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Earlier this year, the reading world bid goodbye to one of its
stalwarts, Jeanne S. Chall, Professor Emerita of Reading from the
Harvard Graduate School of Education. Professor Chall had been
active in reading education for almost 50 years.While Chall’s contri-
butions to reading theory and practice were many, from readability
to stage theory, she was most often identified with the reading wars,
the battle fought between those advocating phonics instruction and
those advocating whole language, which relies in part on instruction
using sight words.

Chall’s belief that decoding skills played a key role in the read-
ing process forced her into a position of representing phonics. Her
view of reading theory, however, always included rich language input
along with skills in phonics. The reading field seemed to push her
into the role advocating phonics and lost sight of her strong beliefs
about the importance of world knowledge, well-written literature,
and developmental stages.

Reading TheoriesReading TheoriesReading TheoriesReading TheoriesReading Theories
As guardian of phonics,Professor Chall was often viewed as a

bottom-up theorist, that is, one who emphasized the ability to de-
code or put into sound what is seen in a text. Other bottom-up theo-
rists included Gough (1972), LaBerge and Samuels (1974). The bot-
tom-up model was firmly in place when I learned to read. Teachers
emphasized decoding skills and spent almost no time helping
emerging readers recognize what they, as readers, brought to the
information on the page.

The top-down model of reading does just that, focusing on
what the readers bring to the process (Goodman, 1967; Smith,
1971,1982). The readers sample the text for information and con-

                           Continued on page 6

Skilled Reading: Top-Down,
Bottom-Up
by Paul Abraham

TABLE OF CONTENTS

ReadingReadingReadingReadingReading

formerly Bright Ideas



○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○

Fi e l d   n o t e s

○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○

2

○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○

field notes

Field Notes is a quarterly news-
letter that provides a place to share
innovative practices,new resources,
and information within the field of
adult basic education. It is published
by SABES, the System for Adult Ba-
sic Education Support, and funded
by Adult and Community Learning
Services (ACLS), Massachusetts
Department of Education.

The Central Resource Center of
SABES is located at World Educa-
tion, 44 Farnsworth Street,Boston,
MA 02210.

Opinions expressed in Field Notes
are those of the authors and not
necessarily the opinions of SABES or
its funders.

Permission is granted to reproduce
portions of this newsletter; however,
we request appropriate credit to the
author and Field Notes.

Subscriptions are free to Massachu-
setts ABE practitioners. All others
may subscribe for an annual fee of
$8.00. To subscribe, contact Justine
Sadoff,World Education,44
Farnsworth Street, Boston, MA
02210. Make checks payable to
World Education.

Submissions are welcome. If you
have an idea for an article or wish to
submit a letter to the editor, call
Lenore Balliro at (617) 482-9485.

We do reserve the right to decline
publication.

Editor: Lenore Balliro
Layout: Lenore Balliro
Subscriptions: Justine Sadoff

Advisory Board for 2000/2001:
Bruce Dahlquist, Lee Haller, Marilyn
Monteiro, Bonniebelle O’Neal,
Susan Peltier, Nancy Tariot

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

○

F o r e w o r d

                           any of us in adult basic education have found our

        way past  the useless dichotomy between

phonics and whole language epitomized by the reading wars waged

over the last decade. We have come to accept a more balanced ap-

proach to teaching reading— embracing whole language principles

using literature-rich content while incorporating decoding and other

reading subskills into the instructional practice.

The more we understand about the reading process by examin-

ing how theory and research applies to our practice, the better read-

ing teachers we will become. Understanding how readers make

meaning from the printed page can ground us in our daily teaching

and inform the choices we make in the classroom. We need to clarify

what we believe about language and literacy acquisition so the choices

we make about reading assignments and activities are purposeful.

This issue of  Field Notes offers articles by practitioners whose

students range from the newly literate to the college bound. Some

writers, like Lee Haller and Marcia Chafee, offer step-by-step lesson

plans for teaching basic reading, while others, like Paul Abraham and

Jessica Spohn, offer theoretical frameworks for understanding the

reading process. Janet  Fischer and Richard Goldberg do a striking

job of illustrating how they apply reading theory principles to their

classroom.

I have also selected Web sites and resource listings with an eye

toward balancing theory and practice. As always, readers of  Field

Notes are welcome to express their reactions in subsequent issues of

the newsletter by sending a letter to the editor or contributing an

article.

Though articles on reading assessment are conspicuously ab-

sent, the forthcoming issue of Field Notes will focus entirely on as-

sessment, including the assessment of reading abilities.

M
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 s students complete the ar-
duous task of passing the

              GED or completing an alter-
native high school diploma, they
have acquired a wide range of read-
ing comprehension skills and they
have achieved an important mile-
stone. Some students will want to
continue in postsecondary educa-
tion. But often, teachers have not
introduced the reading skills and
strategies these students will need
to succeed in a college setting. Col-
lege students have to cope with a
large amount of reading, with
lengthy texts in scientific, historical,
and technical areas.

In this article, I will discuss
strategies and skills in reading in-
struction for students moving from
a small and often supportive adult
basic education classroom into a
large and often impersonal college
setting.

How Do You Feel at theHow Do You Feel at theHow Do You Feel at theHow Do You Feel at theHow Do You Feel at the
End of This Paragraph?End of This Paragraph?End of This Paragraph?End of This Paragraph?End of This Paragraph?

Read the italicized text below
from a computer manual:

The Print dialog box is where
you also set the size attribute ratios.
These settings are percentage mul-
tipliers used to scale the current
font whenever relative size at trib-
utes are applied.  For example, if
the current font has a size of 10
points, and the Large size attributes
ratio in the Print Preferences dia-
logue box is set to 120%, then any
where the Large attribute is applied
in the document, the character size
changes to 12 points, which is 120%
of 10 points (10 * 120% = 12).

Ready to read on with confi-
dence and comprehension or are
you ready to cry, give up or ask
someone for help?  Is this how your
student feels when an instructor
assigns a reading from a college
text? Using my computer, I checked
the readability score of this docu-
ment.  It has about an 11th grade
level equivalency, suggesting that
most 11th graders could read and
understand the passage. So with a
masters degree in education, I
should be able to read and compre-
hend this passage with ease.

But I can’t.  I can’t read and
understand this passage without
accessing an array of comprehen-
sion skills and strategies that I don’t
use every day.  I have to be an active
and strategic reader. I have to ask
and answer certain questions and
draw on certain reading skills that
will help me read independently.
Below is a list of these strategies and
skills, drawn from Bloom’s Tax-
onomy, that I must use to under-
stand the paragraph. The same
skills can be taught to students as
they encounter unfamiliar, chal-
lenging texts.

1.Why Am I Reading1.Why Am I Reading1.Why Am I Reading1.Why Am I Reading1.Why Am I Reading
This?This?This?This?This?

Why do I need or want to read
this text: what’s in it for me both as
an immediate goal and as a part of
who I am and what I want? Answer-
ing this question creates a context
for becoming an active reader. It
sets a purpose for reading and es-
tablishes motivation. It moves me
away from passively accepting the

text, which limits comprehension.
I am making the choice to read,
comprehend, and use the informa-
tion I learn from the text. Answer-
ing thewhy  helps me, and any
reader, accept the discomfort that
comes from not immediately know-
ing how to approach the text.

Why should I read the com-
puter paragraph? As an immediate
goal, I need to know how to use my
computer and I can’t always rely on
other people to help me trouble-
shoot. In the longer term, using the
computer  is part of my job, and I
want a sense of independence and
accomplishment.  So I will endure
the discomfort I will experience in
the process of finding the skills to
help me understand this passage.

Helping students to establish a
reason for enduring difficult texts,
even when the immediate goal isn’t
readily apparent, is a good first step
toward developing active reading
skills.

2.What T2.What T2.What T2.What T2.What Type oype oype oype oype of Tf Tf Tf Tf Text Am Iext Am Iext Am Iext Am Iext Am I
Reading?Reading?Reading?Reading?Reading?

To help me comprehend the
computer paragraph, I must identify
the type of text so I can use appro-
priate reading strategies. I know that
I am reading a technical passage that
involves math, so I will read me-
thodically to get specific informa-
tion and analyze information from
tables, formulas, equations, under-
stand specialized vocabulary.

Students, too, must identify
the type of text they are reading so

Learning to Read, Reading to Learn
by Jessica Spohn

               Continued on page 4
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they can select different skills nec-
essary for reading in different
genres. Reading a novel is different
from reading a technical manual,
and teachers need to teach these
differences explicitly. In my case,
identifying my paragraph as an ex-
cerpt from a dreaded but necessary
manual-like book, Using Word Per-
fect, sets me up for doing a certain
kind of reading

3.What Do I Already3.What Do I Already3.What Do I Already3.What Do I Already3.What Do I Already
Know About This?Know About This?Know About This?Know About This?Know About This?

I draw upon my prior knowl-
edge of computers and my personal
experiences with computers to help
me understand the paragraph. This
reflection, along with my knowledge
of the type of text—the dreaded
technical manual— allows me to un-
derstand the vocabulary in context.
The words dialog, attribute, and
character have many meanings, but
I understand that this is a manual on
computers, not a poem by Shakes-
peare, so I read accordingly.

Students, too, must access
their prior knowledge of a topic and
of the type 0f text they are reading.
They can ask: “What do I already
know about this subject? When have

I read a similar kind of book, and
how did I do it?” Teachers can assist
students in activating their prior
knowledge through prereading ac-
tivities. They can also help increase
a student’s knowledge of a difficult
subject by reading lower-level ma-
terials to build that missing knowl-
edge base. Students can learn to do
this themselves by seeking out ma-
terials on a similar subject written at
a lower level in order to build back-
ground knowledge.

4.How Can I Get the Big4.How Can I Get the Big4.How Can I Get the Big4.How Can I Get the Big4.How Can I Get the Big
Picture of What I’ll BePicture of What I’ll BePicture of What I’ll BePicture of What I’ll BePicture of What I’ll Be
Reading?Reading?Reading?Reading?Reading?

In my case, I’m trying to un-
derstand a short excerpt from a
longer manual. Still, it helps me to
skim the manual so I know how that
paragraph fits into the longer text.
Then I can locate more information
if I need to.

If students can establish a big
picture for what they are reading,
they can increase their comprehen-
sion of, say, a chapter of a text. They
can skim the chapter for basic ideas,
scan for specific information, use
titles and headlines to predict what
they will be reading about. By estab-
lishing a kind of scaffold before
reading, their chances of under-
standing that chapter are much bet-

ter than if they open to page one
and start reading.

5.How W5.How W5.How W5.How W5.How Will I Evaluate theill I Evaluate theill I Evaluate theill I Evaluate theill I Evaluate the
Material I am Reading ?Material I am Reading ?Material I am Reading ?Material I am Reading ?Material I am Reading ?

In the case of the computer
paragraph, my ability to evaluate the
cause-effect relationship and to
verify the value of evidence in this
passage will allow me to apply it to a
concrete situation when I need to. If
I have read the paragraph correctly,
I should be able to set the six at-
tribute ratios for my fonts. If I can’t
do it, I have to read it over again.

When students read longer
and more complex materials—social
sciences, history, applied sciences,
for example, they will have to use a
variety of reading skills: they will
have to evaluate fact vs. opinion and
assess the value of theories. They
will have to compare and discrimi-
nate between ideas and theories
based on following and evaluating
reasoned arguments. All of these
skills need modeling and explicit
teaching in the GED or ASE class-
room because they do not come as
naturally as, say, reading a story or
narrative.

To read my computer para-
graph successfully, I had to draw on
skills I don’t use regularly. As an
advanced reader, I access those
skills unconsciously. But our stu-
dents must learn these skills
through explicit exposure and prac-
tice, if they are to succeed in college
level reading.

Jessica Spohn has worked in education
for 15 years. She currently coordinates
the ABE-to-College Transition Project
at the NELRC/World Education and
can be reached at (617) 482-9485
or <jspohn@worlded.org>.

Learning to Read...Learning to Read...Learning to Read...Learning to Read...Learning to Read...
continued from page 3

Bloom’Bloom’Bloom’Bloom’Bloom’s Ts Ts Ts Ts Taxonomyaxonomyaxonomyaxonomyaxonomy
Bloom’s Taxonomy is a useful rubric for teaching reading to students who
plan to go on to post secondary education. For a clear and useful chart
illustrating Bloom’s taxonomy with implications for teaching reading, go to
the following Web sites:

<www<www<www<www<www.coun.uvic.ca/lear.coun.uvic.ca/lear.coun.uvic.ca/lear.coun.uvic.ca/lear.coun.uvic.ca/learn/program/hndouts/bloom.html>n/program/hndouts/bloom.html>n/program/hndouts/bloom.html>n/program/hndouts/bloom.html>n/program/hndouts/bloom.html>
<www<www<www<www<www.ops.org/reading/blooms_taxonomy.ops.org/reading/blooms_taxonomy.ops.org/reading/blooms_taxonomy.ops.org/reading/blooms_taxonomy.ops.org/reading/blooms_taxonomy.html>.html>.html>.html>.html>
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     uring a workshop at an
     adult literacy program

               located within a two- year
college, each teacher present
voiced the assumption that the ma-
jority of her students were learning
disabled. This conclusion was
based on such evidence as the fact
that a student had been in the pro-
gram a long time with little
progress, was unable to remember
what she’s learned in an earlier
class, or had a “case history of
mental illness or participation in
special education classes.” Once the
preliminary “diagnosis” was made,
the student was sent to the “special
Needs Center” at the local college
for a “battery” of exams including
the IQ test.

Included among other criteria
commonly used to identify learning
disabled students are: loose thought
patterns; disoriented in time; often
late; cannot retain new information

Reconsidering Learning Disabilities

without excessive rehearsal and
practice; seems restless, shifts po-
sition often during reading tasks;
halting and jerky reading style.

My own reading of the dis-
course of “learning disabilities”
owes much to the works of Peter
Johnston (1985) and Gerald Coles
(1987). It was Johnston’s Under-
standing Reading Disability  that
first allowed me to consider that
reading ability might have more to
do with factors such as attitude, mo-
tivation, strategies, and situations
than neurological dysfunction. And I
have seen teachers in programs in
which I have worked apply the term
“learning disabled” to nearly every
student they teach, with no more
rationale than that used by the pro-
gram mentioned at the beginning of
this section. That may be because
this is easier than seeing our own
strategies and classroom structures
as ineffective. I believe this situa-

tion results from a literacy field that
assumes anyone who can read and
“cares” can teach reading, and it
places underprepared tutors and
teachers in untenable circum-
stances, where learning disability
seems the only explanation for “fail-
ure to progress.”

by Rachel Martin

Classroom Tip: Responding to Reading
After literal comprehension questions, then what? The following suggestions can help stimulate com-

plex discussions of texts, particularly fiction. Some of these questions can help students present an opinion
and support it with reasoning, a skill that can be extended to nonfiction reading as well. These questions
were adapted from the Web site <www.covington.k12.tn.us/resources/word/hots6.htm>

This excerpt is from Rachel Martin’s
forthcoming book: Listening Up:
Reinventing Ourselves as Teachers
and Students, Heinemann, January,
2001. Rachel Martin teaches writing
to adults and facilitates staff devel-
opment in radical pedagogy and cur-
riculum design.

D

Notes:
Coles, G. (1987). The  learning  mystique:
A critical look at learning disabilities. New
York: Pantheon Books.

Johnston, P (1985). Understanding read-
ing disability: A case study approach.

Harvard Ed Review.  55 (2)  (pp.153-177).

√ As a prereading activity, have students read the title of a story only and create their own stories
from it. Compare them to the original.

√ Ask students: Decide which character in the story would like to spend a day with and why.

√ Ask students to decide if the story really could have happened and why.

√ Ask students to explain why  a character in a story acted as he or she did.

√ Ask students to compare the story with another one the student has read.

√        Ask students to wrtie a letter to one of the characters in the story offering advice
or information.
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trast it with their world knowledge,
helping to make sense of what is
written. The focus here is on the
readers as they interact with the text.
For those reading theorists who
recognized the importance of both
the text and the reader in the read-
ing process, an amalgamation of the
two emerged—the interactive ap-
proach. The interactive
model (Rumelhart, 1977;
Stanovich, 1980) stressed
both what is on the written
page and what a reader
brings to it using both top-
down and bottom-up skills.

Chall, who actually took
a more interactive stance in
the great debate, served on a
blue ribbon panel that
helped create Becoming a Nation of
Readers in 1985. These reading
theorists and practitioners de-
scribed skilled reading as construc-
tive—that is, the reader constructs
meaning from and makes sense of
the printed page. The panel also
described skilled readers as fluent,
strategic, and motivated.  Moreover,
they suggested that skilled readers
practice, develop, and refine their
reading over their lifetime.

More than a decade and a half
later, these descriptors still illus-
trate the reading process for skilled
readers. I’d like to apply these te-
nets to a reading lesson, and I have
divided the lesson into before, dur-
ing, and after reading.

Before ReadingBefore ReadingBefore ReadingBefore ReadingBefore Reading
Skilled reading is construc-Skilled reading is construc-Skilled reading is construc-Skilled reading is construc-Skilled reading is construc-

t i v et i v et i v et i v et i v e
The notion of constructing

knowledge refocuses the locus of
control in the reading process on

the reader.  It is not enough for
readers to decode the information
from the text, but rather they must
bring to mind their own world
knowledge and worldview.  It de-
mands that the teachers activate
their students’ schema— that is,
help students recognize the knowl-
edge that they already have about
the topic of a text.  This would be

akin to the building of a foundation
in the process of construction.

Activating knowledge about a
topic is particularly important for
second language readers whose
world knowledge often far exceeds
their linguistic skills. Teachers need
to provide opportunities for all
readers to think, write, or discuss
what they know about the topic of
the reading.  In addition, teachers
need to focus the students’ attention
on features of the text that can aid in
building a scaffold for what they will
read: titles, photographs or illus-
trations, and if appropriate, the
actual structure of the text.  (For
example, a newspaper is structured
a certain way that facilitates skim-
ming, scanning, and locating spe-
cific information; a textbook uses
chapter titles and subheads to orga-
nize topics and concepts.)

Skilled readers are strategicSkilled readers are strategicSkilled readers are strategicSkilled readers are strategicSkilled readers are strategic
Teachers can help students

recognize the great variation inher-

ent in the reading process and to
understand that we do not read each
piece of writing in the same
way.  For example, quite different
skills are needed to locate and read
the list of show times for a new film
in the newspaper than to read a
journal article on cell properties.
Teachers can serve as guides to the
variety of skills and processes used
in reading.  They can pose questions

to help students reflect
on their reading
processes:  Why are
we reading this par-
ticular text?  What
information do we
need to glean from
it?  How closely do
we need to read?   It
is important to help
ESOL readers, who
may not have even

basic literacy in their first language,
to understand differences among
texts and to vary the reading skills
they use.

Skilled readers are motivatedSkilled readers are motivatedSkilled readers are motivatedSkilled readers are motivatedSkilled readers are motivated
This descriptor focuses the

teacher of reading on the selection
of material. Obviously, selecting
relevant and interesting material for
readers is key to their engagement
in the process. But teachers can
improve student motivation by cre-
ating classroom opportunities for
sustained silent reading (SSR).
In-class SSR, widely used in public
schools, can also be part of an adult
reading program.  This type of
reading had been shown to be ef-
fective for ESOL readers (Pingreen
& Krashen, 1993; Mason &
Krashen, 1997).

Class time during which stu-
dents are allowed to choose their
own reading material should be

Skilled Reading...Skilled Reading...Skilled Reading...Skilled Reading...Skilled Reading...
Continued from page 1

                             Continued on page 7

...skilled readers practice,
develop, and refine their reading

over their lifetime.
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consistently scheduled.  Over time,
teachers can create a class library
with popular material.  Double cop-
ies would be helpful so that students
with similar interests can discuss
the same book or article.  The class
library can be filled with newspa-
pers and magazines as well as novels
and adult literature.

During ReadingDuring ReadingDuring ReadingDuring ReadingDuring Reading
Skilled readers are fluentSkilled readers are fluentSkilled readers are fluentSkilled readers are fluentSkilled readers are fluent

Fluency in reading is a balance
between the skillful decoding and
ongoing comprehension. This flu-
ency assumes that the decoding of
most words the reader encounters
is automatic.  Readers have only a
limited amount of cognitive energy
to use during the process.  If they
spend most of their time on decod-
ing, then they have no energy left
for connecting the ideas of the text
to make meaning. Therefore, being
fluent demands that readers have
internalized decoding and can

and shape. I then explained that
these headings could serve as a
guide for his notetaking.   He looked
at me in amazement and said, “What
a good idea!”

This type of direct explanation
of what you, yourself, do as a profi-
cient reader is often very helpful
for your students: using graphic
cues, note-taking, rereading, and
summarizing paragraphs or sec-
tions.  Having students read the
summary at the end of a textbook
chapter first, for example, provides
a good overview. It can help create a
schema for students as they ap-
proach the beginning of the chap-
ter.

Think Aloud ProtocolThink Aloud ProtocolThink Aloud ProtocolThink Aloud ProtocolThink Aloud Protocol
Modeling your own reading

process might also serve your stu-
dents.  You could choose a text that
the whole class might be reading
and go through a public think-aloud.
In other words, tell the students
what you are thinking as you read a
text for the first time.  I would sug-
gest that you practice on a text to
prepare yourself.  However, as you
share your own process with the
students, you should use an unfa-
miliar text to make the task more
authentic.

After ReadingAfter ReadingAfter ReadingAfter ReadingAfter Reading
The typical postreading exer-

cise tends to focus on comprehen-
sion exercises.   I would suggest that
rather than short answer or mul-
tiple choice exercises, readers
might be asked to think about a vi-
sual representation of the text: a
folded paper with pros and cons; a
Venn diagram with traits and simi-
larities; a web map with several dif-
ferent ideas connected by arrows.

Skilled Reading...Skilled Reading...Skilled Reading...Skilled Reading...Skilled Reading...
Continued from page 6

      Continued on page 8

focus conscious energy on compre-
hension. Decoding can be particu-
larly problematic for second lan-
guage learners because they often
have a very limited oral based lexi-
con.

A number of exercises can
help readers improve their auto-
matic processing skills. These
include identification exercises,
matching words, identifying parts of
words, and flash cards for sight
words. (Editor’s note: See Lee
Haller’s article on page 21 for ex-
amples of reading exercises.)

Making It Concrete:Making It Concrete:Making It Concrete:Making It Concrete:Making It Concrete:
Using Post-itsUsing Post-itsUsing Post-itsUsing Post-itsUsing Post-its

To improve top-down skills,
ESOL teacher Judy Powers has her
students use post-it notes to mark a
text as they are reading. The nota-
tions on the post-its include: asking
a question, answering a question,
creating a mental picture, express-
ing opinion, connecting to life, and
connections to reading. These
“notes” could include key informa-
tion, a new vocabulary  item, inter-
ersting descriptions, or whatever
focus seems appropriate. Although
students read on their own, they
review their reading process by
using post-its, also making their
reading a more active process.

I remember once helping a
student who was studying a chapter
in an introductory text for a college
course. I asked him how he learned
the materials. He responded that he
read the chapter through.   I asked
what he did next, and he re-
sponded that he read the chapter a
second time.  I then asked if he
took notes and he said no. I sug-

gested that he examine the head-
ings throughout the chapter and
notice the differences in font size
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Bloom’s TBloom’s TBloom’s TBloom’s TBloom’s Taxonomyaxonomyaxonomyaxonomyaxonomy
Post reading activities and

questions should also take into ac-
count the six-level hierarchy of
skills that Bloom suggests in his tax-
onomy.  The first level is knowl-
edge, which includes recall or rec-
ognition of information.  The next
level, commonly used in post-read-
ing tasks, is comprehension, where
the reader might explain, describe,
or rephrase a text.  The next four
levels focus on the following:
�  application application application application application, where the reader
applies the information learned in
the text;
�  analysis analysis analysis analysis analysis,,,,, where the reader
would make inferences or derive
generalizations;
�  synthesis synthesis synthesis synthesis synthesis, where the reader
combines several ideas; and

NotesNotesNotesNotesNotes
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� evaluationevaluationevaluationevaluationevaluation, where the reader
judges the value or importance of a
text.

These levels provide a simple
yet helpful guide to the types of
questions that you might ask after
reading.

ConclusionConclusionConclusionConclusionConclusion
Skilled readers practice, de-

velop, and refine their reading over
their lifetime. This summative de-
scriptor indicates the importance of
practice to develop expertise in
reading.  With support, practice and
inspirations, all readers can im-
prove.

Paul Abraham is the Director of the
Master of Arts in Teaching ESL and the
Chair of the Education and Human
Services Department at Simmons
College. He can be reached at
<paul.abraham@simmons.edu>

Skilled Reading...Skilled Reading...Skilled Reading...Skilled Reading...Skilled Reading...
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What is Sustained Silent Reading?What is Sustained Silent Reading?What is Sustained Silent Reading?What is Sustained Silent Reading?What is Sustained Silent Reading?

Sustained silent reading (SSR) is a time set aside in the class-
room for students to read on their own. Even 15 minutes of SSR
is worthwhile.

Students select something suitable and interesting to
read,preferably a whole book.

Teachers may or may not  have students keep dialogue journals
on what they read. Teachers’ responses to the journals afford
individual attention.

Research has suggested that SSR is valuable in helping students
progress in reading and in helping second language students
acquire language proficiency.

Having students read on their own allows brief periods for
teachers to work on portfolio assessments or to have individual
conferences with students.
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Oh, Ernesto, I Have Something Wonderful to
Tell You: Making Higher Level Readers Out of
Lower Level Learners
by Janet Fischer and Richard Goldberg

Continued on page 10

       s teachers in Boston’s
Asian American Civic Asso-

      ciation, we work with im-
migrant adult learners at a reading
level of  3—4, the grade level
equivalents used by the Massachu-
setts Department of Education.
Richard’s level I class is slightly
lower than Janet’s level II class. In
this article, we will provide some
practical, classroom-based ideas
for teaching higher-order reading
skills to lower level readers who are
nonnative speakers of English.

Richard shows how to get stu-
dents to read and respond to a
whole book on work and family is-
sues. Janet shows how to take a
student-generated text and provide
reading and writing activities to
build background knowledge in or-
der to increase comprehension.

Joining the Literacy ClubJoining the Literacy ClubJoining the Literacy ClubJoining the Literacy ClubJoining the Literacy Club
Our common goals are to help

lower-level learners, in Frank
Smith’s words, to “join the literacy
club,” that is, to make reading more
enjoyable, to engage with texts, to go
beyond the wall of print barrier of
“too many new words,” and to ac-
quire the kinds of reading strategies
necessary for success at higher lev-
els of education and employment.
We don’t see these goals as mutually
exclusive, and we believe teachers
shouldn’t focus on one at the ex-
pense of the other.

Linking Theory toLinking Theory toLinking Theory toLinking Theory toLinking Theory to
Practice: RichardPractice: RichardPractice: RichardPractice: RichardPractice: Richard

In my level I ABE class, stu-
dents read Woman’s Work, Man’s
Work by Roseanne Keller (New
Readers Press), a small “chapter
book” focusing on the difficulties
faced by an immigrant family. The
husband, laid off and unable to find
work, is forced to stay home and
take care of the couple’s three chil-
dren, while his wife works full-time
to support the family.

First Steps: Content andFirst Steps: Content andFirst Steps: Content andFirst Steps: Content andFirst Steps: Content and
Formal SchemataFormal SchemataFormal SchemataFormal SchemataFormal Schemata

Since none of the students had
ever read an entire book in English,
we thought it useful to bring some
reading theory into the classroom to
support our view that meaning is not
found in individual words or texts
but as part of an interactive process
between a reader’s background
knowledge and the text (Carrel &
Eisterhold, 1983). First we exam-
ined content schemata (what
readers already know about the
subject they’re reading). Students
easily wrote examples of “woman’s
work” and “man’s work,” both in
their native countries and in the
United States, and they were asked
if they ever knew of  a woman who
did “man’s work” or a man who did
“woman’s work.” We also discussed
how different societies would view

men and women in these situations.
These activities provided much use-
ful information for a future lesson
on changing gender roles.

Next, we used formal sche-
mata (knowledge of the organiza-
tional structures of different kinds
of texts—for example, how a book is
different from a poem).

Students were asked to skim
the entire book by looking at the
front cover (a picture of an exasper-
ated house husband), table of con-
tents, names of chapters, pictures,
and reading small sections, such as
any chapter’s first and last para-
graphs. Each student then shared
her/his findings with the class. Fi-
nally, we tried to predict the content
of each of the seven chapters by
writing one sentence summaries
based on the titles (“The Broken
Dream,” “Anger,” “Change of
Heart,”etc.) and to predict the end-
ing from the last line of the book,
“Oh, Ernesto, I have something
wonderful to tell you.”

Students read the book in dif-
ferent ways: through sustained si-
lent reading in class, by reading a
few paragraphs aloud “round-robin
style,” by listening to the teacher
read aloud, and by reading assigned
chapters at home. All in-class read-
ing followed a strict “no dictionar-
ies” policy. If students encountered
difficult new words or idioms, they

A
Note: Because this article was written by two teachers, we have indicated authorship of each section in the subheadings.
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Oh Ernesto. . .Oh Ernesto. . .Oh Ernesto. . .Oh Ernesto. . .Oh Ernesto. . .
Continued from page 9

Continued on page 11

The challenge is to find themes
that all students can relate to.

would underline them and try to
guess meanings from context with
the rest of the class, or they would
try a “list it and skip it” approach of
writing the word in their reading
journal and looking up the meaning
later. (For an excellent list of strate-
gies that can be used before, during,
and after reading, see
Auerbach and Paxton
(1997).

Reading andReading andReading andReading andReading and
WWWWWriting asriting asriting asriting asriting as
Interactive SkillsInteractive SkillsInteractive SkillsInteractive SkillsInteractive Skills

In all our classroom
work, we use reading and writing
together, not as discrete skills.
Among the writing assignments was
a letter to either Carmen or
Ernesto, the two main characters, in
which students would give their re-
actions to the husband’s or wife’s
plight and offer suggestions to im-
prove their respective situations.
After reading the book, students
were asked to write their own end-
ing to the story and predict what
might happen to Carmen, Ernesto
and their children in the next few
years. Finally, they did a longer
piece of writing to explain how they
would deal with the problem of job
loss and shifting child care obliga-
tions if those situations surfaced in
their own families.

Narrow ReadingNarrow ReadingNarrow ReadingNarrow ReadingNarrow Reading
These activities were not done

in a vacuum but were part of longer
units on the changing family and
working in the United States.
Through this kind of “narrow read-
ing,” investigating a topic in depth

by reading multiple genres—a short
book, a newspaper article, a poem—
students are able to increase their
background knowledge and transfer
both content and formal schemata
to more challenging readings.  Al-
though we do only one chapter of
the book in class every day, each
time we read this book I have always
noticed that many students are
reading it at a faster pace on their

own, proving that if the material
connects with their realities, stu-
dents often do more independent
reading.

Using Student-GeneratedUsing Student-GeneratedUsing Student-GeneratedUsing Student-GeneratedUsing Student-Generated
WWWWWriting as Class Triting as Class Triting as Class Triting as Class Triting as Class Texts:exts:exts:exts:exts:
JanetJanetJanetJanetJanet

At the beginning of each new
class cycle, I try to establish a strong
foundation for reading. For ex-
ample, we begin the first class day
with a reading assignment inte-
grated with a writing assignment.
Although most students are Chi-
nese, we often have non-Asian stu-
dents in our classes. The challenge
is to find themes that all students
can relate to. For my students, im-
migrating to the United States is a
universal experience; therefore, I
choose readings related to this
theme. What follows reflects a com-
bination of in-class and at-home
reading activities.

Students begin by writing
about the thoughts they had about

the United States before they immi-
grated here. We next list all of the
students’ responses on the board.
The following class, students are
given a photocopy of the list they
generated from the previous class.
This list enables students to read
their classmates’ responses and
validate their own ideas in print. We
then discuss similarities and differ-
ences among the group. Students

respond very positively
to this activity because
they receive immedi-
ate feedback from
their peers. It also
encourages them to
relate their experi-
ences to their peers’
and prepares them to
respond to subse-

quent class readings at more chal-
lenging levels.

We continue the theme with a
published reading assignment using
two excerpts from I Was Dreaming
to Come to America: Memories
from the Ellis Island Oral History
Project .New York: Puffin Books,
1995.  Students read about the ex-
pectations and thoughts of two im-
migrants who arrived at Ellis Island
in 1920. They also read a short bi-
ography of each of the immigrants.
After referring to their earlier re-
sponses in the opening activity, they
write a short letter to one of these
immigrants. In their letter, they
explain how they can identify with
the writer’s feelings or experiences
and how they themselves reacted in
their own situations. Using letter
writing provides students with a
clear audience for their writing,
making it easier to determine tone,
level of formality, and other choices
any writer has to make.
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The follow-up reading is a
longer student-generated text from
a former ABE student. We discuss
students’ reactions to this student’s
experiences, again drawing com-
parisons and contrasts. As a final
activity, we create a chart com-
paring the three writers to the class
members, examining country; age
when immigrated; thoughts before
coming to the U.S.; hopes for the
future; and advice/suggestions for
each person. Through the use of
this graphic, we look for common-
alities. The use of a chart also pro-
vides students with a different
reading skill: locating information
from a graphic, which is organized
differently from a narrative.

Recycling VRecycling VRecycling VRecycling VRecycling Vocabularyocabularyocabularyocabularyocabulary
By following one relevant

theme for a period of time, we cre-
ated a context that helped students
increase their comprehension of
the reading matter. Vocabulary is

Pre-Reading StrategiesPre-Reading StrategiesPre-Reading StrategiesPre-Reading StrategiesPre-Reading Strategies
♦  ♦  ♦  ♦  ♦  Accessing prior knowledge

♦  ♦  ♦  ♦  ♦   Writing your way into reading (Writing about your
        experiences related to the topic)

♦♦♦♦♦     Asking questions based on the title

♦♦♦♦♦     Making predictions based on previewing

♦♦♦♦♦     Identifying text structure

♦♦♦♦♦      Skimming for the general idea

♦♦♦♦♦     Reading the introduction and conclusion first

During Reading StrategiesDuring Reading StrategiesDuring Reading StrategiesDuring Reading StrategiesDuring Reading Strategies
♦♦♦♦♦   Skipping unknown words; guessing from context

♦♦♦♦♦    Predicting the main idea of each paragraph

♦  ♦  ♦  ♦  ♦  Drawing pictures to show what you see in your

          mind’s  eye

After Reading StrategiesAfter Reading StrategiesAfter Reading StrategiesAfter Reading StrategiesAfter Reading Strategies
♦♦♦♦♦    Revising prereading expectations

♦♦♦♦♦    Making an outline, chart, map, or diagram of the organization
        of the text

♦♦♦♦♦    Retelling what you think the author is saying

♦♦♦♦♦    Relating the text to your own experience

Sample Reading StrategiesSample Reading StrategiesSample Reading StrategiesSample Reading StrategiesSample Reading Strategies
The following day, students do

a variation on a role-play using writ-
ing instead of talking.  Each student
exchanges her letter with a partner
and takes on the role of the immi-
grant her partner wrote to. Students
write responses to their partner’s
letter addressing specific issues,
concerns, or challenges their part-
ners have faced. These student-
generated texts give students op-
portunities to read more authentic
texts with a controlled level of dic-
tion. Depending on the class, we
will do up to two “letter exchanges”
to reinforce their reading and writ-
ing skills from multiple perspec-
tives.

naturally recycled when you use a
theme, so students have the
chance to see new words re-
peated in different readings.
Using  student-generated texts is
a natural way to keep the level of
diction low enough for students
to read with ease. By introducing
published material on the same
theme, they have the opportunity
for exposure to language some-
what beyond their reach. By
combining reading and writing as
interactive activities, students see
the connection between the two.
All of these strategies with low-
level students help set the stage
for higher order reading skills.

(based on Auerbach and Paxton,1997)

Using ChartsUsing ChartsUsing ChartsUsing ChartsUsing Charts
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ne of my first memories

               is sitting in my mother’s
           lap while she read to me.
This one-on-one connection could
not have lasted for long, because I
have five younger sisters, but a
seed of joy, contentment, and
wonder was planted then, and I
have been a reader ever since.

From childhood I remember
The Five Little
Peppers, Little
Women, Little
Men     (I loved
Little Men,
probably be-
cause there were
so many females
in our house),
and The Bobbsey
Twins. When I
was old enough
to baby-sit I was addicted to Nancy
Drew books. I made $.75 an hour,
so I would sit and count on the
hour (75, 1.50, 2.25, 3.00...) to
calculate how much money I was
making so I could figure out how
many new Nancy Drew mysteries I
could buy.  I HATED finishing one
without a proper backup. As an
adult, I still read just about any-
thing I can get my hands on, but I
can always count on Pat Conroy,
Anne Lamott, Tom Robbins, and I
can read J.D. Salinger over and
over.

Reading in Pre-GEDReading in Pre-GEDReading in Pre-GEDReading in Pre-GEDReading in Pre-GED
One of the reasons I love

teaching a pre-GED class is that I
can incorporate my love of litera-
ture into my teaching. I teach pre-

GED at the Adult Collaborative of
Cape Cod for Educational Support
Services (ACCCESS) program. Pre-
GED covers the same basic material
that the GED program covers, but
we move at a slower and more thor-
ough pace. Each student has a dif-
ferent educational background, has
different strengths and challenges,
and learns at a different rate. While

the core lesson of the day is the
same for all, the students work with
the material at a level that they are
able to handle. We also have tutors
in the classroom to assist with this
type of divergence.

My time with students in class
is limited to two times per week,
three hours per session, and most
of my students have so many family
and work obligations that I cannot
assign any substantial homework.
Therefore, I have a very small win-
dow of opportunity to share my pas-
sion, expose my class to different
forms of literature, and prepare for
the GED examination. Further,
some students find the Literature
and Arts section very difficult. Re-
cently, though, I have found some
interesting ways to bring my own
reading into my pre-GED class and

still make it meaningful for my stu-
dents.

Grammar and LiteratureGrammar and LiteratureGrammar and LiteratureGrammar and LiteratureGrammar and Literature
As I was reading Beach Music

by Pat Conroy, I noticed that I was
laughing at the dialogue. In class, we
had just covered the use of the
comma to separate dialogue from
the tag line, and using the dialogue

in this book
seemed to be a
wonderful way to
illustrate what we
had just studied. I
also hoped, of
course, that exam-
ining the dialogue
would spark their
curiosity about the
rest of the book.

I copied a
particularly funny section of dia-
logue to illustrate the grammar
rule, and brought at least two copies
of the book in case any of the stu-
dents wanted to borrow it. They
enjoyed the passage (a dialogue be-
tween a father and his three daugh-
ters), the grammar made a little
more sense, and more important,
two of the students left with a copy
of the book.

The next comma rule we stud-
ied was the interrupter and the
appositive. I wasn’t sure how I was
going to illustrate this point
until I read A Heartbreaking Work
of Staggering Genius by Dave
Eggers.  It is almost impossible for
Dave Eggers to write a sentence
without an interrupter, which illus-

A Reader Teaches Reading

When I was old enough to baby-sit
I was addicted to Nancy Drew

books...

Continued on page 13

O
by Tina toran
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trates the point beautifully. I began
reading with an eye for content that
coincided with what we were study-
ing in class.

Reading Between theReading Between theReading Between theReading Between theReading Between the
LinesLinesLinesLinesLines

The first page of Cold Moun-
tain by Charles Frazier fit beauti-
fully into our class for reading com-
prehension. After reading the first
page, I asked the students questions
like “When did the story take
place?” “Did the man in the hospital
grow up in the country or the city?”

The students were a bit skep-
tical about finding all this informa-
tion from just one page of the novel,
but then they really got into reading
between the lines. I told the class
that we can tell a lot about a novel by
just reading the first page, so we
tried to extract as much information
as we could.

When we examine the first
page of a novel, we look for tone,
time, word choice, and foreshadow-
ing techniques.

In a similar vein, I used the
first couple of pages from Where the
Heart Is by Billie Letts. This novel of
a young, pregnant woman who has no
money, no family, and no way to take
care of herself, reflects themes of
community, friendship, family, and
personal growth. Letts’s novel
worked well to teach foreshadowing
techniques.

After reading a description of
Novalee Nation and Willy Jack
Pickens, characters from the novel, I
asked the class to predict what would
happen to the characters. Students
also had to support their ideas with
examples from the text. To my de-
light, the class elected to read this
book together, and all of them loved
it. They were exceptionally proud
when they saw the movie that was
made from this book and were able
to conduct a discussion of the merits

Carey Reid (SABES Staff
Development Specialist) and
Mary Jayne Fay (ABE Certifica-
tion Specialist) are still collecting
comments on the draft ABE
Teacher’s Certification process
as described in the Second
Interim Report to the Commis-
sioner/DOE.

These comments are
brought to the statewide Certifi-
cation Advisory Committee

Still Time to Give Feedback on ABE Teacher
Certification

meetings where they directly bear
on discussion.

Do you support the Teachers’
Competency List in its present
form?  Do you think the “stream-
lining” options for experienced
teachers make sense?

If you have not provided your
comments yet, please do take the
time to do so.

The report minus attach-
ments is not very long, and for

those of you especially pressed
for time, there’s an executive
summary.  These are posted on
both the DOE and SABES Web
sites: <www.doe.mass.edu/acls>
and <www.sabes.org>.  Please
email your comments to
<mjfay@doe.mass.edu> as soon
as you can, or mail them to:
Mary Jayne Fay, ACLS, 350 Main
Street, Malden, MA  02148-
5023.

Pieces of LiteraturePieces of LiteraturePieces of LiteraturePieces of LiteraturePieces of Literature
continued from page 12

Whenever I bring a piece of
literature, I also bring the book or
text that it came from. The students
know that I always carry books to
discuss and share, and as a result,
we have started a book exchange in
the classroom. I collect books at
yard sales for that purpose, but
adult basic education programs
might benefit from adding book
acquisitions to their budget for this
purpose.

Tina Toran has  worked on shrimp
boats in Key West, supply boats in
Louisiana, and boat deliveries to the
Caribbean. She is working on her
master’s degree in literature and
writing as she teaches pre-GED.
She can be reached at ttoran@cs.com.

of reading or seeing a work
of literature.
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ObjectiveObjectiveObjectiveObjectiveObjective
After this lesson, students should be able to recognize their own name in print and
be able to read the sentence: “My name is _______.”

Reading Skills CoveredReading Skills CoveredReading Skills CoveredReading Skills CoveredReading Skills Covered
Letter recognition, word recognition, sentence recognition, visual discrimination,
introduction of consonant sounds, reading from left to right

StudentsStudentsStudentsStudentsStudents
Beginner level (SPL 0-1) ESOL students at the basic literacy level. There should be
a maximum  of eight students in the class.

LengthLengthLengthLengthLength
The whole lesson takes about one and a half hours. There is no need to rush this
lesson because so many literacy skills are embedded here.

BackgroundBackgroundBackgroundBackgroundBackground
This lesson works well after students have been in class a few days. Before starting
this lesson, students should already be able to:

♦Answer the questions: “What is your name?” and “Where are you from?”

♦Identify the sound made by the first letter of each name of students in
    the class.

Step by StepStep by StepStep by StepStep by StepStep by Step
1.1.1.1.1.     Oral practice:Oral practice:Oral practice:Oral practice:Oral practice: Students ask each other “What is your name?”

2.Name recognition2.Name recognition2.Name recognition2.Name recognition2.Name recognition: Teacher scatters index cards with the names of all the

    students in the class on a table. Names should be written entirely in uppercase.
                  Each  student selects his or her own name from the cards on the table.

Tools for the Classroom: A First Reading Lesson
by Marcia Chaffee

TTTTTeachable Moments:eachable Moments:eachable Moments:eachable Moments:eachable Moments:      Sometimes two students will have names that start with the same letter,
like Mohammed and Moula. Students may discover their own name or may need the help of
the teacher to examine the visual configuration of the name (length and shape), sounds, and
any features that distinguish one name from another.

Author’s note: I have used this lesson successfully with my students at the International Institute of Boston; some
students are nonliterate and some are semiliterate in a non-Roman alphabet. All have had zero to three years of
formal education.

Teachers can begin to teach letters of the alphabet in context by using the first letters of students’ names in the
class. Teaching letter recognition and sound/symbol correspondence can be facilitated by using an ESOL lexicon.
(IIB has created its own.)
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3.3.3.3.3.     Spelling aloudSpelling aloudSpelling aloudSpelling aloudSpelling aloud
Students practice spelling their own names aloud. If one student cannot spell her name, the
teacher can ask a more advanced student:“Can you spell Mohammed’s name?” This allows for
multilevel flexibility.

4. W4. W4. W4. W4. Word recognition/sentence introductionord recognition/sentence introductionord recognition/sentence introductionord recognition/sentence introductionord recognition/sentence introduction
The teacher writes on board “My name is Ahmed.” and prompts students to guess what it says
by asking Ahmed, “What is your name?” The teacher asks other students and guides them to read
the sentence by repeating “My” “name” “is” as she points to each word, then substitutes each
student’s name.

5.5.5.5.5.     Reading for meaningReading for meaningReading for meaningReading for meaningReading for meaning
The teacher gives each student a strip that says “My name is” and another strip that has a
classmate’s name. This is a deliberate trick to get students to read carefully. Students then dis-
cover that they have someone else’s name. This usually elicits laughter and makes the process fun.

6. Discovery and correction/reading for meaning6. Discovery and correction/reading for meaning6. Discovery and correction/reading for meaning6. Discovery and correction/reading for meaning6. Discovery and correction/reading for meaning
Each student discovers that she has a name that is not her own and exchanges name strips with the
appropriate student to make corrections.Each student completes his/her sentence with her own
name. Students then read their sentence to the others.

77777.....     Sight wordsSight wordsSight wordsSight wordsSight words
The teacher reinforces each word by holding up single word cards for “My,”  ”name,” “is” and the
whole group identifies the words.

88888.....     Sight words/sentence structureSight words/sentence structureSight words/sentence structureSight words/sentence structureSight words/sentence structure
The teacher assists each student in cutting up her own sentence into single words and scrambling
the words. Students rearrange the words back into the sentence. (“My name is Ahmed.”)

99999.....     Sight word reinforcementSight word reinforcementSight word reinforcementSight word reinforcementSight word reinforcement
The teacher calls out individual words (“Pick up ‘my’; Pick up ‘name’; Pick up ‘is’.”and students
 pick up the corresponding word cards from their reassembled cut-up sentence.  Students con-
tinue this in pairs.

            10            10            10            10            10.....      Sentence writing Sentence writing Sentence writing Sentence writing Sentence writing
Each student copies her own sentence.

1111111111.....     Follow-upFollow-upFollow-upFollow-upFollow-up
For the next class, the steps above are repeated in a similar manner for “I am from ______.”

Marcia Chaffee is the Coordinator of Adult Education at the International Institute of Boston and has 21 years of experi-
ence teaching and supervising teachers in ESOL and basic literacy for adult refugees and immigrants.  She can be reached
at  (617)695-9990,ext.152, or by e-mail at <mchaffee@iiboston.org>.

.

Adaptation for stafAdaptation for stafAdaptation for stafAdaptation for stafAdaptation for staff developmentf developmentf developmentf developmentf development: Teachers might enjoy going through this process
themselves with the help of a facilitator who can direct them with a language that uses
a non-roman alphabet like Arabic or Khmer. This activity can easily be done during a
program meeting.
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              ou can do it!!  You can talk
             and listen! Reading is just
         talking written down!

      In 30 years of working with
adult learners, I have often heard
teachers state this myth as gospel—
with good intentions.  The intent is
usually to encourage the learner by
suggesting that reading isn’t some-
thing foreign,  but an-
other form of something
he or she can do already.
But written language  is
much more than “speech
written down,” unless it
is the exact recording  of
a speech or conversation.
And even then, it is con-
fined by its limits—no
sound, no gesture, no interruptions.

For adults whose language is
more oral-based than text-based,
becoming an “easy reader” can be
an arduous task. First, learners
must realize that  written language is
not “just speech written down”;
written language is a special way of
using language.When new and inex-
perienced readers realize this, and
when they are given a road map of
strategies to help them clarify the
expectations from different kinds
of print, they can start the journey
toward becoming fluent readers.

Examining Oral andExamining Oral andExamining Oral andExamining Oral andExamining Oral and
WWWWWritritritritritten Languageten Languageten Languageten Languageten Language

I have found that “developing
readers,” those who can decode, but
have never  become “good readers,”
can gain some fluency in reading by

looking at the ways written language
is different from speech, by being
prepared for those differences, and
by learning some comprehension
skills that help the reader negotiate
the difference between story and
expository text.

A developing reader told me,
“When I watch TV or a movie, I can

get a feeling for what’s happening, I
can get the whole picture.  With a
book, it’s too many words, too much
work.” I have heard this sentiment
often in my years of teaching adult
reading and GED preparation. But
millions of human beings read with
ease. Why is it so difficult for some
adults to achieve comfort  with print
in spite of having gained basic de-
coding skills early in life?

I have found that the following
barriers have prevented developing
readers from moving into fluency
and higher level comprehension.
These barriers are often a result of
students having more experience
with oral language than print. The
barriers also relate to the develop-
ing reader’s lack of understanding
about how the printed word makes
various kinds of demands on a
reader—demands that are very dif-

ferent from those required in
speaking and listening.

1) 1) 1) 1) 1) VVVVVocabulary:ocabulary:ocabulary:ocabulary:ocabulary:
When a person doesn’t read a

great deal, his or her vocabulary
tends to be limited to functional
terms and specific areas that relate
to the person’s culture, home life,

religion, and occupa-
tion.  Expanded vo-
cabulary is a key as-
pect of reading flu-
ency.

Shirley Brice
Heath, especially in
Ways with Words
notes that in the
so-called oral com-

munities, especially those in which
people seldom travel outside a
small social circle, people have
many more nonverbal than verbal
or text-based communication
forms.

Further, students who are still
developing proficiency in the En-
glish language can benefit from ex-
plicit vocabulary development; this
might help ease the pressure to use
reading mainly as a way to collect
new words.

My learners have responded
well to building vocabulary through
word play, role playing, round-
robin writing, and Jeopardy type
word games. These games are espe-
cially effective when linked to
reading that is part of a thematic
unit of vital interest to the students.

From Talk to Print: Preparing Students to Read
With Ease
by Sally Gabb

For new readers, all written
language is called ‘story.’

Continued on page 17

Y
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2) 2) 2) 2) 2) Lack of understanding be-Lack of understanding be-Lack of understanding be-Lack of understanding be-Lack of understanding be-
tween narrative and exposi-tween narrative and exposi-tween narrative and exposi-tween narrative and exposi-tween narrative and exposi-
tory text and between fictiontory text and between fictiontory text and between fictiontory text and between fictiontory text and between fiction
and non-fiction:and non-fiction:and non-fiction:and non-fiction:and non-fiction:

For new readers, all written
language is called “story.” In fact,
stories (narratives of something that
happened to somebody, either real
or fictional), are most like spoken
language. They are personal, de-
scriptive, time sequenced. They are
more like talk written down than any
other form of writing.

I have found it useful to talk
with developing readers about the
differences between spoken and
written language early on. We also
talk about the definition of story and
narrative and the differences be-
tween fiction and nonfiction
as well. I ask learners to tell family
or community stories that have an
oral history, to write them down,
then to read them back, looking for
the differences between the spoken
and written form.

I then begin introducing liter-
ary elements through the use of
these personal narratives. Charac-
ters, setting, plot, mood, and point
of view can be analyzed through the
use of the students’ narratives, thus
providing a bridge from personal
narrative to fiction.

Because they have a limited
understanding of the different ways
in which print can work, developing
readers often read fiction as reality.
For example, some readers get an-
gry at a character in a story, demand
to know why a character would act a
certain way, or put down a story in
disgust because of what the charac-
ter has done. To clarify the differ-
ence between their narratives and

true fiction, it’s fun to assign some
creative fiction writing with stu-
dents. Those who are hesitant can
just change the names and places of
a true story they have experienced.
By creating their own stories, they
can understand the elements of
fiction “from the inside out.” When
learners create their own charac-
ters, it dawns on them how fiction
works. (Of course, students need
some prompts for creating fiction
on their own, and teachers may want
to consult some books and articles
on using creative writing in the ABE/
GED classroom.)

3) 3) 3) 3) 3) Inability to comprehendInability to comprehendInability to comprehendInability to comprehendInability to comprehend
based on lack of backgroundbased on lack of backgroundbased on lack of backgroundbased on lack of backgroundbased on lack of background
knowledge:knowledge:knowledge:knowledge:knowledge:

Even fictional narratives can
be hard for new readers to under-
stand if they have no background
knowledge that relates to the story.
It is often hard to relate to a charac-
ter or story that is totally foreign to
his or her experience.  Jennifer
Cromley, a 1998 NIFL fellow, spent
a year researching cognitive strate-
gies for adult learning.  In one sec-
tion she suggests that a major need

I have often described a situation that happened one evening at a

learning center for homeless adults where I was working.  I had

been tutoring a middle-aged man from North Carolina who had

grown up on a farm, and had left school after fourth grade.

A college-aged tutor arrived, and we began chatting.  He was

carrying a novel I had read, one that I had loved.  We started a

lively conversation about the book.  The man I was tutoring ob-

served our conversation carefully. Finally he burst in: “ You guys

are talking about that book as if it was a  movie!!  Like you can see

it in your head!  That’s how I want to be able to read!”

of adult learners is massive input of
general information: she suggests
cramming lessons with new infor-
mation, “facts, facts, facts,”  which
will broaden the adult learners gen-
eral knowledge.

Building background knowl-
edge is especially beneficial to
students from outside the United
States who lack a cultural context for
much of the literature they read.
New “facts” should  be introduced
within the context of a topic or
theme students are reading about,
not in random isolated lists.

An example of an excellent
opening for “fact building” within a
context can be illustrated by the
story Color by Judith Ortiz. In this
story Ortiz deals with the sensitive
topic of skin color and racism. This
story might involve the exploration
of U.S. immigration patterns (his-
tory), numbers and percentages of
immigrants across time (math); race
and skin color (biology); and pov-
erty and wealth in the US (econom-
ics).

Continued on page 18
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44444) Focusing on personal in- Focusing on personal in- Focusing on personal in- Focusing on personal in- Focusing on personal in-
terest, rather than theterest, rather than theterest, rather than theterest, rather than theterest, rather than the
“main idea” of the author:“main idea” of the author:“main idea” of the author:“main idea” of the author:“main idea” of the author:

Finding the main idea from
print is very different from read-
ing the sequential nature of a nar-
rative and requires explicit in-
struction. For example, in an ar-
ticle about sea life containing one
section about fishing boats, the
developing reader with experience
or interest in fishing boats may
focus only on this information, and
decide this is the “main idea.”
Finding the  main idea requires
explicit teaching and practice so
developing readers can see how
the main idea is created.

Expository text is a specific
“artificial” form of language.The
reader who knows the rules of ex-

pository  text knows what to expect.
This kind of text is organized differ-
ently from narratives; it makes
a claim or tries to persuade the
reader using facts, argument, and
other devices not found in narrative
or fiction. It’s important to help de-
veloping readers understand that
reading expository text means figur-
ing out what the writer wants to say by
locating the writer’s proposition, and
to clarify that “main idea” relates to
the author’s intent and is not always
the same as the reader’s main
interest.

5. Lack of experience in read-5. Lack of experience in read-5. Lack of experience in read-5. Lack of experience in read-5. Lack of experience in read-
ing and talking about whating and talking about whating and talking about whating and talking about whating and talking about what
they have readthey have readthey have readthey have readthey have read

For most of us who have the
advantage of having gained reading
fluency, reading is like watching a
movie “in your head,” or having a
conversation.  The activities outlined

above can provide some awareness
and can build some useful expecta-
tions of text. But I believe that such
“strategies” are only  successful
when accompanied by one thing:
practice. The message arrives
through using the medium: To be-
come a reader we have to read.

As teachers, we need to find
creative ways to bring learners into
conversation about what they—and
we—read. We can develop book or
book-and-movie discussion groups.
We can stage debates and encourage
research projects.  By talking to-
gether with newer readers about
reading, we  encourage turning the
pages, and create the push for prac-
tice.

Sally Gabb is the Director of the
Genesis Center in Providence, RI. She
has been involved in adult literacy for
over 20 years. She can be reached at
<sgabb412@hotmail.com>.

.

Putting It All Together
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A Review of Whole Language for Adults  by Judy Cheatham  et al

by Lenore Balliro

Whole Language for Adults, a series of books pub-
lished by New Readers Press, is a practical, concrete
resource for teaching reading and writing to adults.
Four volumes: A Guide to Instruction, A Guide to Port-
folio Assessment, A Guide to Initial Assessment, and A
Guide to Administration and Staff Development  offer
excellent strategies for teaching reading and writing in
meaningful ways.  If I were back in the classroom or
running an ABE program, I would not be without this
series.

The authors define whole language as “teaching
reading and writing as purposeful communication.”
(p. 7) Their interpretation results in a guide that com-
bines meaning-making approaches to reading and writ-
ing with direct instruction in reading subskills. The au-
thors provide step-by-step lesson plans, including the
language experience approach, conducting a directed
reading activity, and modeling reading (think aloud

protocol). They also provide a useful chapter on how to
teach thematically, offering sample themes
(homelessness, work, AIDS) as models. Minilessons on
word recognition skills, phonics, sound discrimination,
and other decoding skills are integrated throughout.

A Guide to Portfolio Assessment is streamlined
and practical with reproducible masters. The Guide to
Initial Assessment includes an informal reading inven-
tory, phonics recording form, and word analysis sheet.

Finally, A Guide to Administration and Staff De-
velopment offers concrete suggestions for how to make
such an approach work program-wide. The authors
speak from experience in the classroom and know the
joys and constraints of the adult basic education system.
Whole Language for Adults, published in 1994, is avail-
able through New Readers Press, Syracuse, New York.
<www.newreaderspress.com>
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   ortalécete, from the
     Spanish verb fortalecer

             (to strengthen) is the
  name of the curriculum guide

for a Spanish literacy class devel-
oped last year by the Juntos (To-
gether) Collaborative in Holyoke,
Massachusetts.

Four teachers and administra-
tors from two of the partners in the
collaborative, the Community
Education Project and the Care
Center in Holyoke, worked on this
guide as a curriculum frameworks
project and used the English Lan-
guage Arts (ELA) Curriculum
Framework as a guide and refer-
ence point. The authors’ goal was to
share their experience and ap-
proaches to teaching Spanish lit-
eracy to adults in the western part
of the state.

Except for the explanatory
note in the beginning, the entire
curriculum guide is in Spanish; this
makes sense since it is about teach-
ing basic literacy to Spanish speak-
ers at two levels, SLL1 and SLL2.
Rather than defining the level by
“grades,” the guide identifies a se-
ries of skills in reading and writing
that learners would have to acquire
to be placed in or move to either
level of instruction.  The checkoff
list for level one reading, for ex-
ample, starts with recognizing the
alphabet and ends with reading out
loud.  The teachers found that the
ELA frameworks standards and
strands were useful to develop
“level-specific objectives” but ulti-
mately, Juntos teachers made their

decisions based on their experi-
ence teaching native language lit-
eracy.

ELA FrameworkELA FrameworkELA FrameworkELA FrameworkELA Framework
It is interesting that the Jun-

tos Collaborative chose the ELA
Curriculum Frameworks, rather
than the ESOL Frameworks, as a

model for developing guidelines
for teaching native language lit-
eracy in Spanish. After all, the
ELA Framework does not mention
native language literacy (NLL) as a
consideration, while the ESOL
Frameworks does. There are spe-
cific reasons for choosing the ELA
over the ESOL Frameworks, how-
ever.  Members of the Juntos Col-
laborative noted that although En-
glish instruction is is an important
part of their curriculum, they
wanted to assert that Spanish lit-
eracy is not an adjunct piece of an
ESOL- focused curriculum.

Rather, Spanish literacy is the focus
of an entire adult basic education cur-
riculum in the native language of the
learners in the same way that the
Language Arts Curriculum Frame-
works works in other ABE programs.

As one member puts it, the ELA
framework is a guide for “native lan-
guage literacy for native English
speakers. We chose the ELA frame-
work (as a guide) because that’s the
one that’s about teaching people to
read and write.”

It is well known that adult learn-
ers who are literate in their native
language progress at a faster rate
when they are learning English than
those who cannot read or write in the
language they do speak (Rivera,
1999). The Massachusetts Depart-
ment of Education (DOE) recognizes
this fact and funds classes in native
language literacy as part of the con-
tinuum of ESOL classes in a DOE-
funded ABE program.

There is a folksy, endearing
tone to this curriculum that reflects
the voices of the people who wrote it.
It also reflects their philosophy. For
example, the teachers talk about
teaching with respeto y humildad as
one of the ways to counteract the low
self-esteem and shame that many
learners have about their lack of basic
education.

The guide offers practical advice
that makes a teacher trainer like me
happy. For example, a lesson-plan-
ning form, sample learner-centered
lesson plans, and suggestions for the

Getting Strong With the Fortalécete Spanish
Literacy Curriculum

Continued on page 20

by Maria E. González
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first day of classes are included,
as well as useful advice on par-
ticipatory evaluation and assess-
ment.

I found the Level I sample
lesson more extensive and better
realized than for Level II. It
would be useful if the authors
could expand the curriculum in
the future to include samples of
how the Juntos teachers intro-
duce the GED and ESOL in Level
II.  Many teachers have questions

on how to facilitate this transition
from basic literacy in the
native language to preparing for the
GED or learning English.

Clearly, the authors of the
Fortalécete Curriculum have taken
to heart their own imperative to
strengthen themselves by reflecting
on their practice and beliefs as they
examined the ELA Curriculum.
They truly used it as a framework
within which to set their own cur-
riculum as teachers of literacy in
Spanish.   This past year the collabo-
rative used a similar process with
which to examine their experiences

and struggles teaching math.  I am
looking forward to reading
Fortalécetec on la Matematica and
getting some tips on how to
strengthen my own math teaching
skills.

For a copy of the Fortalécete
curriculum, contact your regional
SABES center. The curriculum is
included in the Native Language
Literacy “Box,” a collection of re-
sources about NLL.  It will also be
available soon as an ERIC docu-
ment.

Maria E. González is the SABES

Coordinator for the Boston region.

Anthologies fAnthologies fAnthologies fAnthologies fAnthologies for Students: “Real”or Students: “Real”or Students: “Real”or Students: “Real”or Students: “Real”
Reading Reading Reading Reading Reading (Thanks to Sandra D(Thanks to Sandra D(Thanks to Sandra D(Thanks to Sandra D(Thanks to Sandra Darling, ALRI )arling, ALRI )arling, ALRI )arling, ALRI )arling, ALRI )

Finding authentic reading materials for adult developing readers is important for establishing
 motivation. The following are some suggestions for readings that can be adapted to ABE, ESOL, or GED
reading classes. All of these titles are available at the ALRI library, 989 Commonwealth Ave., Boston,
MA, (617) 782-8956, and may be available at regional SABES libraries as well.

Fox, K., ed. (1992). Expressions: Stories and Poems, vols 1& 2. Stimulating collection of readings with
teaching tips for each selection. Teachers Guide offers lesson plans.

Lipkin, C., & Solotaroff, V., eds, (1990). Words on the Page, the World in Your Hands, vols. 1, 2, & 3.
New York: Harper Row. These three anthologies offer short stories, essays, and poems adapted or cre-
ated by “real” authors, not textbook writers. Suitable for intermediate readers. Teachers’ guide available.

Literacy Volunteers of NY (1992). My Native Land: An Anthology by New Writers. NY: Literacy Volunteers
of New York.

Neimet, C., & Fox, K, eds. (1991).Viewpoints: Nonfiction. vols 1 & 2. Anthologies containing accessible
readings on a variety of relevant topics. Intermediate-advanced.  Teachers’ guide offers lesson plans.

Reiff, T., (1989). Hopes and Dreams. Belmont, CA: Fearon/Janus/Quercus. This curriculum guide pro-
vides an overview of the history of different immigrant groups to the US and is accompanied by several
short easy readers. Hopes and Dreams 2, published in 1993, continues the stories of new Americans.
Low-level.

Fortalécete. . .Fortalécete. . .Fortalécete. . .Fortalécete. . .Fortalécete. . .
Continued from page 19



○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○

Fi e l d   n o t e s

○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○

21

○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○ ○

fall 2000

               ll teachers of low-level
             literacy must be familiar with
this scenario: You spend hours
planning an activity for class.  When
the time comes, you explain the
activity, holding the paper up where
the learners can see it.  You pass
out the papers and are met with a
chorus of, “I don’t understand,
teacher.”  You explain it again,
which doesn’t help, so you show
individual learners on their pa-
pers how to do the activity.  By the
time the learners understand
what they’re supposed to do,
they’re finished with the exer-
cise. How can we avoid this prob-
lem? In this article I will illus-
trate techniques for modeling
three kinds of literacy activities—
cloze, cut-up sentences, and match-
ing, so learners will be able to do
them successfully and indepen-
dently.

I have modeled these activities
with my ESOL students in the lit-
eracy level class at the International
Institute of Boston.

Don’t AssuDon’t AssuDon’t AssuDon’t AssuDon’t Assume Tme Tme Tme Tme Too Muchoo Muchoo Muchoo Muchoo Much
Most of the activities we do in

ABE/ESOL classrooms are unfamil-
iar to learners who have limited
formal education.  Teachers assign
matching exercises, cloze exercises,
cut-up sentences, and comprehen-
sion questions because we believe
these exercises will improve learn-
ers’ comprehension of a particular
story and help their reading ability
in general. These are “school-

based” activities, unlike reading
itself, which is an activity people do
both inside and outside the class-
room.  We can’t assume that stu-
dents already know how to complete
these tasks; People learn how to do

these activities after being in class-
rooms and doing them repeatedly.
Initially, however, they need explicit
instruction and modeling before
they can do the activities indepen-
dently. Of course, the end goal of
these activities I have chosen to
model: cloze, cut-up sentences, and
matching is to help beginning read-
ers manipulate text in a variety of
ways so they gain confidence and
fluency in the reading process.

Can Everyone See?Can Everyone See?Can Everyone See?Can Everyone See?Can Everyone See?
In general, modeling (where

the teacher shows the class how to
do something using an example) is a
whole-class activity, so the first
question is how to make the activity
large enough that everyone will see
and work with it easily.

Essential PropsEssential PropsEssential PropsEssential PropsEssential Props
An excellent tool for teachers

of low-level literacy classes is a
pocket chart, available through the
Hammett Co.  A pocket chart is a
nylon fabric rectangle that hangs on
the wall; sewn onto the nylon are
clear plastic strips to make horizon-
tal pockets.  You can put word cards,
letter cards, pictures, or whatever
you want in the see-through pock-
ets, then take them out and re-
shuffle them.

Another prop useful for mod-
eling literacy activities is large pa-
per, such as a roll of newsprint. The
ends of rolls of newsprint are often
available free from newspaper
printers. A more expensive alterna-
tive is a flip chart. A pocket chart
and large paper are both invaluable
props—I honestly don’t know how I
could teach low-level literacy with-
out either of them.  Most activities
can be modeled for the whole class
using one of these two props.

Post reading ActivitiesPost reading ActivitiesPost reading ActivitiesPost reading ActivitiesPost reading Activities
The exercises I discuss below

are postreading activities. All of
these exercises start with a reading,
either learner-generated, teacher-
written, or from a source outside
the class.  The learners are familiar
with the text before beginning any
of these follow-up activities.  The
activities help the reader become
more fluent with the text they have
initially encountered, helping them

Modeling Class Activities for Low-Level
Literacy Learners
by Lee Haller

Continued on page 22
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reinforce vocabulary, sentence
structure, and comprehension.
All three activities can be done
using the same original text, al-
lowing for reinforcement of lan-
guage and reading in a variety of
ways.

Cloze ActivityCloze ActivityCloze ActivityCloze ActivityCloze Activity
For the cloze activity, the

teacher puts blanks in the story in
place of some of the words.
Learners figure out what the
missing words are and write
them in the blanks.  There are
many different ways to do a cloze.
Some teachers remove every 5th,
6th, or 7th  word arbitrarily from a
text. The purpose of this is for
readers to skip over the blank,
read the rest of the sentence, and
select a word that would make
sense in the sentence, either
from a word bank or from their
own vocabulary. Some teachers
remove selected words with a
grammatical, phonetic, vocabu-
lary, or content focus. For ex-
ample some remove all the
prepositions, some remove “to
be” verbs, others remove ar-
ticles. The teacher can supply a
list of words for the blanks, or
not.  Some beginning readers
need to use the original story for
reference when completing a
cloze.

Modeling Cloze ActivitiesModeling Cloze ActivitiesModeling Cloze ActivitiesModeling Cloze ActivitiesModeling Cloze Activities
If the original reading the cloze

is based on is a language experience
story elicited from the class, the
teacher may have already written the
story on big paper as the learners
were telling it, then taken it down to
write the activities for the next class.

1.    The teacher can put the original
story on big paper back onto the wall,
then cover some words with post-it
notes. A word list can go on the board
or another piece of big paper, if de-
sired.

2.    Have learners read the story
aloud and discuss what words go in
the spaces.

3.    Have one learner come up to the
story with a marker and write the
word on the post-it note, then
check off the word from the word
list.

4.    Have another learner come up
and write another word and so on,
until the cloze is complete.

5.    Then lift up the post-it notes to
check it against the original.

Alternatively, the teacher can
write the whole cloze on big paper
with blanks and a word list at the bot-
tom, and individual learners can
come up to fill it in as discussed
above.

After ModellingAfter ModellingAfter ModellingAfter ModellingAfter Modelling
After modeling the activity and

making sure students know how to

proceed, the teacher can then hand
out individual cloze worksheets and
point out step-by-step that the activ-
ity is the same as the one they have
just practiced as a whole class. At this
point, I usually say “no pencils,” so
everyone stays with the explanation;
otherwise, some students will want to
copy from the model.  The class can
complete the activity orally, using
their worksheets, then the teacher
can fold up the model and learners
can complete the activity on their
worksheets in writing.

Cut-up SentencesCut-up SentencesCut-up SentencesCut-up SentencesCut-up Sentences
A cut-up sentence activity uses

sentences from the same story, which
have been cut up into individual
words.  The goal of the cut-up sen-
tence activity is for learners to reas-
semble sentences, then put the sen-
tences into order to reassemble the
story. This is a challenging activity,
best done after learners are very fa-
miliar with a story.  It leads learners
to focus on sentence structure and on
reading each individual word of a
story instead of calling (guessing) or
skipping words.  This is especially
important for literacy-level students

Modeling Cut-up SentencesModeling Cut-up SentencesModeling Cut-up SentencesModeling Cut-up SentencesModeling Cut-up Sentences
To model this activity, use the

pocket chart.

1.   The teacher can write the story,
word by word, on index cards or
cut-up manila folders.  (These words
can often be reused, since there are
many common words from story to
story).

2.    The teacher gives out the word
cards, a few to each learner, and asks
them to read their words to the class.

Modeling Class Activi-Modeling Class Activi-Modeling Class Activi-Modeling Class Activi-Modeling Class Activi-
ties...ties...ties...ties...ties...
Continued from page 21

Continued on page 23

For Cloze Activities,For Cloze Activities,For Cloze Activities,For Cloze Activities,For Cloze Activities, check out the book: Whiteson, V.
(1993). Cloze the gap: Exercises in integrating and devel-
oping language skills. San Francisco: Alta Book Publishers.
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3.    Then the teacher can motion to
the pocket chart and tell the learn-
ers to create the story in the chart.
One learner is sure to understand
enough to get started and ask others
for cards (“I need ‘she.’ Moham-
med, do you have she?’”) and oth-
ers will quickly catch on.

4.    The teacher can monitor par-
ticipation, asking
particular learners to
sit down after they’ve
completed some of
the story, and en-
couraging others to
get out of their seats
with their cards and
go to the chart.

5.    After they’re fin-
ished, the class can reread the com-
pleted story from the pocket chart.
(If it was difficult, the teacher can
choose to repeat the whole-class
activity the next day before having
learners do the task individually.)

6.  Each student then gets an enve-
lope of cut-up words that he or she
reassembles and tapes together at
her seat. Students can then copy
their reassembled words for rein-
forcement.

MatchingMatchingMatchingMatchingMatching
Matching activities, where a

learner draws a line from a list in
one column to the corresponding
item in the other column, can give
additional practice with vocabulary
words and can teach sorting or cat-
egorizing skills. They can also teach
learners to read for specific infor-
mation. However, they are often
difficult for low-literacy learners

and need careful modeling to avoid
confusion.

An example of a matching ac-
tivity might be to match the name of
fruits and vegetables with the cor-
rect colors. In another case, the
worksheet would match names to
activities, for example: Victor—go
shopping and Marie—go to the park.

Matching activities can be
challenging for a few reasons.
Learners sometimes get lost and

forget the first item if they don’t
find the matching item right away.
Drawing the lines can be challeng-
ing because they may try to draw
more than one line for each item, or
they may draw lines straight across
the paper instead of looking for
matches.

Matching SteMatching SteMatching SteMatching SteMatching Steppppp-----By-StepBy-StepBy-StepBy-StepBy-Step
 I have found that breaking the

modeling into two parts works best.
The first part uses paper slips
rather than drawing lines across
columns.

Part One: (Using Paper Strips)Part One: (Using Paper Strips)Part One: (Using Paper Strips)Part One: (Using Paper Strips)Part One: (Using Paper Strips)
1.    The teacher prints out names of
students (Victor, Marie, etc.) on one
color paper and cuts it into word
slips. She then prints out activities
(went to the park, went shopping)
on another color paper and cuts it
into phrase slips.

2.    Using the pocket chart, the
teacher calls a learner up to the
chart and guides the learner to put
the names and activities together on
one line of the chart. For example,
“Victor” with “went shopping,”
“Marie” with “went to the park,” and
so on.

3.    Once students have shown that
they understand the concept of
matching, they can work in pairs or
individually using their own smaller

packets of word slips to
put together.

4.  For extra practice
students can copy their
matching word slips onto
another sheet of paper.

PPPPPart Tart Tart Tart Tart Two: (Usingwo: (Usingwo: (Usingwo: (Usingwo: (Using
L i n e s )L i n e s )L i n e s )L i n e s )L i n e s )

Once students get
the idea of matching, the teacher
can move toward modeling the ac-
tivity using lines across columns.
This task aids in locating specific
information from a text and can
prepare students for reading charts
and graphs.

1.    The teacher writes the matching
activity on big paper.

2.    The class reads it together and
discusses the answer: that is, which
thing in column A  gets matched
with which thing in column B. For
example, names in column A get
matched with activities in column B.

3.    An individual learner comes to
the front with a marker to draw a
line connecting the matching items.

4. Students then get an individual
worksheet and complete the activity
in pairs or on their own.

Modeling...Modeling...Modeling...Modeling...Modeling...
continued from page 22

continued on page 24
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field notes

Lee Haller teaches and supervises
the basic ESOL literacy and math
program at the International
Institute of Boston. She can be
reached at <lhaller@iiboston.org>.

Literacy Services at the Boston
Public Library

             artha Merson, Coordin-
           ator of  Literacy Services
         for the Boston Public

Library, oversees literacy events and
collections for the main library and 25
branches around greater Boston.  Pro-
grams might want to explore the lit-
eracy and ESOL collections at their
local branches, which are cataloged but arranged in user-friendly browsing
arrangements. Many branches have class sets of reading materials, including
Sylvia Greene’s self-published low-literacy materials: Sal and Val, Main
Streets, and Next Stop, Love. Public events offered for developing readers
include the popular “Readers Talk to Writers” series. Coming attractions in-
clude Marjorie Agosin, Luis Rodriguez, and Arn Chorn Pond.

The main library at Copley and many of the branches offer free conver-
sation groups for people who want to practice their conversational English.
Programs with students on waiting lists are urged to refer waiting students to
these conversation classes, run by trained volunteers or sometimes ESOL
teachers.

For more information about the library’s offerings, call the Literacy Services
Office at (617) 536-5400, ext. 2296 or e-mail Martha at <mmerson@bpl.org.

Practitioners are invited to submit articles to Field Notes for publication. First time writers are

especially encouraged to contribute. The deadlines below are often negotiable.

Modeling...Modeling...Modeling...Modeling...Modeling...
continued from page 23

As you can infer from the
above activities, successful mod-
elling is repetitious: the whole
class does the whole exercise,
then learners do it individually
on their own paper.

Such repetition in the
modeling process may sound
boring, but in my experience, it
never is.  It feels like a different
activity when the whole class
does it versus individual learners
working independently.

The repetition, far from
being boring, gives learners the
practice they need to successfully
complete the activities indepen-
dently.
Resources for props:   J.L
Hammett Co. catalog
1-800-333-4600 or
<www.hammett.com>

Winter 2000: Assessment
Call by:    October 16
Submit by: October 30

Spring 2000: Health and Literacy
Call by:    December 30
Submit by: January 15

Summer 2000: Summer Reading
Call by:    March 30
Submit by: April 17

M

Coming Up: Literacy Services in libraries  across the Coming Up: Literacy Services in libraries  across the Coming Up: Literacy Services in libraries  across the Coming Up: Literacy Services in libraries  across the Coming Up: Literacy Services in libraries  across the state.state.state.state.state.

Write for Field Notes : Upcoming Issues
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fall 2000

 few years ago, Middlesex
Community College in

               Lowell became part of a
grant-funded teacher training
project, Fluency First, lead by Adele
MacGowan-Gilhooly. Teachers and
tutors were trained in a literature-
based reading-writing approach for
nonnative English speakers. This
approach is suitable for intermedi-
ate or advanced ESOL students as
well as ABE students.

My students were all about 20
years old, so young adult titles ap-
pealed to them. One of the books
we used in the project was The
House on Mango Street by Sandra
Cisneros. This beautifully written
book included evocative vignettes
that worked well as catalysts for stu-
dent freewrites. For example, stu-
dents completed many freewrites
about their names using the chapter
“Names” as a catalyst. I found out a
lot of important information about
my students with this exercise. For
example, two of my students were
named after famous authors.

HipsHipsHipsHipsHips
The chapter “Hips” proved to

be an excellent bridge for student
writing. This chapter turned my
students on to writing jump rope
songs and other childhood game
songs from around the world. As a
follow-up, students enjoyed creat-
ing a booklet of their childhood
memories. We added maps to pro-
vide locations for the origins of the
childhood songs. We also analyzed
the similarities among children’s
games around the world.

Library TLibrary TLibrary TLibrary TLibrary Tripripripriprip
Our final project led us to the

local library where each student
could select another book. The li-
brarian steered us to the young adult
section of the library. My students
chose books like: Circle of Love, by
Jane Peart; Jacob Have I Loved, by
Katherine Paterson; Dreams in the
Golden Country, by Kathryn Lasky;
and Sounder, by William Armstrong.

Online ReviewsOnline ReviewsOnline ReviewsOnline ReviewsOnline Reviews
Students were asked to write

in a double-entry dialogue journal
for each chapter of their book. They
were also asked to write a paragraph
about their opinion of their book.
Some students write book reviews
online for Amazon.com
<www.amazon.com>, or Barnes and
Noble.com <www.bn.com>, where
readers are invited to share their

Fluency First: Developing Independent Reading
by Anita Feld

Anita Feld has worked at Middlesex
Community College for nine years. She
can be reached at<Stacho11@aol.com>.

thoughts on titles. You can imagine
the enthusiasm this evoked. One of
the students found that she was the
first to review a particular book.

As a result of the project, stu-
dents definitely showed an in-
creased interest in independent
summer reading.

Notes:
MacGowan-Gilhooly (1995). A.

Achieving fluency in English: A whole
language book. Dubuque, Iowa:
Kendall Hunt

Iancu, Martha. “Implementing flu-
ency first activities in an intermedi-
ate-level EAP reading class.” TESOL
Journal, 9 (2) summer, 2000, 11-16.

Classroom TClassroom TClassroom TClassroom TClassroom Tip: Double-Entrip: Double-Entrip: Double-Entrip: Double-Entrip: Double-Entry Joury Joury Joury Joury Journananananal
On one side of the notebook, the student copies excerpts that inter-
est her from the book she is reading. On the other side, the student
writes her reaction to the copied text.

I milked the cows, I churned
the butter...I baked the bread...

Jamaica Kincaid
At the Bottom of the River

page 37:
This reminds me of when I
lived on the farm in Georgia
and I had to work hard.

page 77:
I saw a world in which the sun
and moon shone at the same
time. . .

This sounds like a poem. I like
the idea.

A
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field notes

Resources: Books and Articles for
Teachers and Students

Cheatham, J. et al. (1994). Whole language for
adults: A guide to instruction.Syracuse, NY: :
New Readers Press.*

Dixon, C. (1983). Language experience ap-
proach to reading and writing.Alemany Press.*

Freeman,D. &Freeman, Y. (2000). Teaching
reading in the multilingual classroom. Ports-
mouth, NH: Heinemann.

Gillespie, M. (1990). Many literacies: Modules
for training adult beginning readers and tutors
Amherst, MA: Center for International Educa-
tion. *

Hood, S  & Solomon, N.(1987). Focus on Read-
ing. Australia: National Curriculum Resource
Centre. *

Nessel, D.(1981). The language experience
approach to reading: A handbook for teachers.
New York: Teachers College, Columbia Uni-
versity .

Roffman, A. (2000). Meeting the challenge of
learning disabilities in adulthood. Maryland:
Paul H./ Brookes Publishing Co.

Smith,F (1995). Essays into human leanring
and literacy. Portsmouth, NH: Heinemann,.
(See espcially his chapter Learning to read, the
never ending debate, pp.39-52

Smith, F. (1997)  Reading without nonsense.
New York: Teachers College Press.

Wrigley, H. & Guth,J.A.. (1992). Bringing lit-
eracy to life: Issues and options in adult ESL
literacy. San Mateo, CA: Aguirre International.

Books for TBooks for TBooks for TBooks for TBooks for Teacherseacherseacherseacherseachers

Agosin, M. (1997). Melodious women. Pitts-
burgh: Latin American Literary Review Press.
(poetry)*

Cisneros, S. (1994) La casa en mango street./
New York: Vintage Espanol.*
(English version also available.)

Gossett, H. (1988). Sister no blues. Ithaca, NY.
(poetry)*

Mohr, N. (1975). El bronx remembered: A no-
vella and stories. New York: Harper Trophy.*

Woodson, J. (1994). I hadn’t meant to tell you
this. New York: Bantam Doubleday Dell. *

    *Indicates available at ALRI library

 LocalL

Books for StudentsBooks for StudentsBooks for StudentsBooks for StudentsBooks for Students

Auerbach, E., & Paxton, D. (1997). It’s not the
English thing: Bringing reading research into
the ESL classroom. TESOL Quarterly, 31 (2),
237—261.

Constantino, R. (1994).Pleasure reading helps,
even if readers don’t believe it. Journal of
Reading, 37 (6), 504-505.

ArArArArArticlesticlesticlesticlesticles

Rivera, K. (1999). Native language literacy and
adult ESL instruction. ERIC Digest. Wash-
ington, DC: National Clearinghouse for ESL
Literacy Education.

Sylvia Greene, ABE teacher at the Community
Learning Center in Cambridge, has published
three high-interest books for beginning readers
using controlled vocabulary. They include: SalSalSalSalSal
and Vand Vand Vand Vand Val, Main Street, al, Main Street, al, Main Street, al, Main Street, al, Main Street, and Next Stop, Love. Next Stop, Love. Next Stop, Love. Next Stop, Love. Next Stop, Love.     For
more information, call Sylvia at (617) 349-6363.

Love and LiteracyLove and LiteracyLove and LiteracyLove and LiteracyLove and Literacy

(Thanks to Sandra Darling)
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fall 2000

Gay, Lesbian and Straight
Education Network (GLSEN)
Annual National Conference
Teaching Respect for All
 Arlington Heights, IL [Chi-
cago]
Contact: Brenda Vollman
(GLSEN), (212) 727-0135
<www.glsen.org/pages/sec-
tions/news/calendar/con-
ference/2000>

October 6–8October 6–8October 6–8October 6–8October 6–8

October 20-22October 20-22October 20-22October 20-22October 20-22

November 13–16November 13–16November 13–16November 13–16November 13–16

Information about upcoming conferences relating to adult literacy can be sent to:
Lenore Balliro, Field Notes Editor, World Education,44 Farnsworth Street, Boston,
MA 02210.

Teachers of English to
Speakers of Other Lan-
guages (TESOL), 35th

Annual ConventionTESOL
2001: Gateway to the Future
St. Louis, MO
Contact: (703)836-0774
<www.tesol.org/conv/2001>
 Financial aid  available for TESOL
 members only. For information,
check  out <www.tesol.org/assoc/>or
<www.tesol.org/isaffil/affil/
index.html >You must apply by
October, 2000.

Commission on Adult Basic
Education (COABE), 2001
National Conference
Meet Me in Memphis
Memphis, TN
Contact: Peggy Davis
(901) 855-1101

Literacy Volunteers of
America (LVA), National
Conference 2000
Show Me the Future
Kansas City, MO
Contact: LVA, (315) 472-0001
<www.literacyvolunteers.org/
conference/index.htm>
Financial aid for LVA stu-
dents only.

Massachusetts Coalition for
Adult Education (MCAE),
Network 2000
Marlborough, MA
Contact: MCAE,(800) 339-2498

American Public Health Asso-
ciation (APHA), 128th Annual
Meeting   E liminating  Health
Disparities      Boston, MA
Contact: (202) 777-2742
<www.apha.org/meetings>

American Association for Adult
and Continuing Education
(AAACE), 49th Annual Confer-
ence, Providence, RI
Contact: (301) 918-1913

Center for Study of Adult
Literacy, Georgia State Univer-
sity and Centre for Literacy
(Quebec) 3rd International Con-
ference on Women and Literacy
Atlanta, GA
Contact: Sandy Vaughn,
(404) 651-1400
Email:<alcsvv@langate.gsu.edu

Mark Your Calendar
This issue lists several conferences within Massachusetts
and nearby states. Some conferences also provide limited financial aid.
This information is included in the listings.

October4–7,2000October4–7,2000October4–7,2000October4–7,2000October4–7,2000 October 25–26October 25–26October 25–26October 25–26October 25–26

November 11–16November 11–16November 11–16November 11–16November 11–16

JanuarJanuarJanuarJanuarJanuary 22–24 2001y 22–24 2001y 22–24 2001y 22–24 2001y 22–24 2001

FebruarFebruarFebruarFebruarFebruary 28–March3y 28–March3y 28–March3y 28–March3y 28–March3

March 30 –April 4March 30 –April 4March 30 –April 4March 30 –April 4March 30 –April 4

Local

Mass Networks Education
Partnership and TERC
Joint National conference
“Students as Technology
Leaders”  Waltham, MA
Contact: Patricia Ward
(TERC) (888) 638-1997
<http://projects.terc.edu/
satl/index.html>
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Return Service Requested

Click Here: Web Sites for Teaching Reading

www.cal.org/ncle/digests/index.htm
ERIC Digests: National Clearinghouse on Literacy Education. The following are examples of articles you can access

online: Reading and the Adult English Language Learner; Τeaching Low-Level Adult ESL Learners by Grace

Massey Holt; The Language Experience Approach and Adult Learners by Marcia Taylor.

www.covington.k12.tn.us/resources/word/hots5.htm
This is a k-12 site but can easily be adapted to teaching reading to adults.

Teaching Reading Skills: Tips From the Trenches  Tracy Henninger-Chiang.

www.rethinkingschools.org/Archives/13-04/wars.htm
Lessons From the Reading Wars. A Review by Jeff McQuillan of Reading Lessons: The Debate
Over Literacy by Gerald Coles.

www.midtesol.org/articles/art1.htm

www.reading.org/advocacy/policies/phonics.html
Summary of the position statement of the International Reading Association: The Role of Phonics in
Reading Instruction.

Lists publications of the International Reading Association.

 www.reading.org/publications/


