s

Procedure

Part A. Vibrations

1. Hold a ruler on your tabletop so it hangs over the edge. Hold the
end of the ruler tightly on the tabletop.

2. Snap the free end of the ruler ailowing it to vibrate. Vary the: lergth
of the free end of the ruler to create vibrations of different freque:-
cies. Note the changes in pitch and the approximate number of
vibrations of the ruler. Record your observations.

?art B. Pitch of Sounds

1. Obtain 4 rubber bands of equal length. Each rubber band should
be a different thickness. Stretch the rubber bands around a box as
shown in Figure 44-2.

2. Pluck each cubber band and note the pitch. Record your observa-
tions about variations in pitch.

3. Hold a rubber band tightly in the middle. Pluck the rubber band
on cither side of the position you are holding. Change your hold-
ing position to increase and decrease the length of the vibrating
rubber band. Record your observations about length of the vibrat-
ing rubber band and pitch.

FIGURE 44-2.

You may demontrate variation” in
pitch in a similor way with o guitar
or violin.

~
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lrouble lellmg what is a fact
.;'l' and what Is an opinion. A
) *lacl is somelhing that-has "
“really happened. It is true.
;. .. -Books such &s encyclope- ;
. . dias can ‘help you with_’
.+ . facts, Look at the plcture -
b \". above. One fact is: There
““are nine people on a base-
ball leam o
r - An op'nion‘(\a' pln-yan\)
T ‘7' is what somebody thinks or
belleves about something.
, Many times people feel so
strongly about an opinion,
they can make it sound like
a fact. An opinion,can an-

One,. opmlon is:
ba§eball is thé" mosl
|ng gaine to walch

.
..s )
\-

‘Do it Yeriorself

whether it 1s stating a fact or an onlnlon..
United States.

i sources. . o

3. Gasoline is a product made from oil.,
1 4. Itis more fun to live in an apartm.ent than

Preparation in a house.

Distinguishing fact from opinion is_tre-
quently hard to do. People are often quick to

' " '7‘& g ?\ J‘ n«\ .. N
F 'j‘:' .l SRR R ; F-ci and Oplnlon;‘\.
f “*1,01 ﬁ;’ﬂ}ﬁ;&}.& !N- - ,-.'.,x,.\,.n. .“_n. L M
J etimes ;" péople ;have . swer.questioris™ sdc ﬁ‘.m

" what do -you. think or. feel’)
-Look at the picture agaln;{;'
l: 'lhil'i

1. Houslon is the fifth largest city in the . {:\

2. Oil is tha most valuable of all natural re- .‘

et

form oplnions about some person, place, or
event. Sometimes these opinions are based
more on what others say than on the facts.
Ask the students to think of situations when
they and their friends reached hasty opin-
ions. For example, they might decide that a
child was a poor athlete because of his or her
small size, when in fact the child was a very
good athlete.

Using commorplave events that occur in
lhe school, make a variely of statements and

e the students classify each as fact or fic-
]-E KC n, giving reasons for their classification.

wll Toxt Provided by ERIC

Rreparation

Before the chlidren read An Indian Legend,
you may want to tell them a story that they
already know. Some description of a famillar
scene or event wlll be appropriate. As you tell
the story, however, Introduce some obvious
exaggerations or mistatements. Tha children
wili also be learning to distingulsh fact from
fiction.

After reading the legend, some children
may suggest that water from a single raln
would not be enough to cover a high moun-

taw~, nor Is there any sclentific evidence that

people can turn to stone.

SKILL PAGE

A legend (\'le}-and\) is a
story that has come down

from earlier times. It is

often based on something
that really happened. But
as the story is retold, some
things that did not really
happen may be added.

Thus story 18 a legend told
by the indians of the Salt
River Valley.

Long ago, black clouds
filled the sky above the Sait
River Valley. Lightning
flashed anda thunder roared.

The people watched with
growing fear.

“Some great aisasier is
coming,” cried their leader.
“We must flee to Crookec
Mountain!*

Just as the peopls

Do It Yourself

An Indian Legerd ;. =i *

reached. .the
down.

escape the rising water.

Finally the people reach- \

ed the top. They called on
their leader to use magic to
save them from drowning..
He saw there was 1ust one’
way.

RISG (o) mlghty warer ‘_:
llwe" l-

rise,”” he shouted.

turn to stone.,” %' . .
Everyone ‘did “turn :to’

stone They Lecame part of

* mbuntain; :m.,
heavy rain began to beat'
Water rcse ‘below
their fest. They climbed to .

Crooked Mountain. . -+ .
Today, Crooked: Moun-+ -

tain is called Superstition
Mountain.
say that you can still see the
people carved in it..

bl 2 KA

See if you can find a legend about your
community. Which parts tell things that are
true about the community? Which things did
not really happen?

79
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MISCONCEPTIONS
Consumer Concerns: Objectives Tesching Suggestions
Buyer Beware (p 203) Students will learn: List a few products on the
Suggested Teaching Time e to read a label. board, such as dry cereal, hot
1 day e what tha Feir Packaging dogs fink, Shirt, sweat-

or each one, ask stu-
ents what manufacturers
might claim about the prod-

e how to determine the main
ingredient in a package

l and Labeling Act requires.

from the labtel.

CONSUMER CQONCERNS

BUYER BEWARE

In carly communities, when
people traded or bought goods,
there were no guarantees of quality.
Today things are different.

The next time you’re getting
ready for school take a look in the
collar of your shirt or sweater. Do

RN ' G U R
wic shirt or sweater 1s made of 2 You
should. That’s the law!

According to the Fair Packaging
and Labeling Act, tacre must be a
label on all the food and clothing

we buy. The label must be printed

so people can read it. It must be
placed where pecple can find it
casily. It must tell what is in the
product.

The law ale9 says that labels must
provide honest information about
the product. For example, the true
size and weight of the product must
be marked on the package.

The law also says that the labels
of some food products must contain
a list of ingredients, or what the
product is made of. The ingredients

must be listed s der of the
rfount contained in the product,

Look at the list of ingredients
below. They appear on the side of a
breakfast cereal box. The cereal is
" called a “wheat” cereal. So vou

.lk!ll!m WBAI WHEAT GO&N SVRUP
SALT C‘IM‘EL GOLORING SODIUM ACETATE
SOOIUM ASCORBATE (C). VIAMIN A PALMITATE.
KIACINAMIOE. IEOUCEDlRON LECITHIN.
MWOIINE HVOROONLOR&DE( ). RIBOFLAVIN

HYDROCHLORIOE (B,). FOLIC ACID
VEANN o,

mmmmmmms
Serving Sax: 1 ounce (sbout 1
&mmn@nm#ﬂ ol

10 plus % cup
PEPPOPt  wit DMk
190

nBy

KENBS
RLRRE

would expect wheat to be the first

\grcdjcnt on the list, right?

~ Wrong. Sugar is the first <<
ingredient. That means that this
cercal has more sugar than wheat
in it.

Check the ingredient lists on the
products you buy the next tine you
visii your grocery store.

203

uct if they could say anything
they wanted to. (Enjoy the hu-
morous comments tco.) Help
students realize that the
claims might range from the
misleading {"Never wrin-
kles!’ “Sweetest and tasti-
est!”) to the inaccurate and
untruthful (inaccurate weight
on a package; claim that an
item is made of all natural

think it was necessary to
pass the Fair Packaging and
Labeling Act? What problems
do you think buyers had be-
fore the Act existed? How
would you know what was in
a can o~ package if you could
not believe its label?

Review with students the
requirements for all la-

bels. Then have them look at
the labels of their coats,
sweaters, shirts, or any ac-
cessible article of clothing.
Do their labels comply with
the Fair Packaging ai.d Label-
ing Act? Could their iabels
have been easier to read or
better placed? Students may
observe that many clothing
labels include also instruc-
tions for laundering.

Bring to class (or have stu-
dents bring) a collection of
food boxes and cans. Have
small groups of students
read the labels and report on
each product. They should
tell the product name and the
main ingredients as shown
on the label. In each case
ask: Does the name r=flect
the most common ingiedi-
ent? If not, what should this
product be called?

A




INFERENCE

What problem do these
¥ children have in geitng

Development

You may want students to read the case
study aloud, assigning them the appropriate
lires for the different members of the Charles
family. Encourage the class to read with ex-
pression.

' After reading, ask: Why was Eric so ex-

-4

cited? (Because so many friends and rela-
tives were coming for dinner) What specia/
food did cousin Ann bring? (clam chowder)
Was it cold in Plymo ith that day? (Yes) How
do you know? {(Because they builta fire in the
fireplace) Was the Charles family's food
similar to or ditterent from the Pilgrims'?
(simllar)y What was Grandma Charles
thanktul for? (A wonderful, healthy famlly)
Have students compare their guesses
about the Charles family's Thanksgiving with
the actual description in the text. SC.“S

P ST R R B R U LA I T T

-Motivation

Tell the students to iook down at their shoes.
Ask: What kind of shoes are you wearing? What
do your shoes teli you about how you have
adapted to your environiment? (Let the children

speculate about the function of their shoes. For Using Wood for Shoes

exampla, chiidren wearing tennis-type shc~s

might say that their shoes help them run fast; In many parts of the Netherlands, the land

children wearing thick-soied shoes might men- i3 wet. For a 1ong time, the Dutch made

tion comfort or protec.ion.) Have the children

discuss other clothing they have on that shows their shoes of wood. The thick wooden

how they have adapted to their environment. shoes kept out the water. In winter, the

(Hats, shirts, and pants, for example, give pro- . .

tection from the sun, rain, or extreme Dutch put straw into their wooden shoes.

temperature..) The straw helped keep their feet warm.
How do wooden shoes show that the

' Q _ Dutch adapted to their environment?
ERIC

1535
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Aruitoxt provided by Eic:

The President sees that o
laws are foliowed.

ORGANIZING INFORMATION

A Three-Part Government

The Constituticn writers decided to divide the
government into three parts. One part was a special
group called Congress. The people from each state
would choose representatives to form the Congress. b
Congress would make the laws.

The Constitution writers also decided that our
country needed a leader. That leader would be the
President, chosen indirectly by people from all the
states. The President would see that the laws were
followed.

The third part of our government is made up of
courts and judges. Some judges would be chosen by
the President. Others would be clected. They would
setde arguments about what the laws mean.

The Constitution writers divided the government
into these three parts so that one part would not
become too strong. They hoped that if one part of
the government got too strong, the other parts
would check, or limit, its power.

)
o,
Ya)

CWECKS AND BALANCES
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)1V Bacterla 3

green algae (al'jé) to grow.
Substances such as carbon dioxide
(kirban di ~k'sid), nitrates
(ri'trits), and phosphates (fos'fats)
also must be in the water for algac
to be able to grow.

+ be found in a freshwater lake or

pond. They depend on cach other

for food. Here's how it happens
Sunsh ¢ helps water plants Iike

Very uny water animals eat the
algac. Small fish, insects, and other
small animals cat the tiny animals.
Larger fish and animals then cat
the smaller ones.

Bacteria also live in the lake. They

FRICSS™

Aruitoxt provided by Eic:

w..:%»__g.,g, Notg T

“H T Carbon Dioxide 1 T
Nitrates

S

24
!

N

help keep the lake clean When
other living things die, bacteria
change them back into mitrates,
phosphates, and carben dioxide
These help algace to grow, and the
chain of bife in the lake goes on




As & challenging activity,
high-potential students
might be asked to draw a dis-
gram, showing things that
surround their community, If
theirs is an urban communi-
ty, they can expand to in-
~lude a nearby rura! and/or

”IZE “an area or other com-
muny. s inyourcity. lfitise
suburban ares, expand to in-
clude the city; snd if it is
rural, expand to include any
nearby urban areas. The fol-
lowing example might be put
on the board to help the stu-
dents get started.

How would
v for fts '

ofit?

care

room for a
horse in this
neighborhood

-\

I

ask Officer A you decide on a ¢
‘ Perez? smaller pet? \
\

| C omnXup'lty
(CityA)

Y i talhed tomy fanuiy J \ So I talked to sumc neighbors S0 I talked to Officer Percz J
Have students with special
learning needs fill in a chart
like the one below with la- p-ﬂ— e
beied pictures of different voters oloct city council

forms of communication and
transportation of the past,
present, and future.

€ &0

lPast | Presenq Future

Corm ||

lrans ! ‘ i

\]

develop a chart show-

HE B 2 A B I D B 4 B B B B D B BN BN =

ing the government organiza- D7 nuns the chty through the oty
tion of the executive branch service departments and makes
of your community govern- sure laws passed by the council
ment. An example would be: ’ e out
2
B o D
‘ STOP

The mayor-coundil plan representative

on the left and the governments. Can you

council-manager plan on see advantages of onc

the right are both plan over the other?
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Lesson2 (pp 18-20)
Suggested Teaching Time
1 day

/Knowledge Objectives
Students will learn;

vary. '
I o that the size of 8 communi-
ty affects its nature.

e that towns or villages are
small in gize and populs-
tion and are often in rural
areas,

e that cities are large in size

' and population and have
great diversity of people
and opportunities.

e that suburbs are communi-

l ties near a city that depend
on the city.

e that a city and its suburbs
together are known as an
urban grea.

der peTrT how to:
o list characteristics of
towns, cities, suburbs, and

I Skill Objectives

urban areas.
o identify their community
as a town, city, or suburb
{and name the urban area

2t . _'Ir—x\‘

Vocabulary
town

I village
rural srea
city
suburb
urban area

~_ Preliminary Activity

' Display pictures of different
types of communities (rural,
urban, suburban). Ask stu-
dents for words that describe

l each picture, and list their
contributions. Explain that
different kinds of communi-
ties look and feel different.
Later you can post each pic-
ture with the students’ de-
scriptive words and the cor-

' rect label—city, town,
suburb.

Developing the Lesson
Have students read the les-
son to find out about

(page 20) and identify the
city and name the suburbs.

0
'?6‘4472

different-slred communities. On the chalkboard or on L/ 4 4’/‘0
Discuss the photographs and  heavy paper or oak tag, pre- '9/1/4
the aspects of rural and pare a chart as shown at 7, lg,/
urban life they show. Have right. ’ ’
students look at the map
TOWN ciTY RURAL AREA | URBAN AREA
small large -crowdled | country includes city
in the country  tall bui/dings ;::msc and subur'bs/
eople come | many things &3 many people
I I & _5' op B W 9 dasert
services~ bank few people

This small town 1s in a
rural arca. Can vou find a
bamn and cows caung
grass?

15¢

Ask students what they know
about towns from the text,
and fill in their statements on
the chart. Do the same for
rural area, city, and urban
area.

Ask: What kind of communi-
ty do we live in? How do you
know? Have them check their
description of the community
with the appropriate list. If
the community is a8 suburb in
anh urban area, have them
name both the suburb and
the city.

Additional Activities

As an activity for the whole
class, have students classify
the other communities théy
named ‘n the unit introduc-
tion as town, city, or suburb.

Ask: What in your communi-
ty is special to you? Have in-

.terested students write a few

sentences or a short poem
telling what in their commu-
nity is speci (0 them. These
may be added to the commu-
nity display.
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310  Chonges in Rocks

Humus with
soluble
material
removed (A)

. Precipitated

2.~ giron and

Humus with
soluble
material
precipitated

Precipitated
calcium

Weathered
bedrock {C)

v Sandstone,
> shale, and

limestone

b

carbonate (B)

Thin or absent
4 humus (A)

‘a &:"i' Limonite and
(K other insoluble
28l materials (B)
iron-rich clays
and weathered
bedrock (C)

2 Basaltic
o igneous
rock

FIGURE 15-5. The soil profile is
different for soils developed in
humid (), orid (b), ond tropical
regions (c), ond depends on the
type of bedrock present ond
omount of roinfall.

FIGURE 23-4. Copper may be
concentrated by groundwater
info o sedimentory ore deposit.
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e of w thering ,
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Country  Imports Exports Dev. or Ind. Have students use different-
Japan oil manufactured  Ind. colored stars or other sym-
food goods bols to indicate whether a
Nigera  manufactured | oil Dev. country is industrialized or
goods soybeans developing. They may aiso
l machines cotton Dev. use cutouts and drawings to
- food | bananas show products.
Q
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Aruitoxt provided by Eic:

Sea level

I ST RS

Deposition

b

Sea ‘evel Erosion

Deposition N Folding and unlift

FIGURE 20-2. Relationships
among rack layers become more
complex as tilted layers (a) and
folded layers {b) are eraded.

19:5 Igneaus Rock Structures 391

Volcanic neck
with radiating dikes

Caldera

Eroding
laccolith

/
Batholith

Pipe” -7 _
P Magma’chamber > Stock

FIGURE 19-12. Intrusive igneous
as a sill, but \he magma forms a thicker sheet that domes  rock structures harden below the
upward. Aninactive volcano may have magma solidifiedinits  surface. Extrusive structures are
pipe. This structure, called a volcanic neck, is resistant to  found on the surface.
erosion and may remain after the volcanic cone material has
been removed by erosion.
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' Table 23-1
. Types of Ores and Their Uses
l Type of deposit Ore Use
High-temperature vein galena (PbS) lead
deposits sphalerite {ZnS) zinc &
' cinnabar (Hg$) mercury | “’f'ts
chalcopyrite (CuFeS), copper
Igneous kimberiite diamond
bodies chromite (FeCr,O,} chromium
magnetite (Fe,C.) iron
pentiandite (Fe, Ni),S, nickel
' Contact corundum (Al,Q,) abrasive
metamorphic graphite (C) lubricant, pencil “lead”
gamet (varies) abrasive
magnetite (Fe,;O.) iron
Sedimentary gypsum (CaSO,-2H,0) plaster
' calcte (CalO;), limestone cement, building stone
bauxite (varies) aluminum
salt (NaCl) food preparation
clay (varies) brick, pottery
' sulfur IS) fertilizers, explosives
; sand and gravel construction ]
I Table 11-2
Crystal Systems
' System Axes of Ideal Length Example
name intersection shape of axes
' cubic or 90° all three axes
isomeinc equal
l two horizontal
axes equal
teragonal 90° third axis
l different
o) three horizontal
I 60° axes equal ¢ o 5t
- hexagonal o ann fourth axis .
Q0° <Lr_) different
l all three axes ;'3 )
I orthorhombic 90° unequal
90° .
monoclinic third axis different all three axes ’@v“
l from 90° unequal
l all 3 axes different all three axes o P
triclinic from 90° unequal Ll LR




l Social Studies Skills Worksheets

SKILL DEVELOPMENT
The Soclai Studies Skills Worksheets that follow focus on 15 key social studies skllls:

l » Finding iInformation in Reference Sources
+ Analyzing Pictures
« interpreting Charts and Graphs
' » Developing a Sense of Chronology
« Organizing ldeas in Writing
+» Analyzing information
' « Distinguishing Fact and Opinion
» Determining Cause and Effect
+ Detecting Stereotypes
« Seeing Others’' Point of View
' * Making inferences
» Drawing Conclusions
« Synthesizing information
l + Making Judgments
+ Problem Soiving

These master lessons can be used at any point duning the study of the text. The Special
History Skills, Skill Activities, and Critical Thinking Questions on the Chapter Review \(\e"(’
pages of Land of Promise provide ample opportunity for reviewing and reinforcing your ,&30
instruction of each of these skills. ')

A N\ .
Process Skills (\\\3"\ Recognizing and Using Spatial Relationships: Stu-

9cn’cnces

Focus on Physical Science provid'\<\‘i
l that help students both develop and apply critical
thinking process skills. These experiences are provid-
ed by the use of higher level divergent questions, lab-
l e ticnions, controlled e xperiments, and
" Studets e given the opportunity
to usc and apply the basic and complex process skills,
thus facilitating their advancement toward higher lev-
I els of cognitive thinking. Through integration of these
skills, students should develop the ability to refiect
and evaluate their approaches to a problem. Students
l able to think in terms of several solutions to 2 single
problem are not limited to concrete activities. Instead,
these students can formulate hypotheses as testable
l ideas in their minds and can demonstrate deductive
patterns of thouxht. Through integration of the impor-
tant cntical thinking process skills listed below, stu-
dents develop the ability to think logically and
l abstractly. The table that follows the hist indicates the
activities in Focus on Physical Science that empha-
' size vai’ 1s process skills

About Activities

Basic Process Skills

Observing: Students use one or more senses to
increase their perceptions 1n order to learn more
about objects and events.

Classifying: Swudents group objects or events based
on common properties and/or categonze based on
existing relationships among objects or events.

Inferring: Students propose m:erpretations, explana-
tions, and causes from observed events and collect-
ed data.

. Communicating: Students convey information ver-

bally, both in oral and written forms, and visually

through graphs, charts, pictures, and diagrems,

dents estimate the relative positions of moving and
nonmovinig objects to one another.

Measuring: Students identify and order length, area,
volume, mass, and temperature to describe and
quantify objects or events.

Predicting: Students proposc possiblc results or out-
comes of future events based on observations and
inferences drawn from previous events.

Using Numbers: Students transfer or apply ordgring,
counting, adding, subtracting, muluplying, and
dividing to quantify data where appropriate in
investigations or expenments

Complex Process Skills

Interpreting Data: Students explain the meaning of
information gathered in scientific situations.

Forming Hypotheses: Students make an assumption
in order to draw out and test its logical conse-
quences.

Separating and Controlling Variables: Students rec-
ognize the many factors that affect the outcome of
events, and understand the relationship of the fac-
tors to one another so that one factor (variable) can
be manipulated while the others are controlled.

Experimenting: Students test hypotheses or predic-
tions under conditions where variables are both
controlled and manipulated.

Formulating Models: Students construct mental, ver-
bal, or physical representations of ideas, objects, or
events. The models are then used to clarify expla-
nations or to demonstrate relationships.

Defining Operanonally: Students form a working def-
inition that is based upon actual experience in
which the student has participated.
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me Out for Map and
Heobe Review

op 20-30)

his specis| section gives
twdema an opportunity to
sview the msp snd globe
vills that they lasrned in 8sr-
ot books in the progrsm. it

is locsted nesr ths beginning 1. What Can Msps snd
of the book 80 thst the stu- Globes Do?
dents can reviev, thess skills 2 Whst bo Meps snd Globe+
befors sny new ones srs in. Show?
troduced. 3 Whers Is It}
4 Which Wey?
This raview section I8 urgsn- § How Fer?

lzed Intu six parts.

for Map and G.ol'¢ Review

1. Is there a dinosaur exlubnt on the

6. Whst Causes Dsy snd
Night?

Esch psrt concludes with
qusstions or sctivities thot
srs celled “ExMonng with
Msps  Thess qusstions help
studsnts prectice the partcu-
Isr map-resoing skilis pre-
sented.

Whst Csn Msps snd
Globes Do? (p 25)
Suggssted Tesching Time
1dey

Objsctives
Students wili learn how to*
¢ recognize that maps show

Whs?'Do Msps and
Globes Show?

(pp 26-27)

Suggested Tesching Tims
1dey

Objectives

Students wili lesrn how to:

s identity ths ssven conti-
nent 1 four ocesns.

s recogrize thet the globe
represents the round 8srth
ond shows lsnd snd wastsr.

8 recognize thet meps use
symbois to show resl
things.

8 use 8 map key to intarpret
symbols on 8 msp.

Tesching Suggsstions

You n.sy went to show how
ths continents snd ocesns
becoms slightly distorted ss
the globe is flsttened out to
mske world meps Do this
by cutting 8 besch bell into
gores snd fisttsning it This
will show thst 8 curved

surface csnnot be flsttened
without tesrning, stretching,
or crumpling perts of it.

T'IME OUT for Map and Globe Review ===

Antarcuca. Find the contnents and Havs students resd sbout ths

oceans on the map below. On
which continent do you live?

photo-msep comparison
shown on pags 27. Discuss
how ths photo snd the mep

What Can Maps and Globes Dol first floor of the muscum? . :e";”‘l’;:"';?:"'v’:'ocamn Begin by hsving students re- A speaial kind of map that is ;"" :"."'. 'mm“m sre
foi view their understandings round, hike Earth, 15 called a globe ifferant. Both she °
2. Is there a place to cat lunch in i places. about maps at*Mis r-_x_ On a globe, s usually bl asms view of 8 pisce. Ths
“What do you want 1o sce at the the muscun? Tesching Suggstions They might st & Jaxt 3 Blobe, water 1S UsaTy luc phato 'h‘f";'"""" 83 they
» ofther-n AN Lyont Land 1s shown 1n different co reslly srs; the msp uses sym-
museum?” asked Mr. U)Pa' Belore reading the text. have | 40 d Th 1 how th . bols to stend for real things.
“Space ships!” answered Glona, students teil of imes when X, \V".ay should note ¢ colors show the sizc 2

*Dinosaurs!” said Steven.

Mr. Lopez replied, “Let’s usc a

What Do Maps and Globes Show!?

they of their families har“g
u'ed maps and |[-c\'\ A

X e .18ps show where things

are snd heip us get to differ-
snt places.

States on a classroom

of cach counury. Find ¢+

Havs studsnts cOmpare ssch
itsm in the photo with the

map to find out where these s e SXepa, rond Look at page 27. The= . Point ot h 8P IOY
axhibits are.” Maps show Eanh. There are four maps, and maps of amuse- x:aag::::O:;:’:lﬁ;hl:\;"r:\'ap taken from overhead, loc snd sxplain that it shows
M.aps and globes show us where  oceans on Earth. the Adanuc, ment parks You might sug- on pags 26. Heve them 1den- on Earth. The drawing | what ths symbols on ths
R . gest that students bring the photo, you scc bu mep mesn.

things arc. They also show us how

to get to different places

Exploring with Maps. Usc the
map below to answer the quesuons.

Pacific, Arctic, and Indian oceans
There are s~ven continents. North
Amenca, South America, Europe,
Asia, Africa, Australia, and

fRic 163
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some of these msps to ¢ ass
for 8 bulletin-bosrd disriay

Have students reed the text
sloud ind snswer the gues-
tions orally Following the
reading, stress: (1) the n''n
shows where things are ")
pictures on th.2> map tel
sbout the exhibits: {3) '
title tells what the map
shows

Answars to Exploning v it
Msps

1 Yes, there 1s 8 dinos. Xe
hibit

2 Ves there s 8 lunchr

in the museum

tily North Americs 8s ths
continent on which they hive.
Ask students which continent
13 closest to North Americs.
(South Amencs) it 8 world
wsll msp 18 sveiisbie hsvs
one student go to the ~ali
map snvi point out the ssven
continents 8s 8nother stu-
dent nsmes them. Remind
students that continents srs
the iargest Isndmssses on
Earth and ocesns sre lsrge
bodies of ssit water.

Have students resd the sec-
ond psragreph on psge 26 It
possible, dispiay 8 classroom
globs Point out the bius
wster snd the land in vernous
colors on the giobe. Take
turns having individusi stu-
dents ocate ths United
Siates on the giobe Have
them slso name Csnada snd
Mexico as neighboring coun-
tries

26

Hsvs ons student read ths
titls of the msp (Compsring 8
Photo snd s Msp). Strass thet
students should siwsys look
forths msp titls to lesrn
whet 8 msp is sbout,

Working together ss 8 clsss,
snswer the first quastion in
“Exploring with Msps.” Then
havs Studsntg snswer the
second gqusstion snd trscs
the rosas on ths photo snd
on ths msp. Ask: Whet e/se /s
shown in the map key? (psrk-
ing lots) Whst symbol repre-
sents perking lots? (ths color
brown)

Aaswurs to Exploring with
'mMa

1. The coior red stands for s
building. The cglor grsen
stendy for gress snd trees.
2. The symbol for rosds 1 8
grsy color.

Reisted Mstsrisils

Hsve studsnts complete
#2-4 in the Dupiicsting Mss.
ters: Msp snd Giobe Skill Ac.
tivities.
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Chapter Preview 8,
O previewing a chapter is to e ( 7
try to see what yo.lwillbesl:dyiag.pln other ¢ FOCUS ON 7 fe*
words, you are trying to determine what you ' S ki" 5 t
“M‘:ld beAlumil.iz bgf:re yo: u‘:’tually beginto | 3. Look ——
y. A preview is like a band rehearsal or a chap int
hockey practice. Students who participate in Reac efmmg _New Word_s
music or sports must practice their skills in main _ Your {ex .k"i?deslgnet‘! to'help you get | Greek  ~ ST -
order to perfc rm to the bestof their abilities at chap information quickly and e.aslly. One way that | means FO C U S O N
“show time” or during a game. How does | 4. Quic the text providesinformationis to give youthe | means
previewing a chapter help you to perform thror Meaning3 of new ln('l important words. Two W9rd Sk-"
better? Sasically, the preview prepares you to tions Ways are used in this textbook to ive you with t His
think effectively ahout the pew material. Just 1o be definitions—boldface terms and section titles. Afti Cl of »
as an athlete warms-up his or her muscles main _ Thereare several strategies for learning the | defini OSSIfY'ng
before a game, your brain needs to be | New Voc pea@g of an unknown word. This‘textbook to ch  You classily objects every day without think- Think of other ways tc classify these items.
“warmed-up” before you study. 1. Loob S des}gned so that you can determine word glossa ing. How do you argamze the clothes in your | What about shape? You may choose to classify
You will be using three techniques for your chap MeaRings from clues given within the context | Defin dresser? You nay put ali the socks in one drawer, | the equipment by the type of sport for which it is
chapter preview. The €irst is to determine the How ‘hat surrounds the vyord. The most obvious | to the and underwear may go in another. Sweaters may | used. You will have six groups in this classifica-
scope and organization of the information in worc Words are those printed in boldface type. | Dictic be in the largest drawer. Putting similar objects | uon sysiem.
the chapter. Secondly, youwill be focusingon | 2. Usin Boldface terms are those that are beuwng qun together 15 known as classification. Chapler-6 discusses the classification of the
key words. Finaily, you must determine the dete introduced and define¢ (or the first time. | of its ) Classifying is an important process for scien- | elements Jsing Tables 6-2 and 6—§ and Section
purpose of the chapter. bolc These words are defined in the sentence in | defin: tists. It helps them to organize informanon. Clas- § 69, classify the foliuwing elements into two cs-
which they arc first used, or in the paragraph carefi sificauion systcms also enable them to compare | egones Label each category.
Scope and Organizatioa Purpose  in which they are introduced. Sometimes. a | the @ and contrast properties of various groups. For hydrogen 1on u
1. Look at the chapter title. Think of sevcral 1. Dev key to pronouncing the word is given as well. | A example, scientists classify elements as metals, alununum oxygen bromine
questions you have about Earth and the chap  Look at the second paragraph in Section 1:2 | signal nonmetals, and metalloids. Table 6-2, The Peri- siiver fluonne mercury
moon that may be answered. secti  on page 9. Find the meaning of the boldf“ce | identi odic Table, illustrates this classification system gold copper helium
2. Look at the section titles. These titles are ing ! term astronomy. Note where the definiti 115 | conta  Once classified, the chemical elements are easier | Can these elements be classified in any other
the authors’ outline and show how the Eart found. Oftenaverbsignals the definition or | exam 1o study. ways?
information is divided into subjects. The toth example, Section 1:2 contains the follo\ .1g | page How do scienusts determine the categories for Using the periodic table (Table 6-2) classify
following list shows the type of informa- you information: grapt  classification? They begin by idenufyin, a com- | the following elements inte -ategones.
u:on l}m follows the first three section 2 ﬁ:"; “Astronomy is the study of cosmic ob_ - ts, :;am‘ mon P'Dpﬂ:‘" For instance the size, Sh'pei col- plutonium nobelium xenon
titles in Chapter 4. Aftet reading this list, or objects in the universe beyond Eo s en o, use, behavior, or composition of the iems magnesium zirconium cunum
write a statement about the information 9 atmosphere.” sectic - may te studied. radm neon krypton
that follows the remaining section titlcs. The: main  Look at the sports equipment pictured. How | Since people first began to observe their world,
a. (Section 4:1) Reai motion helped the ;. Notice that verbs such as is, are, mear, 'vd | yous could youclassify this equipment? There are sev- | they -ategonzed nems Rerall that scienusts usé
scientists realize Earth's position ta Asyo, mearts often are used to signal the defin* »u. | you  eral possibiues. You might classify them by | standards of measurement. I the same waJ,
the universe. matenals  All boldface terms uscd ineach chapt r ¢ | locat use. A baseball bat, a ternis racquet, and a golf | development of standard classih=ation system®
b. (Section 4:2) Gravity and mnerua | hension hsied in Vocabulary atthe enc of the ch ) A club are all used 10 hit a hall. The balls would | such as the penodic table enables scientists ]
cause the planets to move and follaw | improve Use com. 1t clues to define the words impo form 2..uics category. over the world 1o communicate with each ot
specific paths. your bya vocabulary list for Chaper 1. at th
You also can use word analysis s: y | your
24 Jleternune the meaning of words. Yo tion 7
have leamed in your English or - | Thes [ .. !
language class that words are compc thatt ¢ 7 /
roots, suffixes, and prefixes, Thesc one 1 -4
“building blocks” often are dervec  » t | thes
185
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CHAPTER SKILLS AND ACTIVITIES

fpecial History Skills:

Comparing Sources of Information

Today we have many more sources of information
about political affairs than the colenists had.

(1) Make a list of all such sources of information
you can thin’ of that are available to us today.

CHAPTER SKILLS AND ACTIVITIES

fpecial History Skills:
JReading Newspapers

The Constitution has undergone many changes
and reinterpretations over the years. This ongoing
process is apparent in the news of the day.

News articles usually follow a basic plan. Look

2) Divide vhem into two gmups—th»ﬁR 'SK‘ILLS AND ACTIVITIES“me' This gives you a clue about

were also available to the coll8

f the r /s story. The first para-

which were not.

(3) Star those sources that you
important for an informed ci
Cuss your choices with your cla

History Skills:
ting Political Cartoons
Nast was one of America’s most famous r the questions: wh>? what?

,

CHAPTER SKILLS ANI
_

ial History Skills:

ing with Ch
Charts can help you learn in
ond communicate it clearly. Fo
¢he chart on page 23. Note
answer the following questio:
the spanich explorers’ goals? (3
sccomplished their goals? (3 N
failed to d so?

Now make a chart that su
mation in ‘his chapter about 3 R
stenict ern 10 1500 Frst dec, o dpgomy “SeiN
want to show. List these as hea} A Y
paper. See the examples belo -3;; W
chart. You may not be able to fi
for every region or tribe men
Charts should always have titfg
ttle for your chart. Suggested
#r<ION TRIBES ORGANIZATIO:

questions:

the Thumb,” by Thomas Nast, 1871

) Whose thumb is in the cart

7s article usually gives the most
-agraphs at the end contain the
nformation. A typical news arti-

cartoonists. His cartoons in Harper's n?

against Boss Tweed, such as the one of newspaper article is the fea-
and on page 452, attracted wide-spread ries are more loosely constructed
stion and led to Tweed’s downfall.

sple, issues, and ideas. They do
basic rules that apply to news
1line may plant 2 question in your
in give you information. Impor-
appear at the end of the article.
- veek's newspapers. Photocopy a
feature story about one of the
that relate to the Constitution:
assed by Congress, (2) women's
ority rig. :) changes in the
stitution,” (5) use of the elastic

inderline what you think are the
aportant points. Then determine
news article or a feature story.
paragraph summarizing the art:«
expressing your opinion.

k at the cartoon and then answer the foliow-

CHAPTER SK LLS AND ACTIVITILS

CHAPTER SKILLS A’ bhe thumb sobig? (c) What is urwi‘] Bistors Skill:

( W
Special History Skills:
Summarizing Viewpoints

Americans in the 1960s were deeply divided over

the best solution to racial problems. Some favored
the status quo, some favored gradual change,
others favored nonviolent direct action, and still
others supported calls for black power. First,
write x paragraph explaining the economic and
social conditions blacks foced between 1960 and
1968. Second, write a paragraph that summariz-

es views supporting nonviolent direct action that

were commonly held during the period. Third,

write a paragraph that summarizes commonly

held views supporting black power. For para-
graphs2 and 3, include a discussion of the spokes-
men and women for the various points of view. To
do so, you will need to do library research. Final-
ly, write a paragraph expressing your views.

1

P

) What does “under the thumr
nite a paragraph summarizir
Nast meant to convey with thi

1 3
A dme line is a list of events It can help vou tell
when important events occurred and how close1n
ume they were to other events Ior example. a
tnief ame line of vour life micht look like this:

Rirth lststep  1stdav of school Now
[ i 1

You can tell from the tir-e line that vour first step
was closer to your birth than to your first day of
schcol.

Now draw a time line showing major events
between 1763 and 1776 that led to the American
Revolution. List at least ten events. Do events get
closer in time or further apart during the years
1763-1776? How might this affect attitudes in the
colonies and in England?




Additional Activities

ACTIVITIES GEARED TO SPECIAL NEEDS STUDENTS

interested students I
write stories about 8 cgmmu-

people
children helped out.

As an easy actlvity have stu-
dents make illustrations of
the danger that threatened
Fort Wayne, or of the people
working together to save the
city. These may be posted
with the news stories under
"Pegople Helping Jut.”

The disruption of 4 different
kind of upset of nature, the
blizzard of 1888, may be
shown to interested stu-
dents in:

Stevens, Carla. Anna, Grand-
pa, and the Big Storm.
New York: Houghton, Mif-
fiin, 1982.

Have students with special
lgarning needs draw a line
down the middle of a large
piece 0 coh‘s’fu‘aﬁ'b?;?er,
At ne st =elf O the left
s.de uiey are 1o draw @ pric-
ture of a community disaster
such as a flood, blizzard, tor-
nado, earthquake, mudslide.
or fire. The picture should
show people in danger orin
need of help. Turn the pic-
tures face down in a pile and
have each student pick one
picture. On the right side of
the picture they have picked,
they are t2 draw an "‘ending”
to the picture, showing peo-
pie in the community coming
to the rescue and helping
others.

An optional third step
could be to turn the piciures
face down agsain and have
students pick another picture.
This time they can sither
write, tape-record, or tell a
story to the group about the
picture.

Additiona) Activiti

~"Divide students with specie!
( learning needs into two

teams for charades.

= H prepare & set of
cards with the name of 8
service career on each card.
One person from the other

Additional Activities
ve eschstudent in the
jovestigate the
s of his or her
family. With the aid of a took
such as Who Do You Think
You Are? Digging for Family
Roots by S. Filton (Philadel-
phia: Westminster Press,
1976), assist students in the
researct process by suggest-
ing that they interview elder-
ly family members, search
family albums, write to rela-
tives in other countries, and
gather information about
countries, Cities, and towns
in which their families lived.

or students with speciyl
learning needs or for th
whole class, have studepts
ing to class artifacts, Arti-
cleso 3 fctures,
music, books, food samples,
or samples of the written lan-
guag. of their ancestry. Have
them share with the class the
item they brought and tell
something abcut their na-
tional origin, their customs,
or the story about their an-
cestors coming to America.

Immigration to the United

States presented both oppor-

tunities a roblems. Selec-

iori§ from the following .

books may help interested

students understand what i

as like to be a stranger i

th

part of acommunity:

Cohen, 8arbara. Gooseber-
ries to Oran-ec. New York:
Lothrop, Lee & Shepard.
1982.

Lim, Sing. West Cuast Chi-
nese Boy. Piattsburgh,
New York: Tundra, 1979.

Surat, Michele Maria. Ange/
Child, Dragon Child. Mil-
waukee, Wisc.: Raintree
Publishers, 1983.

team should pick a card from

7 a hat or 8 box and panto-

mime that occupation for his
or her teammates. The team-
mates have one minute to try
to guess the name of that
occupation, If the team
guesses corractly they get

1 v o~
‘\J

Additional Activities

Have the whole class grow
algae in a small aquarium.
Make sure they have lots of
sunlight and warm tempera-
tures. A daily record book
should be kept near the
aquarium. The progress of
the algae should be recorded
each day:

For students with speci
learning needs or for the
whole class divide stud
\ipto two teams. Take
giv! an ecologi-
cal problem to solve. Give
each team one minute to de-
cide on a solution to the
problem. If they come up
with an acceptable solution,
award them one point, The
team with the most points at
the end of the game is the
winpingteam;

k interested students tg do
avesearch report on what an
eco- mis a w this

system can be d. stroyed.
Students should draw their
own charts and diagrams
and present this v sual mate-
rial with their report to the
entire class.

mental issue:
by body of water that is be-
coming poliuted; or an
empty lot that is becoming a
trash heap; or a part of the
schoolyard that is @ mess?
After the class decides which
projec: to take on, help them
find out why the area has be-
come a protiem. Find out
wno OwWns the property in

cne point. The team with the
most points, when all of the
cards have been used and
everyone has had a turn, is
the winning team.




Mesting Needs: Students with hearing problems may
not hear the pop. Instr.ct them to feel the jerk or vi-
bration of the wood splint when the explosion occurs.

Meeting Needs: Many special students work better
independently if the activity directions are typed on
one page of paper. Use a large-type typewriter. A
peer with good penmanship may also print the -
rections on a large sheet of paper. Do not give ditto
copy to students with vision problems. The blue ink
is difficult for them to read. Make photocopies when-
ever possible.

Meeting Needs: Allow your special students to use a
commercial model kit of atoms to build the various
isomers. If they are able, allow them to draw the
isomers they have constructed. Provide help if
necessary.

Preparation Notes: The activity demonstrates elec-
tron transfer through the use of a paper and pencil
model.

Use as many examples as needed so that students
fully understand ionic bonding. Have students refer
to the bonding model for NaCl in Figure 7-4.

weeling Needs: Hav ¢ student peers assist special stu-
dents in making 3-dimensional models. Use self-
adhesive weather stripping for the rings and small
circles of self-adhesive velour for the electrons The
electrons can be moved to demonstrate ionic bond-
ing. Large models aid in conceptnalizing Make sim-
ilar models to demonstrate covalent bonding

Skill Activities

1. Working with graphs: Make a graph that shows
the number of federal government jobs in 1865,
in 1884, =nd in 1891. Use the information
given in this chapter.

2. Civil service melodrama; Write the dialogue of a

debate between suppo and opponents of
the Pendleton bill. ‘4?5
3. Crime detecting: Theé~text—sdys that polidcal

corrupdon during the Gilded Age was accepted
and commonplace, while today it is a matter of
news and outrage. Find a newspaper or maga-
zine article about suspected political corrup-
tion today. Underline the parts of the article
that suggest a crime has been committed. T )
4. Protec\ protectionism: Stage a debate bem%eﬁ—J
protectionists and nonprotectionists. Use a
present-day industry such as automobiles fnr

your debate.

Special Needs

If special-needs chiidren think that the water passes through the
glass, add food colonng to the water in the glass Children will then
observe that the water condensing o, the glass 1s not the same color
as the water inside.

Special Needs
When doing the activity, have all special-needs students use pins
on the map and measure the distance with a piece of stnng.

Thinking Critically
1. What might be *.1e advantages and disadvan-
tages to the United States if the legislative,

executdve, or judicial T overnment
became more powerful? <m2em:E

2. Why 1s it imporiant that tfnie ffamers of the
Consutution did not burden future generations
with a totally completed Consritution?

3. Do vou agree with colorual leaders that only
people with property should be able to_hold
government office? Why or why not? (&)

Skill Activities

1. The Supreme Court: What cases is the Supreme
Court hearing thus vear? Consult magazines
and newspapers and discuss one case in depth

with your ciass. ~Craten;
2. The unwritten CM at work: Find out

what committees your congressman or woman
1s on. What seniority do they have on these
committees? Call their local offices or write to

-

them in Washington. @

[
T
(e}




-RIC

Aruitoxt provided by Eic:

22T  Teaching Special Students

Many ‘‘special’" students compare favorably with
“regular’’ students in their curiosity and desire to
learn science. Some even choose science as a career.
Special students may, however, be sensitive to failure
and lack confidence. Help these students develop a

Teaching Special Students

recorded for further study. Provide concrete objects.

and models. Tactile pictures that have raised and dif-
ferential textures can be made from self-sticking mate-
nals such as weatherstripping, velour, and Velcro®.
Peer fnends may help in providing more detailed

positive_self-image. Do _not_make class or work
assignments too long. Use multimedia to develop con-
cepts. Use the same discipline for ALL students.

descriptions of visuals and visual presentations. Some

laboratory aids for students with visual jmpaioments
are available from these supplers.

Allow tullest possiule participation. Full-ume aides

facilitatc greater participation of some students.

Learning Disabilities

For students who are mentally handicapped ar who
have learning disabilities, abstract reasoning and inci-
dental leaming are difficult. Because most of these
students have experienced failure, give them positive
reinforcement often. Provide clear learning goals and
concrete references to daily leamning skills. Use famil-
iar objects, slower pacing. and “eiteration in teaching.

Stress key ideas. Students with reading problems ben-

efit from repeatedly heaning lessons taped on audio

The Amencan Pnnting House for the Blind
1839 Frankfont Avenve /

P.O. Box 6085 7r
Louisville, KY 40206

Dr. Ken Richter

Department of Science Education
Umiversity of Georgia

Athens, GA 306u2

Hearing Disabilities
Make liberal use of visuals and the pnnt~d word
hen teaching students who have heanng loss. Use

cassettes. Those with hmited writing skills may be
able to tape-record text question answers.

Behavioral Disabilities

Students with emotional handicaps, autism, and
other behavioral disabilities skould be taught in a
S T T + «ent, and

ciivicedvle tules. Studenis should be given copies of

a stable daily schedule. Any changes in this schedule
should be clearly explained in advance. Avoid rear-
ranging fumiture unnecessarily. Familiarity in_room
orpznization and consistency in teaching style are very
important. Use positive reinforcement frequently. and
provide students with daily feedback on their

progress.

Physical Disabilities

Students requinng wheelchairs or crutches need
space for mobility. Students with less conspicuous
physical problems. such as diabetes. epilepsy. or
allergies. may or may not need special adaptations.
Some of these students tire easily. Others are sens'tive
to parucular foods, medicauons. or laboratory ¢ emt-
cals. Students having cerebral palsy or other fine
motor coordination problems mayv have diff.culty
holding. pouring, or squeczing equipment ard sup-
plies. Be aware of these students’ special needs and
provide whatever assistance is needed. Having stu-
dents work in pairs allows them to help each other.

although each should contribute something.

Visual Disabilities

Stude .2s who have partial sight or are totally blind
dependon touch and hearing. These students should
sit where thev can hear instructions and descriptions

the senses of sight and touch. Let these students sit
near the front of the room in order to ‘‘read” vour
body language and/or vour lips. Avoid standing in
front of a bnght window, talking with your back to the
class, or talking while your lips are hidden from stu-
dents’ view. Men with mustzches may pose an addi-
tional problem for these students, as the lips are par-
ually hidden. Write all instructions. and provide
descriptive handouts The class notes of a hearing peer
or your own outline may be copied for the student with
a hearing disability. If an interpreter signs class activ-
ites. light should continue to shine on the interpreter
cven when other lights in the room are darkened for
yisual presentation.

Multicultural and Bilingual Students

It is important that mulucultural or bilingual stu-
dents not feel infenor because they use Enghsh as a
second language or because tney speak a language
other than Enghsh The language a stjen: brings to
school must not influzncs vcur expectations of the stu-
dent’s academic performance. as it 1s often lack of
comprehension, not nhersnt academic deficrency.
that results in Jow achievement Thus. to be most
effective. vou must incorporate the student’s native
language into your course instruction 1f you vourself
are not proficient in a student s language. the help of a
bilingual aide mav be effecive Also. be sensitive to
cultural differences in these students when interpre-
ting student behavior. You may need to modify vour
instrucuional technique to accommodate these differ-
ences. Realize that ‘‘obvious’ proper behavior for
students of the majority culture may not be obvious to
a multicultura- student. Make vour expectations clear
and explicit, and understand that a student’s unwill-

easily. Lessons and student answers can be tape-

170

ingness to respond to questions or participate in a
group activity may be due to ~ultural values.




d:ercmahoofmnsoual,mononﬂ,or i

plicate the learning process. Lack of " o&mmdmmnm"’"‘mgt‘”

motivation, poor self-concept, and poc. M
interpersonal rclaumslups can scnously from f:ulurc ")"‘prov:di%

impede lcammg " _easy activities is nof the answet, A [ s0a*r 400 ? scessions. In;
Thespecial po Az -7 L "'-?d dents deserve tobcchal]cn%&"a'thcfry " order ye Jforcznddcvdopsoa

throughout the text have been created *. own level and given thé 6 poxﬁln_\jfyj\" studics mnccptsismdmu need to foel %
to help students (1) devclopan under-  participatein umunnkin’d;‘ - miortablc x themsclves 225

standing of themsclves and their physi- Mnlc'cipcxiéiocs.lf y¥re ,ﬁa* 2 3
m =t ee” D -lA @-? : e ‘A 0 3

cal and social environment; (2) develop

an understanding of people in different .
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Time Out for Standardized
Tests (pp 148-151)

To the toacher:

What follows here is & series
of test pages produced in the
formats of several well-
known nstional standardized
tests. The purpose of this
section is to familiarize stu-
dents with the formats of
these standardized tests. Al-
though the test questions sre
taken from the early units of
this book, they are not in-
tendad to test comprehen-
sive mastery of information
in the text. You may wish to
direct students’ attention to
these sample test pages at
any one of several times dur-
ing the school year. in partic-
ular, shortly before your
school administers a national
standardized test, you may
wish to go over these pages
with students to familiarize
them with some of the test
features they most likely will
encounter.

TEST-TAKING
STRATEGIES

Every once in a while—perhaps
every year or every other year—
most students take a special test
called a standardized
achievement test. Some people
call these tests by another name,
like “the Iowas,” “the M~tro,”
“the Stanford,” “the SRA tests,”
ctc. The tests are printed in
separate booklets. The teacher
reads special directions from a
teacher’s manual. Usually you
“color” in ovals or circles to
show your answer choices.
Sometimes you do this right in
your test booklet, but often you
show your answer choices on a
separate answer sheet. The
schedule for the whole school
mzy be changed to give the tests
to everyone at the same time. No
matter how these tests are given
in vour school, vou should try to
do v ur best.

1. Work through each secticn of
the test as quickly as you can.
Do not spend a lot of time on
a question that vou cannot
answer. If there is time left
over, then you can go back
and try to answer those
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for Standardized Tests

3. Do not be concerned if you

4. If you are not sure of an

questions you skipped.

2. Always be sure that the
question number and the
nur ber of your answer ars
the same. If you get mixed -
up, quickly go back to
straighten it out. Erase
completely, and mark your
answers in the proper place.

cannot answer all questions.
The tests are made difficult on
purpose. ‘
answer, it is wise to guess.
Above all, try not to be
nervous or upset by the
standardized tests. You will
probably take many of them
throughout vour school years.
On the next few pages are
several varieties of sample tests
made to look like the real ones.
However, the questions are
taken from the material in this
book. You can use them to get
acquainted with standardized
tests and to practice taking them.
Write your answers on paper. Do
not write in the book.

[34)
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CHAPTER SUMMARY

Section1 A Great Debate over Expansion
Beyond the Seas

merican foreign policy in the 19th centusv

grew largely from two broad principles. The
first, drawn from Washington's Farewell Address,
involved steering an independent course and
avoiding entanglement in European affairs. The
secord, expressed in the Monroe Doctrine, op-
posed European interference in the Western
Hemisphere. This policy of noninvolvement still
allowed the country to expand rapidly. Except for
the purchase of Alaska in 1867, the Civil War
halted this growth.

Section 2 The Architects of American
Expansionism

Y he chief leaders of Amnerican expansionism

were Theodore Roosevelt, Henry Cabot

Lodge, Albert Beveridge, and Alfred Thayer
Mahan. They believed that the rise of the United
States to greatness illustrated Darwin’s theory
regarding ‘‘survival of the fittest.” Other Amer:-
cans believed that our country had an obligation
to assist “backward” nations.

Section 3 The War with Spain and
the Path of Empire
he longstanding concern of Americans over
conditions in Cuba led 1n 1898 to the
Spamish-American War. Tw: iacidents, the De
Lome letter and the sinking of the battleship
Maine, touched off the war. The United States
won, annexing the Philippines. Guam, and Puer-
to Rico, and gaining independence for Cuba.

Section 4 Consolidating the New
American Empire
merican power now extended into the Carib-
bean and across the Pacific. Although the
United States had promised independence for

Cuba, the Platt Amendment sharply hmuted
Cuba's freedom of acty . In Puerto Rico the
United States allowed li.  :d self-rule. In the Far
East, the United States suppressed a bloody rebel-
lion in the Philippines and sought an “Open
Door” to trade with China.

Secti;)n 5 Ruilding and Protecting
the Panama Canal
he Spanish-American War dramatized the
need for a canal across the Isthmus of Pana-
ma. Finally, after engineering Panama’s inde-
pendence from Colombia, the United States com-
pleted the canal. To protect its interests in the
Caribbean, the United Staies added the Roosevch
Corollary t¢ the Monroe Doctrine, assuring
Unuted States domination.

CHAPTER QUI'}OC

=7,) )
Key Terms and People ‘7/3, .
Explain each of the following: & s
impcrialism “Remembe,¥g \aine”
Monroe Doctrine Teller Amendm.Oy
Matthew C. Perry George Dewey € ds
James Cook Platt Amendment
Queen Liliuokalani Insular Cases
Theodore Roosevelt Emilio Aguinaldo
Henry Cabot Lodge William Howard Taft
Albert Beveridge John Hay
Alfred Thayer Mahan  Open Door Policy
Social Darwinism Roosevelt Corollary
“white man's burden” “doliar diplomacy”

Reviewing the Main Ideas

Section 1

1. On what two principles was American fore1gd
policy based before the 1890s?

2. What changes did some Americans wan! w0
make 1n foreign policy by the 1890s? Why?

Section 2

1. How were ideas such as the belief in ~pros:
ress,” “survival of the fittest,” and the ~whitt
man's burden” used to justify imperialism-

. How did Alfred Thaver Mahan and Albert Bev:
eridge 1mfivence Americans’ views on foreig?

prlicy?

o
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Summary

CHAPTER 24 ee———

Review

1. Some energy resources are renewable; others are nonrenewable. 24 |
2. Dams, tidal power, and OTEC are three uses of water resources.  24.2
3. Geothermal power is produced by energy that comes from the internal

heat of Earth. 24.3

4. Fossil fuels including oil, coal, and natural gas, contain stored solar
energy. Direct solar energy is being tested as an energy source. 24 4

5. The wind can be used to turn turbines and produce electricity. 4 5

6. Electricity can be produced from nuclear energy. Fission is the process
now in use, but fusion may be possible in the future. 246

7. Stages in coal formation are peat, lignite, bituminous coal, and

anthracite. 24:7

8. Oil and natural gas form as the result of the decay of marine organisms.
. These energy sources, like coal. are limited. 2.8

9. Steam, carbon dio

force out heavy (i—————— CHAPTER 6 ]

I 10. Currents and wav
11. In the future, sola

I Earth as microw:
12. Synfuels are syntt

during coal gasific

' are synfuels. 2
13. Biomass fuels are

added to fossil fi
I composed of gas
Energy efficienc
Earth’s energy r

14

Vocabulary

Write a sentence usi
anthracite
biomass fuel
bituminous coal
breeding
coal gasification
energy
fission
fossil fuels

Review

Summary

1.

2.

Elements cannot be broken down by chemical change. Each element is made
of only one kind of atom. ¢ I
In the puitedic table, preperties of clements repeat at regular intervals, ¢ 2

3. The present model of an atom is a dense, positive, central nucleus surrounded
by a cloud of negative charge. 63
4. The elements are arranged in order of increasing ctomic number on the peri-
odic table. -
5. Three major particles of atoms are protons, neutrons, and electrons. * -
6. Electrons occupy energy levels outside the nucleus of the atom. © =
7. The atomic number of an element is the number of protons in the nucleus.
N -
8. The mass number of an atom of an elemert is the total number of 1ts protons
and neutrons. ¢ ©
. Isotopes are atoms of the same elemznt with the same number of protons but
different numbers of neutrons. *+ =
10. Elem.2nts in the same group have similar properties.
11. Elements can be classified as metals. nonmetals. or metalloids ¢ v
12. Metals at the bottom of a group ar= most active. Nonmetals at the top of a
group are most active. v
Vocabulary
Wrize a sentence using the following words or terms correcily.
atom energy level model
atomic mass unit group noble gas
atomic number halogen nonmetal
average atomic mass isotope nucleus
chemical activity mass number period
electron cloud metal periodic table
element . metalloid transition element

174




Reviewing Chapter .

Using Key Words

Number your paper from 1 to 5.
Write a short meaning for each
word below.

right constitution
independence  amendment
representative

Reviewing Main Ideas
Number your paper from 1 to 4.
Choose the corract answer to
complete each sentence below.

1. One of the three rights described
in the Declaration of
Independence is the  a. right to
ahome b. right to own
land <. right to be free

2. Onc of the three parts of our
national government is a
a. city council  b. President
¢. police department

3. The Bill of Rights says
a. people can wors..p as they
please b. people can do what
they please  c. people have to
have a place to live

4. Good citizens have a
responsibility a. to write what
they want  b. to change the
laws c¢. to obey the laws

Thinking Things Over

Should there be a law that makes

everyone vote in elections? Writc a

short paragraph giving your

opinion. Tell what the advantages
and disadvantages of such a law
would be.

Practicing Skills

Suppose you were going to vote for

a commusuty leader in your

community elections. Make a list of

the things you should know in

ozder to vote wisely. Then make a

list of the places you could find out

this kind of information. Don’t just
write “newspaper” or “television.”

"ive the names of newspapers,

sections of the newspapers, and

which radio or TV programs vou
would watch or listen to. Where
would you look for informaton
about a national leader?

SECTION 2 REVIEW

Key Terms and eople: Theodore Roose-
f@velt. Henry Cabot Lodge, Albert Bever-
@™ idge, Alfred Thayer Mzhan, Social Dar-
winism, *“white man's burder”

Main Ideas

1. Explain how ideas such as the belief in *prog-
ress,” “survival of the fittest,” and the “white
man’s burden” were used to justify America’s

expansionism.

2. How did the ideas of Mahan and Beveridge
influence American foreign policy?
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If your community has @ mu-
seum or historic restoration
of the colonial or Federal per-
iod, take the whole class to
see artifacts of the period
they have been learning
&J0uUt.

Have students prepare &n-
swer sheets for the chapter
review. When they have fin-
ished the review, collectthe
papers and discuss answers
immediately to ensure rein-
forcement.

Answers to Reviewing
Chapter 12

Using Key Words

1. right—something that is
due to a person by law, or
because it is fair or just

2. independence—{reedom
from the control of others
3. representative—person
who speaks or acts for oth-
ers

4. constitution—plan of gov-
ernment

5 amendment-—change

Reviewing Main Ideas
tc

2.b
3.8
4.¢

Thinking Things Over
Answers will vary. Look for
an awareness that 8 major
value in our country is per-
sonal freedom.

Practicing Skills
Share answers to pool infor-
mation about issues and ref-
erence sources.
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AGENDA

Teacher Verification Meeting
June 29, 30 19&7

DAY 1
9:00-9:30 AM Registration, coffee

9:30-10:00 Session I PLENARY SESSION
Jpening remarks, welcome, basic information

o Purpose of the meeting

o Overview of the project

o Expectation of participants
o Benefits to participants

10:00-106:45 Session II  F¥aynote speaker: Dr. Lynne Thrope
Objective * To set the overall tone of the meeting
10:45~12:00  Session III Overview of learner characteristics
Objective: 1) Develop common understanding of
diverse learners, and 2) review profile form: how

was it helpful; what was unclear, what should be
added, deleted, combined

12:00-12:30 Reconvene and Report
12:30~1 :45 Lunch
1:45-2:15 Session IV  Overview of Tex_book Program Analysis Process

Review of text taxonomy and analysis forms,
definition of terms, discussion of text analysis
oprocedures; . ntroduction of teacher-reviewers

2:15-3:30 Session V Review of Individual Textbonok Programs
Objective: To revisvw and compare textbook findings

by textbook prog.an

(€8]

:30-3:45 Break

3:45-5:00 Session VI Review Textbook Programs hv Subject and Grade
Levels

Objective: To come to consercus on strengths and
weaknesses of textbooks by subject and grade level




5:00-5:15

6:00

DAY 2
8:30-9:00

9:00-10:00

10:00-10:15

10:15~-11:15

11:15-11:30

11:30-1:00

1:00-1:15

1:15-3:00

3:00-3:30

Session

Session

Session

Break

Session

Session

Lunch

Session

Session

Session

VII

I

II

III

v

VI

VII

Wr: » Up and Evaluation

Objective: To distribute executive summary of text
analysis findings

Dinner/infcrmal evening

General Introduction to Day 2

Verification of Findings and Summary of
Recommendations to Putlishers

Objective: To discuss with teachers how their
findings validate our text analysis and to

summarize recommendations for publishers that
resulted from discussions from Day One.

Review of the Text Anal rsis Form

Objective: To discuss the value of the streamlined
analysis form

Reconvene and Logistics

Objective: To come to closure on the form and
re ew remzinder of the day

(Additioral time to allow for packing, checking
out, etc. prior to lunch)

Strategies ror Teachers

Objective: To introduce and explain the task
Strategy Session

Objective: To mocel strategy development so that
teachers unders.and the breadth of possible
strategies anc the forcat

Summary, Charge, and EZvaluation

Objective: To summarize strategy development and
explain next steps
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VERIFICATION MEETING PARTICIPANTS

Fredric Bartek
Norton High School
Norton, Massachusetts

Mary Beech
Sequoia High School
Redwood City, California

Louise Brewster
Browns River Middle School
Underhill, Vermont

William Brundage, Jr.
Gloucester High School
Gloucester, Massachusetts

Nnella Byam
Chelmsford Public Schools
Chelmsford, Mass=achusetts

Carol Ciampa
Memorial School
Burlington, Massachusetts

tetsy Walsh Connolly
Feoster Elementary School
Hingham, Masschusetts

Margaret Davin
Ashfield Elementary School
Brockton, Massachusetts

Elin Dozois
Phippsburg Elementary School
Phippsburg, Maine

Helen Fournier
Ashfield Elementary School
Brockton, Massachusetts

Vivian Gamache
Elizabeth Pole School
Taunton, Massachusetts

Charles Hodsdon
Masconomet Regicnal High
School

Topsfield, Massachusetts

Eriv Jarvi
Varnum Brook Miadle Schonl
Pepperell, Massachusett.

Patty Jerma::
Irving Junior High School
Colorado Springs, Colorado

Wendy Johansen
Phippsburg Elementary School
Phippsburg, Maine

Paul Kolman
Newburyport High School
Newburyport, Massachusetts

John Landry
Wethersfield High School
Wethersfield, Connecticut

Kathleen Lang
Center School
Litchfield, Connecticut

Virginia Ann Lavoie
Carlton School
Salem, Massachusetts

Jean MacDonald
Needham High School
Needham, Massachusetts

Cheryl Ryan Maloney
Weston High School
Weston, Massachusetts

Mary Lou Martin
Memorial School
Burlington, Massachusetts

Ginny Mitstifer
Lincoln School
Melrose, Massachusetts

Joseph P. O'Brien
Underhill School
Underhill, Vermont

aren O'Donnell
South Row School
Chelmsford, Massachusetts

Frances Pearlman
Shurtleff Sch»ol
Chelsea, Massachusetts




Julia Phelps
Mastricola Mi-“dle Schooil
Merrimack, New Hampshire

Charles Pirello
Central Middle School
Waltham, Massachusetts

Janice Pomerleau
Solmonese School
Norton, Massachusetts

Bobby Prewitt
Hawley Elementary School
Newton, Connecticut

Leslie Smith
Beneke Elementary School
Houston, Texas

Barbara Soris
Woodman Park School
Dover, New Hampshire

Art Soucy
Pollard Middle School
Needham, Massach'-setts

i

Ralph Stewart
Wethersfield High School
Wethersfield, Connecticut

Katherine Tomich
Linden-McKinley High School
Columbus, ©Ohio

Gary Vermillion
Thomas Jefferson High School
Dallas, Texas

Janet Whelan
Foster Elementary School
Hingham, Massachusetts

Connie White
Columbus Public Schools
Columbus, Ohio

Kathy Williamson
Camels Hump Middle School
Richmond, Vermont

Ann Wolf

Plymouth Carver Intermediate
School

Plymouth, Massachusetts
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CONFERENCE PARTICIPANTS

PUBLISHERS

Addison-Wesley Publishing
Company

Robert Holl
Shelly Moore

Curriculum Concepts
Susan Buckley
D.C. Heath & Company

Dan Caton
Carol DeBold

Educational Challenges
Peg Paul
Harcourt Brace Jovanovich

Bob Blevins
Bob Richards

Holt Rinehert & Winston
Judy Fowler
Houghto:r Mifflin
Malcolm Jensen
Robert Marshall
John Ridley
Julia Rieder
Hubbard Scientific
Roy O. Gromme
Janus Book Publishers

Nicholas J. Randall

Ligature, Inc.

Carolyn Adams
Richard M. Anderson

Longman Inc.
Lyn McLean
McDougal, Littell & Co.
Robert H. Small
Mastery Education
Elena Dworkin Wright
Merrill Publishing
Gene Rogers
Modern Curriculum Press
Christine McArtor

New Readers Press

Laura Martin
Open Court Pﬁblishing Co.
M. Blouke Carus
Random House, Inc.

Sancdy Kelley
Charles PRoebuck

Riverside Publishing Co.
RuthAnn Green
Scholastic, Inc.
Mary Lee Johansen
Scott, Foresman

Ceretha Robinson
Wayne Talley




Scribner Laidlaw
Judy Detuncqg
Anthony Lucki
TEACHERS AND ADMINISTRATORS

Louise Brewster
Vermont

Ruth Mary Cordon
California

Sharon Corologos
Vermont

Elin Dozois
Maine

Charles Hodsdon
Massachusetts

Marcia Hodsdon
New Hampshire

Sylvia Fleming
Ohio

Peter F. Howard
New Hampshire

Francis Jaekle
California

Wendy Johansen
Maine

Elizabeth Johnson
California

Audrey E. Jones
California

Gwynneth MacDonald
Massachusetts

Cheryl Ryan Maloney
Massachusetts

Joseph O'Brien
Vermont

Silver, Burdett & Ginn

Dorothy J. Shao
Daniel C. Wasp

Julia Phelps
New Hampshire

Carole Ann Romaine
Massachusetts

Paula Sable
Massachucetts

Ray Smalley
Ohio

Matthew A. Teare
Ohio

Mary Thompson
Ohio

Cr. Adelaide Ware
Florida

Janet M. Whelan
Mascachusetts

Kathy wWilliamson
Vermont




TEACHER EDUCATORS AND RESEARCHERS

Nancy Ames Deborah Fowell
Education Development Center University of Northern
Colorado

Patricia L. Anders
U iversity of Arizona Judith Opert Sanc .er
Education Development Center
~ouise S. Appell
Macro Systems, Inc. Karen Scheid
LINC Resources, Inc.
Bonnie Armbruster
University of Illinois Barbara Shwalb
University of Utah
Bruce Britton

University of Georgia Linda J. Stevens
Regional Resource Center/
Rodger Bybee PRISE
Biological Sciences
Curriculum Study Dr. Lynne Thrope

Education Systems Corp.
John P. Dessauer
Center for Bcok R2search Fran Toomey

St. Michael's College
Victor Fuchs
LINC Rescirces, Inc. Dr. Arthur Woodward

University of Rochester
June Foster
TERC

Carl A. Grant
University of Wisconsin-Madison

John G. Herlihy
SUNY Geneseo

Pam Hudson
University of Kansas

Glen Latham
Mcuntain Plains RRC

Larry A. Magliocca
Ohio State University

I
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I
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George S. Mischio
University of Wisconsin-whitewater

Donna Ogle
National College of Education

Dr. Jean Osborn
University of Illiinois
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STATE ADOPTION/CURRICULUM

Jane Algozzine
New York

David <. Ashburn

PROFESSIONAL GROUPS

Diane G. Berreth
ASCD

Revonda Brady

Florida PTA
Ida G. Baliard Ron Brandt
Missiscippi ASCD

Susan C. 3iggam
Vermont

Linda Dierstein
Indiana

Jack Gerlovich
Jowa

Tom B. Gillung
Connecticut

Susan Kimmerly
Vermont

Jane C. Koontz
Virginia

Virginia Pelham
Florida

Thomas P. Sachse
California

DEPARTMENT OF EDUCATION

Marilyn Binkley
Doris L. Cargile
Jim Hamilton
Jane Hauser
Martin Kaufman
Nancy Safer

Mary Jean Burkhardt
Division for Learning
Disabilities

Rosalina Hairston
National Association of
Biology Teachers

Richard K. Jantz
AACTE

Douglas Lapp
National Academy cf
Science

Patricia Larkins
American Speech-Languagde
Hraring Association

William J. Saunders
National Alliance of
Black School Educators

Jack .2 Shore
PTA

Robert L. Silber
Feundation for
Exceptional Children

Judy Smith-Davis
NASDE/CSPD Caucus

Virginia Stern

American Association for
the Advancenmnent of
Science

Dr. Judith N. Thelen
International Reading
Association
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THE CHALLENGE

00

s
00
\

Researchers estimate
that students spend up
to 75 percent of their
classroom time and 90
percent of homework
time directly involved
with textbook materials.

More than 1.8 million
students are classified as
having learning problems
(an increase of 1 million
students in the past
decade). In addition,
anotk.er 10 to 20 percent
experience learning,
language, or be .avioral
problems.

A significant body of
research about effective
instruction, particularly
ini the area of teaching
divers= students,
remains to be fully
implemented into
classroom practice.
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THE RESPONSE

Education Development Center and RMC
Research Corporation are partners in a
project funded by the U.S. Department of
Education, Office of Special Education
Programs, to analyze textbook programs
and recommend ways they can be improved
for students with learning problems.

PROJECT COMPONENTS

Reviewed literature on learner char-
acteristics and effective textbook
instruction.

v

Developed and refined a unique
analysis tool for reviewing textbook
programs.

v

Analyzed 12 leading science and
social studies textbook programs to
evaluate instructional design and
textbook features.

v

Met with teachers from 10 states to
verify the findings of the textbook

analysis.
\4

Formulated preliminary recommen-
dations for improving textbook pro-

grams.
v

And Now...You are invited to attend...

A national conference to
stimulate change in textbéok
usabpility.

FEATURED SPEAKERS

Martin Kaufman

Martin Kaufman is the Director of the Division of
Innovation and Development in the Office of
SFecla] Education Programs. U.S. Department

of Education. He is currently involved in setting
national policy and conducting research on
major issues involving the education of handi-
capped students. He is directly involved in
many OSEP research and development projects
focusing on textbooks and instructional
materials.

Donna Ogle

Donna Ogle directs the Reading and Language
Department at National College of Education.
Her major interests are in the development of
sound teaching strategies for content readln%l
comprehension and in the translation of suc
strategies into school practice. She currently
chairs the NCTE Research Assembly, is on the
Board of the National Reading Conference, and
Is an associate editor of the Journal of Reading
Behavior.

Rodger Bybee

Rodger Bybee is Associate Director and Senior
Staff Associate at the Biological Sciences
Curriculum Study at The Colorado College. He
has written widely. publishing in both education
and psychology. Over the years he has receivad
awards for Leader of American Education and
Outstanding Educator in America, and in 1979
was recognized as the Outstanding Science
Educator of the Year.

and

Bonnie Armbruster, University of Illinois
Jack Gerlovich, National Council of
State Science Supervisors
Gwenneth MacDonald, Former Student
Julia Phelps. Mastricola Middle School
Merrimack, New Hampshire
Roger Rogalin, D.C. Heath

For more information about this conference,
please call or write:

Improving Textbook Usability
RMC Research Corporation
400 Lafayette Road *Hampton, NH 03842
(800) 258-0802 or (603) 926-8888
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December 15, 1987

Dear

Education Development Center, Inc. and RMC Research Corporation cordially
invite you to attend a National Conference on Improving Textbook Usability,
to be held February 1 and 2 at the Omni Shoreham Hotel in Washington, DC.

The conference is part of an 18-month study of the usability of elementary
and secondary science and social studies textbook programs. It will pro-
vide a forum for key decision-makers, including publishers, teachers,
administrators, researchers, representatives of professional organizaticns
and adoption committee members to discuss critical iss:es relevant to text-
book usability and jointly develop action plans to further improve text-
books. Recommendations based on our current research into making textbooks
more accessible for all students will be reviewed at the conference. We
will also present a unique analysis tool for determining textbook
usability.

Attendance at the ore and one-half day conference is limited to 85 part.ci-
pants. Within this limitation, we are inviting participants who represent
a variety of perspectives. Each of the constituency groups vill be filieq
on a first-come basis. There is no charge for conference registration:
food, lodging, and meeting expenses will be provided for ail conference
participants.
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December 15, 1987
page 2

We want publishers and developers to take an active role in the discussions
and development of action plans at the conference. Therefore, we ask that
you attend this conference and also designate 1 or 2 of your company’s key
decision-makers tc attend as well. The one or two staff that you designate
should represent your marketing and/or editorial departments. Please dis-
tribute the enclosed invitations and conference brochures to those you
think would best represent your organization and urge them to attend.

In our search we have identified the following people as possible
conference participants:

If you feel other staff are more appropriate, please forward this informa-
tion at your discretion.

Understanding the quality of textbooks is a very timely issue. We believe
this conference will result in positive racommendations for improving text-
book usability for diverse learners. In order to participate in this
iTportant national forum, we urge vou to respond quickly to reserve your
place.

Please complete the registration form in the enclosed conference brochure
and return it no later than January 15. If you would like more 1nforma-
tion, pleace call Paulette Meleen or Lawrence Rayford at RMC Research
Corporation (800) 258-0802 or (603) 926-8888.

Sincerely,
Pzulette Meleen, Ed.D. Jean Ciborowski, Ph.D.
Conference Director Project Director
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December 15, 1987

Dear

Education Development Center, Tnc. and RMC Research Corporation cordially
invite you to attend a National Conference on Improving Textbook Usability,
to be held February 1 and 2 at the Omni Shoreham Hotel in Washington, DC.

The conference is part of an 18-month study of the usability of elementary
and secondary science and social studies textbook programs. It will pro-
vide a forum for key decision-makers, including publishers, teachers,
administrators, researchers, representatives of professional organizations
and adoption committee members to discuss critical issues relevant o text-
book usability and joinlly deveiop action plans to further improve text-
bocks. Recommendations pased on our current research into making textbooks
more accessibl2 to all students will be reviewed at :he conference. We
will also present a unique analysis tool for determining textbook
usability.

Attendance at the one and one-half day conference is limited to 95 sartici-
pants. Within this Timitation, we are inviting participants who represent
a variety of perspectives. Each of the constituency groups will be filled
on a first-come basis. There is no charge for conference registration:
food, lodgirg, and meeting expenses will be provided for all conference
participants.
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December 15, 1987
page 2

This is a conference in which participants will, in large part, determine
the outcome. Because we believe it is very important to have a variety of
perspectives represented in the discussions and the development of action
plans, we are pleased to be able to pay reasonable transportation costs as
well Flease make your own travel arrangements early enough to take
advantage of the Tower rates. We will provide you with information on
travel reimbursement at the conference.

Understanding the quality of textbooks is a very timely issue. We believe
this conference will result in positive changes in this fundamental educa-
tional tool. In order to participate in this important national forum, we
urge you to respond quickly to reserve ycur place.

Please complete the registration form in the enclosed conference brochure
and return it no later than January 15. If you wouid like more informa-
tion, please call Paulette Meleen or Lawrence Rayford at RMC Research
Corperation (800) 258-0802 or (603) 926-8888.

Sincerely,

Paulette Meleen, Ed.D. Jean Ciborowski, Ph.D.
Conference Director Project Director
enclosure
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CONFERENCE AGENDA




National Conference on

Improving Textbook Usability

1)

\

SUNDAY, JANUARY 31

6:00

INFORMAL GATHERING AND CONFERENCE REGISTRATION

MONDAY, FEBRUARY 1

8:00
8:45
9:00
9:20
10:00
10:30
10:45

11:45
12:15
1:30

1:45
3:00
3:15

CONTINENTAL BREAKFAST AND CONFERENCE REGISTRATION AMBASSADOR

Welccme, Introductions, and Conference Overview Roon

Welcome Address: Martin Kaufman

Keynote Address: Dcnna Ogle

Question/Discussion Period: Responses to Kaufman and Ogle

COFFEE BREAK AMBASSADOR
ROOM

Overview uf the Textbook Study

¢ Overall Research Findings and Recomendations

Questions/Discussion About Textbook Study

LUNCHEON DIPLOMAT ROOM
Panel of txperts: Introductions AMBASSADOR
ROOM

Teacher Educator/Researcher: Bonnie Armbruster
Curriculum Developer: Rodger Bybee

PubTisher: Dan Caton

Adoption/State Curriculum Specialist: Jack Gerlovich
Student: Gwynneth MacDonald

Teacher/Administrator: Julia Phelps

Moderator: Deborah Powell and Project Staff

Panel of Experts: Topical Discussion

EREAK
Teachers, Administrators, Researchers, Professional ASSIGNED
Orcanizations. z.d State Curriculum and Adoption ROONMS

Committee Representatives meet with Publisners
10 Develop Action Plans




4:15 Group Leaders will Present Action Plans to Large Group AMBASSADOR

ROCM
5:00 Adjournment
6:00 RECEPTION AMD DINNER DIPLOMAT ROOM
Speaker: Rodger Bybee
TUESDAY, FEBRUARY 2
8:00 CONTINENTAL BREAKFAST AMBASSADOR
ROOM

8:45 Synthesis of Previous Day’s Activity

¢ EDC/RMC Research will present synthesis of Action Plans
¢ Further discussion of Action Plan Issues

9:45 Presentation of Text Analysis Instrumen: and Discussion of
the Role it Can Play in the Textbook Adoption Procesc
10:00 BREAK
10:15 Small Heterogeneous Groups to Review Text ASSIGNED
Analysis Instrument ROOMS
11:30 Conference Summary AMBASSADOR
ROOM
12:30 LUNCH (optional for conference participants) EMPIRE ROOM
1:30 Informal Adjournmen AMBASSADOR
ROOM

PROJECT STAFF

EDC. Inc. RMC Resezrch
Jean Ciborowski ' Paulette Melesn
Judith Zorfass Lariry Ray“ord
Mary Antes ' Judy Bailester
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INSTRUCTIONAL DESIGN AND TEXT BOOK FEATURES
of
Content Area Textbooks
(Social Studies and Scic.ncc Texthook Programs)

LEducation Devclopment Center, Inc.
RMC Research Corporation
January 1988
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INTRODUCTION
. THE PURPOSE OF TIIIS ASSESSMENT TOOL

This tool is designed to hel those charged with selecting textbooks assess how well sound
principles of learning and motivation are incorporated in content area textbooks. It looks only it
how content is conveyed, not at conltent itself, and therefore should be used in conjunction with
content critcria.

The design of thc assessment questions is based on the following assumptions:

« Elementary and secondary students spend as much as 75 perceni of iheir classroom lime
and 90 percent of homework directly involved with textbook material.

« One reason many students experience learning problems is that, for a varicty of rcasons,
they have difficulty accessing information from textbooks.

. Incorporating some specific instructional guidelines and features in textbooks, such as
relating new information to students' prior knowledge, helping students integrate
information and ask mecaningful questions, accommodating a variety of learning styles,
encouraging expericntial learning activities, treating fewer concepls in greater depth, and
fostering sound instructional reading/learning strategies, will make them more accessible
to students with learning problems.

« Using this tool will enable those charged with choosing textbooks make more informed
selection decisions.
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« Using this tool will help teachers use the strengihs and supplement the weaknesses of
textbooks they nre currently using.

. Good teaching is characterized by three distinct but overlapping phases; within each
phase are important features of instruction:

Phase l--getting students ready to learn--seiting a purpose, activating appropriate “prior
knowledge, previewing the lesson

Phase ll--engaging students in the learning activity--using reading and thinking skills
and processes and applying integrative and organizational stralegics

Phase Ill--having students cemonstrate competence and extend knowledge--providing
numerous and various opportunities to demonstrate, exlend, and apply new knowledge

II. INSTRUCTIONS FOR USING TIIE ANALYSIS FORMS
b
This text analysis tool will help you evaluate how well textbook programs (teacher's edition,
students' edition, and all ancillary materials) incorporate sound principles of learning and
motivation for a diverse student population. The questions on the form are ‘based on research
about cffective teaching techniques and strategies. Ilowever, since the form does not address
content issucs, we strongly recommend that it be used in conjunction with content guidelines.

1
1




FORMAT Questions in this text analysis tool are organized by three phases of
learning lescribed earlicr. In practice, these divisions are quite fluid;  we
separate them only for ease in reviewing textbooks.

dach phase begins with a goal and set of objectives for teachers and students, and is followed by a
series of questions related to those goals and objectives.

Important terminology is underlined. Definitions of these terms can be founa on the facing page.

PROCEDURE We recommend that you analyze at least two chapters in a given text and its

related materials (e.g., teacher's resource book, test hooks, student workbooks).
Comparing several chapters wiii give you a better picture of overall quality.  We also recommend
that you use the tool with texts from at least two different publishers. Variations in quality
become most apparent when you compare texthook programs across publishers.

Duplicate the form so that you have a copy for each chapter yon analyze. Read each chapter
carefully, indicating on the form whether the information requested is provided ("never,”
“inconsistently," or "consistently") in the teacher's edition, the sindent's cdition, or hoth, You may
wish to note page numbers and location of examples in the margin and review the examples
before rating the quality of the information. Repeat the procedure for each additional chapter,

To interpret the :usults, look for the number of features that are nsed consistently and are of high
quality. Notice whether they are in the teacher's edition, the student's edition, or both, If they
are more often in the teacher's edition, teachers will need 1o refer to the teacher's edition during
the course of instruction. If the features are used inconsistently or are of poor quality, teachers.)
may need to supplement instruction provided in the text. !

3
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Prior Knowledge: Information that students
already know from expericnce or previous
learning. Research suggests that we integrate
and recall information better when it fits into
the framework of what we already know and
understand. To help students learn, teachers
must call forth what students already know
and understand and relate that knowledge to
the new information. Teachers should be
aware that studen s’ prior knowledge could
include misconceptions that make integration
of new information difficult.

Prerequisite Knowledge: Background
knowledge, information that students must
have to understand the new lessor;
previously learned information that is the
foundation for the new learning.

For example, students must know something
about the institution of .lavery to understand
the Civil War; they must know the

relationship of metamorphosis to the life cycle
of insects; they must know what vibrations
are before they can understand how sound
travels.

Prercquisite__Skills:  Skills students need to

facilitate new learning; it is asswmed that
students have already learned these skills.
For example, students must learn the meanin
of symbols before they can read a map;
develop observation skills hefore conducting
experiments; understand sentence and
paragraph construction before tackling o
research paper.

Core _Information: Ideas, concepts and
vocabulary that arc central to understanding
the materials, omitting details, sccondary

themes, and ancillary information,

poe
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Phase 1. Getting Students Ready to Learn

Goal: Prepare and motivate students to learn

Objectives: The teachers' guide should help teachers:
1) Understand the goals of tlic lesson
2) Focus instruction
3) Activate students' prior knowledge
4) Help students preview the structure, vocabulary, and major concepts in the
lesson

The students' materials should help students:

1) Understand the purpose of the lesson

2) Activate students' prior knowledge

3) Preview the structure, vocabulary, and major concepts in the lesson

TEACHER MATERIALS STUDENT MATEENIALS
DOES THE TEXTBOOK PROGRAM. .. Circla ona FREQUENCY: Ciicle one QUALITY: | Circlo one TRECQUENCY: Clicla ona QUALITY:
. Never Incons.  Cons Poor Excellent  Nover Incons.  Cons, Poor Excollan
1. Convey a clear purpose {of N I Cc 12345 N I C 12345
instruction?
vo2, Indenlity prerequisite N I C 12345 N I C 12345
knowledge/skills? o
3. Provide a variety of molivaling N | C 12345 N ! C 1 2345
non-lext reading aclivities?
4, Present Information In a way 1hal N | C 1 2345 N | C 12 3 45
molivates sludents to enjoy
learning?
5. Highlight the core Information and/or N I Cc 12345 N I C 1 2 345
key concepls?




Structure: Pattern of organization;
information in a well structure text is logically
organized; the organization is reflected in
titles, headings, and subhcadings, topic
sentences, and introductory paragraphs that
preview the information to come, elc.
Research supports the idea that student
learning improves when the text is well
structured and students are taught the
structure--i.e. compare/contract, causc/cffect,
sequence, problem/solution, description,
enumeration.

Misconceptions: Information that is
misunderstood or incorrectly interpreted.
Research indicates that students maintain
strong commitment to their misconceplions,
making the teaching of new, contrasting
concepts difficult.

Advance  Organizers:  Orgunizers that are
provided to students prior to instruction  that
may be completed while the teacher
introduces the lesson or by the students
before or during the lesson.

Graphic_Organizers: A wide vaniety of
techniques that help  students  comprehends
new information by structuring it in visual
wiys, such as mapping, charts, diagrams,
networks.

Cooperative _Learning:  (as contrasted with
compelitive learning):  Groups ol students
working together toward a common goal, free
of competition and the pressures of time,
Students are not grouped according to ability.

FRN|




TEACHER MATERIALS STUNENT MATERIALS
DOES T} IE TEXTBOOK PROGRAM ... Circle ona FREQUENCY: Ciicla onae QUALITY: | Clicle one FREQUENCY: Clicle ona QUALITY:

Never Incons.  Cons Poor Excellant  Jlaver Incons.  Cons Poar Fxcollant
Provide strategies that relate new N 1 C 12345 N | C 123405
vocabluary words and concepts to the
students' prior and background knowledge?
Structure Inlarmation in a logical way? N | C 1 2345 N | C 1 2345
Highlight the siructure of the N 1 C 12345 N 1 G 12345
texvlesson material to come?
Preview text by directing attention to N | C - N | C 1 29465
pictures, charts, and chapter/unit headers? 12345
Hightlight possible misconceptions and
suggast techniques for addiessing thom? N J C 12345 1 C 1 2345
Provide ideas for advanced/grzphic N 1 C 12345 N | G 1 2345
organizers?
Encourage cooperative rather than N | C 12345 N 1 G 1 2345
competitive learning structures?
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Reading/Thinking Skills: Skills and processes
that help students construct n.caning by
building bridges between old and new
information.

Integrative Strategies: Strategics that

facilitate the construction and reconstruction
of meaning. They assist learners in linking
new information with old so that the
learning process is both gen uative and
active.

Connective Words and Phrases: Words and
phrases that show the relationship between
two or morc pieces of i* rmation--i.c.: for
example, but, therefore, because.

Chunks_of Information:  Organizing
information by prouping related lacts

Referents: Words to which other words or

phrases refer.  ‘The person, place, or things
to which pronouns refer must be clear,

For example, in the following, to whom does
"they” reler?  Groups need niles.  Rules can
help people get along topether,  They pet
things doiic more quickly and simply.
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Phase [, Enpaping Students in the Learning_Activity

Goals: Help teachers understand the reading/lcarning skills and processes needed to
help students acquire knowledge in the lesson,

Guide teachers in facilitating the learning prucess.

lelp students learn the skills and processes needed 1o acquire knowledpe Trom
the lesson

Objectives: Information in the teacher's guide should help teachers:
1) Teach/apply reading and thinking_ skills _and_processes
2) Teach/apply integrative strategies
3) Teach/use organizational strategics
4) Make the learning process explicit

Information in the student's materials should help students:
1 Learn/apply reading and thinking skills and processes
2) Learnf/use organizational strategies

TEACI IER MATERIALS STUDENT MATERIALS
DOES THE TEXTBOOK PROGRAM. . . Circle ona FREQUENCY: Clrcla ono QUALITY: |  Chielo ono FRCQUIEMCY: Cheln ona QUALITY:
Maver Incons. Cons Poor Excellent  Novor Incons, Gons, Poor Cxeoltont

1. Convey contant that |s appropnate N | C 12345 N | C 12345
and clear?

2. Provide sirategies 10 ald students N | C 12345 N | C 1t 2345
In word analysis/decoding?

3. Provide conneclive words and N | C 12345 N ] C 1 2345
phrases that helf readers make -
transitions between chunks
ol_inlormation?

4, Make relarents clear? N | C 123465 M | C 123145




Active Recading Techniques: Strategics that

require interaction betwecn the reader and
the texlt.

For example, during the reading process, a
student can make notes, circle new words,
number main ideas, outline, highlight
important information, paraphrase, chunk,
and make summarizing statements.

Self-Questioning  Techniques: A monitoring
strategy for students in which they ask
themselves question in order to formulate or
search for answers or to see how well they
understand the new information.

Visual Imagery Techniques: “Techniques

that helps students remember information
by forming mental images of people, places,
things, ideas, or events decribed in the text.

Paraphrasing Techniques: Stopping
periodically at selected points in the text to

express the mecaning of the passage just read
in words other than those used by the
author.

students remember information, such s
rhymes, visual imaging, acronyms, verbal
rchearsal, and cateporizing

Mnemonic _Strategics:  Strategies that help

For example, to remember the number of
days in the month, “thirty days hath
Scptember...;" to remember points on 4
compass, "Never Eat Sour Worms;"
development of the word scuba as an aid to
remembering  “sclf-contained underwater
breathing apparatus”

Reinforcement__Activities:  Any of a number
of activities that strengthen stdents’

understanding  of new information, such as
experiments, pames, projects, and  practice
sheets.
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TEACIHEN MATERIALS STUDENT MATUIIAL S
DOES TV IE TEXTBOOIK PNOGNAM. .. Chiclo ona FNEQUENCY: Chrclo onoe QUALITY: | Clicto one FREOUENCY: Cliclo ona QUALITY:
Hovor lncons,  Cons| [1oor T xcolle lovor Incons.  Cons. Poor B n_f“c_nllunl
5. Provide guidance about N | C 12345 N | C 1 2345
aclive reading techniques?
6. Provide guidance about student N | C 123405 N | C 1 2345
. sell.questioning lechniques?
7. Provide guidance about visual N | Cc 12345 N | C 1 2345
imagery techniques?
8. Sugges! the use of graphic organizers? N I C 12345 N I C 1 2345
9. Help integrate Important information? N | Cc N > 5 - "
123 45 | C 12 345
10. Encourage written/o:al paraphrasing C
techniques? N I 12345 N I C 1 2345
11.  Provide ideas about other \nnemonic N I C 12345 I c 123405
sirategles? .
12.  Provide opportunities lor a varie'y N | C 123 45 N | C 1 2 345
of hands on experlences?
13.  Provide ldeas for a varlety of N | c| 12345 N | C 12345 |
Interesting reinforcement activities? |




Do

Positive Reinlorcement:  Appropriate, positive
(as opposed to negative) statements about
students’ performance, such as briel verbal
compliments, a smile, a pat on the back, hand
signals--such as a thumbs-up sign.

o

laximizing_the Number ol Acceptable

Student Responses:  Providing many
opportunitics for stndents to answer
correctly, by asking-questions that have a
number of possible correct answers or that
call Tor opinions or experiences

oo
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Phase 11, Having Students Demonstrate Competence and_BExtend _Knowledge

Goal: Provide a varicty of ways for students to demonsirate and nse their new
information so they feel successful.

Objectives: Information in the teacher's guide should help teachers:
1) Provide numerous opportunities for students 1o demonstrate mastery  of
- knowledge, skills, and processes

2) Provide a varicty of ways for students to demonstrate competence
3) Provide ways for stidents to extend and apply new knowledpe in meaninglul,
purposcful activities in and out of school

Information in the student's cdition should:

i ) Provide numerous opportunitics for students to demonstrate mastery of
knowledge, skills, and processes

2) Provide a variety of ways for students to demonstrate competence

3) Provide ways for students to extend and apply new knowledge in
meaningful, purposeful activities in and out ol school

TEACHER MATERIALS SHUDENT MATTRIALSG
DOES T IE TEXTBOOK PROGHAM . . Circle one FREQUENCY: Circle one QUALITY: Circle oner FRFQUEPHCY: Clhelo ono QUALITY:
Never Incons.  Cons Poor Excellent  Never Incons, Cons. PPoor I xcollont

1. Encourage teachers to make articulate, N { C 1 23405 N | G 20 45

positive stalemenls when sludents

‘demonsirale a tevel ol mastery?
2. Encourage maximizing the number of N | C 12345 N | G 123 45

acceplable sludent responses?
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Test-Taking _Strategies: Strategies that cnable
students to perform to their personal
capabilites in test situation.




TEACHERMATERIALS STUDENT MAIIIALS
DOES N IE TEXTBOOK PROGRAM. .. Circlo ona FREQUENCY: Circle ono QUALITY: | Clicla oo FREQUTHGY: Clictn ono QUALITY:
' tHever Incons,  Cons Poor Exceliont  Movor Incons.  Cons Pexw Fxr(ylllvr\l
3. Provide opportunities for a variety of N i C 122 45 N | C 123 45
hands-on demonstrations of competence?
4. Extend the use of new knowledgo beyond N | C 12345 N | C 12345
the classroom?
5. Include ldeas for home aclivilies and ways N | C 12345 N | C 123 45
parents and students can work logether?
6. Provide tesi-taking sualegles? N | C 123405 M | C 123405
I

Do
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OVERALL USABILITY OF THE TEACHT RS £HITION

1. The a is sullicier : background information provided for the 1 2 3 4 5
teacher.
2. The teacher’s edition is designed to facilitate the use of 1 2 3 4 ]
the other components.
3. Tr e teachar's materials are designed to supplemert and 1 2 3 4 5
complement one another.
4 The materials are good for both new and experienced loachers. 1 2 3 A 5
’ The materials provide guidance for those who need it and : )
shorcut informational materals for thosa with mora experience.
|
5. The information in the front matter is reflected in the 1 2 3 4 5 |
text.
Space is provided below lo record specilic ¢ ments:
Positive Negatve

ERIC
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OVERA! L USABILITY OF THE SHUDUNTS EDITION

1. The author speaks directly to the reader (i e , uses pesonal 1 2 13 4 5
. pronouns).
¢ The text is appropriate in terms ol complexity and 1 2 4 4 5

density of inlormation.

3. The malerial is usable for sludents with a range ol 1 2 a 4 5
learning styles.

4. The materials include a variety ol hand on/expe.iential ! 2 3 4 5
activities.

5. The student materials complement and supplement ona 1 2 2 4 5

anothar in onntent, style, and level of dilliculty.

Space is provided below to record specilic comments:

Positive Negalive
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