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PREFACE

During the summer of 1987 the Springfield City Library received a grant from the Massachusetts
Board of Library Commissioners to open the Read /Writa/Now Aduit Leaming Center at the Brightwood
Branch Library in Springfield's North End. The first group of students were in their twenties, thirties and
forties. They came from all over the Springfield area and represented a wide diversity of backgrounds. Many
were parents and a few were even grandparents. Everyone in the group spoke English. Some had originally
come to this country from Puerto Rico and spoke Spanish as well. Others, who had recently become
unemployed with the closing of Springfield garment factories, originally came from Greece, Italy, and Poland.
Some had grown up In Springfielc and had gone to Springfield schools. Others had grown up in the South
and had found jobs in Springfield as young adults.

Although eact: student was very different, what they all had in common was a need to leam basic
reading and writing. Some wanted to study for the high school equivalency test someday. Others found
it difficult to perform new jobs without better reading and writing skills. Still others came to realize the dream
of reading and writing to children or grandchildren. Whatever thelr literacy needs, each came with the hope
of becoming more independent and seif-determining through reading and wiiting. Because they used word
processing to write in our program, many also began to become computer literate as well.

This handbook documents some activities of the Read /Write/Now Adult Leamning Center that were
funded by a Library Services Administration Act, Title One Special Project through the Massachusetts Board
of Library Commissioners. It was designed to provide future teachers and tutors in our program with: 1)
guidelines for creating an environment which allows students to decide their own goals and needs; 2)
suggestions for teaching adult literacy which are based on an understanding of current research in reading
and writing; and 3) ideas for where to go to get further information. Socon other teachers in the local
community began to ask for copies of this handbook.

During the Winter of 1989, it was agreed that the Center for International Education would publish
this handbook so that it could be shared by a wider audience. The Center for International Education has
along history of work in the areas of literacy and adult nonformal education. Teachers and trainers from
around the world have attended the Center where graduate courses are offered in nonformal education,
curriculum development for adult nonformal education, literacy and participatory research. Center for
International Education maintains a publications list of over fifty titles that include technical notes, handbooks
and texts in the areas of participatory research and practice, nonformal education, materials development
and training, literacy, and women in development.

It is our hope that this handbook will generate an interest :n creative, innovate ways to involve
students in the learning process. We welcome cumments, suggestions or questions about this handbook,
as well as inquiries about its applications. Please contact us through the — Publications Coordinator, CIE,
285 Hills House South, University of Massachusetts, Amherst, MA 01003-USA.
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INTRODUCTION

Creating a Community of
Laarners

This handbook grew out of the expetriences of
teachers and students at the Read/Write/Now Aduit
Learning Center, a community-based literacy program
in Springfield, Massachusetts. It is both a
documentation of the e .periences of our program and
a guide for teachers.

Over the past two years, students have come to
the Read /Write/Now Adult Learning Center from many
backgrounds and for just as many reasons. Many
make the decision to return to school as a result of a
change in their Ife circumstances. Several women
entered the program after the closing of the garment
factory in which they had worked for the past twenty
years. Another man was a truck driver for over thirty
years but has injured his back and can no longer
drive. Several of the students are parents whose
children have reachad second or third grade and who
have realized they can no longer keep up with their
children’s school work. Another student told us his
grown children urged him to come to school saying,
“You pushed us to finish school and we did. Now it's
your tumn."

For Beginning Readers and Tutors

This handbook was designed to be used by
teachers who work with acuit beginning readers, and
by voiunteer tutors at the Read/Write/Now Aduit
Learning Center. Our students are English speakers
who do not yet read or write well enough to enter a
pre-GED program. Our tutors are volunteers with
limited training in teaching literacy. But they are
deeply concerned with knowing more about how their
students view the world and how they learn. Many of
ihe group activities are designed for mixed groups of
students and volunteer tutors. Although their needs
are different, we believe that, with modifications, both
groups can benefit from learning more about how to
learn to read and write. And, both qroups will benefit
by discussions with each other aroiind these topics.

Although the activities were designed for our
learning center, we hope that, with modifications, they
can be helpful to other teachers as well. With a bit of
imagination, teachers of English as a Second
Language or high school equivalency may also finc

ways to adapt some of the activities found in this
handbook. Some modules may also be useful for the
training of new volunteer literacy tutors who are not
yet matched with students. Most of the modules are
designed to be used with small groups, to supplement
the content of existing programs.

For Teachers as Facilitators

As literacy teachers, we need the knowledge of
reading and writing necessary to teach skills. But, we
also need to know how to create an environment
where students gain the confidence to know that they
can leam. For this, the teacher needs to be able to
act as a faciliitator — to pose questions for the group,
to encourage people to listen to and respect each
others opinions, and to guide them through analyzing
and acting on what they discover. Facilitating requires
that a teacher give his or her own opinion without
gwving answers or telling people what they should do.
it means seeing that the best learning takes place
when the students and tutors ask the questions and
then act on them. -Facilitating leads students toward
seding themselves as the “experts” in making decisions
about their own lives; to not just learn literacy, but
develop the confidence and experience to use it.

We have found many books that help us learn how to
teach skills. We have found few that have provided
guidance in the difficult task of facilitating. For this
reason, the primary focus of this handbook is on
setting the stage for participation in reading, writing
and planning rather than on the specific skills which
should be taught. The handbook does not stand
alore. Rather, its purpose is to enrich the specific
skills and objectives of a literacy program.
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Our "Many Literacies?"

We call this handbook "Many Literacies* to
emphasize our belief that literacy s not just the ability
to sound out words or to pass a test, although these
may be important. To be truly literate, people need to
use literacy to achieve personal, family, and collective
goals. Literacy Is the exercised ability to use reading
and writing to get information one needs and to
exchange it with others. This implies that ieamers must
connect literacy to its meaninn in their everyday lives
and find ways to determ’' . for themselves the
conditions under which they will use reading and
writing. It means there is not just one literacy, decided
on by experts, but many literacies, definad by each of
us, individually and together.

One of the goals of this program is to break down
the myth that people who cannot read and write well
are unable to be responsible for their own learning;
that they are incapable, isolated from others and
unable to inform themselves of the political, soclal or
economic conditions around them. We believe that
our students benefit by examining what literacy is, the
conditions under which they haven't leamed !> read,
and the conditions under which they might lea.n best.

Students who come to Read/Write/Now do not find
the same «kind of leaming environment they did in
school. People walk in, drink some coffee, and then
set their own pace for the day. Since they otten work
in groups, peonle have gotten to know each other and
have come to share their frustrations and successes.
Many say that after a time they have begun to fuel like
a family. Like a family, they have come to
acknowledge and respect each other’s diversi y and to
encourage each other.

One of the most important ways that leamers in our
program express their many versions of literacy is
through writing and publishing. During the early
stages of the programn, the first group of students
learred to use the computer for word processing.
Many of them began to write their autoblographies and
to publish them. One student wrote about growing up
in italy during the Second World War, about ©:aving to
wash dishes for the German soldiers ar.d about her trip
by boat to the United States. Another student dictated
stories about growing up with his grandmother in
Mississippi. The published book Lesame his first
reader. Many of the stories talked about the struggles
people had faced to survive in the world without
literacy.

All of us were moved and changed by writing and by
reading each other's writing. After the first generation
of writers had published their books the second
generation of students gained the confidence to begin
writing as wedl. Soon we began to publish a newsletter
as well. By becoming authors and sharing their wor:,
ali students began to realize the importance of sharing
their knowledge with others.

Researchers and Teachers: Bringing
Our Knowledge Together

In writing this handbook, one of our purposes was to.
bring together various sources of information about the
subject of literacy. We believe we can learn from:

Literacy researchers in adult education, linguistics
and psychology, who help us develop our own
theories about adult literacy.

Literacy teachers, who draw on the knowledge
created by academic researchers, but through their
day-to-day contact with students add their own
personal experience.

O oduction
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Literacy Volunteers, who come to adult literacy
projects with their own percepticns of literacy.

Literacy Students, who know what it feels like to
be liiterate of to be a literacy learmner. They
have developed views of what literacy means —
ones that make “common sense” to them.

Our lives are enriched by all these human
resources. Each strengthens the others, As teachars,
however, we often don't have time to bring these
many strands together. Often it is difficult 10 see the
connections between academic research and what we
do everyday in the classroom. The Research Notes
and Background Notes (shaded in grey) in this
handbook try to give teachers a glimpse of some key
resvarch that we believe Is relevant to our work. We
believe putting research knowledge into practice can
dramatically improve our success with students.

However, if we are to involve learners and
volunteers in decision making, we need to do more
than just read the research ourseives. We need to find
ways for students and voluriteer tutors to understand
why we teach the way we do. We need to find ways
to make research less technical and easier for them to
understand.

As facilitators we have yet another responsibility.
As literacy students begin to speak out, we need to
find ways for their words to reach researchers and
policy makers. Too often, we feel, literacy “experts®
have made assumptions about what aduit literacy
students believe and what they need without
consulting them. As facilitators we need to help
students to speak up; to write and publish their views,
instead of just being written about. We need to help
others to see their experience as valuable; to see that,
as cne literacy student put it, “who feels it, knows it."

What'’s in this Handbook?

The activities in the handbook fall into four main
sections.

Section 1: Creating a Community of Learners
consists of a series of group activities, each of
which requires from 1,2 hour to 2 hours to
complete. The activities can be used with mixed
groups of students, and volunteer tutors to set the
climate for aduit literacy classes.

Section 2: Developiug a Learning Pian includes
awjgestions for one-to-one goal setting conferences
and for using individual iearning contracts. Three
short group activities for introducing the individual
activities and evaluating the progress of the group
are also in this section.

Section 3: Intraducing Reading contains group
activities to help participants and tutors to examine
their reading history, activities to acquaint students
with what good readers do and other reading-
related activities teachers can use with individuals or
groups of students.

Introduction / 3
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Section 4: Writing and Publishing includes
activities to introduce students to the writing

process and suggestions for writing, publishing
and sharing student wcrk.

These sactions are not meant to be used
chronologically. In our program we have never used
all the modules within one given semester. it is up to
the teachers and students to decide which modules
are useful to them.

How We Have Used the Modules

We use these modules differently each semester
and with each group of students. How we use the
modules also depends on the length of our classes
(in our case - two hours a day, three days a week).
However, we have found some general pattemns.

Starting Out  Usually, duiing the first three
weeks or so we focus more attention s
activities from Section 1. Since we want people
to begin writing right away, we also usually do
Module 4.1, The Writing Workshop, as soon as
possible. Sometime during the second or third
week we try to get around to uoing individual
goal sett)ing and learning contracts (Modules
22-2.4),

Settling In Gradually, as people begin to know
each other, we try to introduce them to routine
activities. After intermediate students are
introduced to reading (Section 4), they usually
spend the first 30 minutes of the class time in
sustained sllent reading. Another hour of our
two hours is typically spent writing. The
remaining half hour is devoted to group
activities or conferences. One day we might
have a reading circle. The second day Is for
spelling conferences; tihe third for editing
workshops. As those of you who are teachers
know, there is never enough time for everything
we want to do.

Writing Together Toward the end of the
semester, people have become more
accustomed to shasing their ideas and their
wriiing. At this point, we usually encourage
people to do some kind of grovp writing or
collective activity. The culmination of this is
often a publication and a celebration (such as a

potiuck dinrer) which acts as a graduationand a
time to meet each other's families.

A Note un Working with Basic
Beginners

Except for Module 3.4, First Reading: Working with
Beg.nners, most of the moddesaradlroctedtoward

activities. We are stll working with very beginning
students to find the right balance between individual
and group activties. Teachers and tutors should use
their judgement to decide which activities are test for
their beginning students.

E KC troduction
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Group Activity
Time: 45 min.-1 hr.

1.1 First Meetings

Purpose

First impressions of a classroom setting are often lasting ones. For this reason, we suggest planning the first class
session carefully. It is helpful to have people begin to talk with each other aid see one another as resources right
from the beginning. This activity suggests some “icebreakers” which give people a chance to get to know each
other. It also suggests ways for people tell each other their reasons for coming to literacy classes, which helps
them realize their common experiences. If possible, returning students should be asked to co-facilitate this activity

Research Notes

Steps

1. Before the first meeting try to think about the students who will be coming. Will there be new and returning
students in the group? What do the screening interviews tell you about the backgrounds of the new students?
Try to think of the best way to make the group comfortable. Can the chairs be arranged in a circle? Could you
provide refreshments? Could returning students be responsible for greeting the new ones?

2. After everyone is seated in the circle, explain that the purpose of this meeting is to get to know something
about each other and to share why they came to the program. Ask if there are any questions. Then begin.

3. Pass around a box fi.i of pictures that have been cut in two. You'll need the same number of pieces as there
are participants, tea.:hers and volunteers. (You will have to cut one picture in three if there is an odd number of
people present.) tiave each participant (including teachers or volunteers) choose a paper cut-out from the box.
Then, tell everyone to find a partner by matching pic.ures. When everyone has found their partner, explain that
they will have twenty minutes to interview each other. After the interview they will introduc~ their partners to the
entire group. During the interview, they should ask each other the following 4uestions (or questions the group
wants to know about and brainstorms together):

A) Tellus a bit about your life? Where are you from? What is your family like? Are you working? What
kind of job do you have?

B) What two things you are good at or like to do?

C) Why did you decide to come to this program now?

Creating a Community of Learners / 9
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4, Have the pairs interview each other. Make sure they switch roles after about 10 minutes. Spend about 20
minutes in pairs.

5. Bring the group back togsther and go around the circle having partners introduce each other.

6. Some peopl2 may want to talk more abott thels previcus school experiences and why they have come to the
program. [f so, give people time to ds this, also mentioning that we vi! hava ..yore opportunities to discuss our
goals and backgrounds iater.

** Extra Materials Required: (n addition to the materials you need everyday (flip-chart paper ana pens, - - a
blackboard and chalk) this activity requires you to have photographs or pictures which can be ¢ i hat! and
a box or basket in which to pass them out.

OTHER ICEBREAKERS

Nicknames: Have participants discuss their nicknames -
- how they got them and what they like or don't like about
them. They may aiso want to discuss their given names
in the same way. Who chose the name? Why? Is it a
family tradition?

Hopes and Fears: Divide participarits into pairs. Ask
them to discuss what they hope to get out «f the program
and their fears about coming to class. Later, come back
into the large group and share hopes and fears of the
group.

Yesterdry, Today and Tomorrow: Have each participant
interview a partner to find out one thing abeut her past,
one thing she is doing right now, and one thing she
hopes she can do in the future. (These answers don't
have to be related to learning to read and write --
encourage people to talk about their hobbies, their
families or other things that give them a feeling of
accomplishment.,)

My Personal Shield: Each person draws a round shie!d
divided into four parts. In each part they make a picture
to represent: 1) The best time | ever had; 2) My greatest
accomplishment,; 3) M., most prized possession; 4)
Something | wouid like to happen. Peopse discuss their
drawings in pairs.

E l{fC‘ / Creating a Community of Learners
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Group Activity
Time: 1 hr.

1.2 Why Susan Can’t Read

Purpose

Many adult students betieve that their own deficiencies are the sole cause of their illiteracy. This betief contributes
to a feeling that they may be unable to lcam. This exercise is designed to help participants to better understand
the complex factors that lie behind an adult’s inability to read. We have found that participating in this activity has
been especlally useful to velunteer tutors who may not be aware of the obstac'ss iaced by students.

Research Notes

Steps

1. Pass out coples of Susan’s Story (page 13) or another story that describes the history of someone who has
problems with reading and writing. Ask the group to think about reasons why Susan can't reaa as you are reading
the story. Then read the story to the group.

1 .
e - LR PR

AN s PR p .
2. Explain to the group how to create a problem tree. N ST (rwehy Py
A problem tree starts with one problem or question at Vo P /1 ’
the trunk. An answer s written down as one branch of v S 7 —we help From
the tree. Then another "why" question is asked about o ;i ) teachers
the first answer. If that answer leads to another Y ' 1 e condn't cend
question you continue up that branch of the tree until \ ‘\jl ! y
you have exhausted all the "why" questions you can A - People laughed
think of. Then, go back to the trunk of the tree again . / et hef
and find another reason why "X" is a problem and \‘ - Dwda't like
continue to fill in more branches. Schoot

WHY CAN'T
SUSAN READ?
3. Begin by putting Susan’s Story at the trunk of the
tree. Try to summarize participant responses into one
or two key words, checking back with them to make \\m/ W\ NN
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sure you have understood their meaning. Encourage participants at this point to look only at Susan’s experience;
not their own. You may need to read the story again to help people remember what it said.

4. As a group, summarize some of the main reasons why Susan can’t read. Then ask the group what they think
Susan might believe to be the reasons why she can’t read? Do they think Susan would recognize some of the root
causes? Would she blame herself? Others?

5. Ask the group to reflect on how the reasons why they can't read are similar to or different from Susan's. Try
to make sure that one or two people don’t monopolize the conversation. Everyone who wants to talk should get
a chance.

6. Ask the group to think about why some of these conditions (overcrowded schools, parents too busy, not
being able to speak English) exist and what would need to happen for these conditions to change. How have the
experiences of their own kids in school been different? What do they want to give their kids that they didn’t have?

** Extra Materials Required: You'll need copies of the story - Susan’s Story - or a similar story for each
participant, as well an extra large sheet of chart paper.

+Bad safely conditions - Haé h:/worK -Too mafy(/
\\7’ r;\.f\e /al; home / K}‘ds
-Husband died -Too §ired 'Teq}he/v- Yoo busy
Vo / / -No help from teacher
- NO MOnC\{ "COU.\dﬂ"" POY - / /
artention

-Cowldny read

WO(K \ s ed
~ learne - People laugh
- Mother o ar her

+00 busy AT Y
Yo help 1/ Ke school

)

WHY CcAN'T susaw
READ ?

RVALY N

[WRNNY

)
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SUSAN’'S STORY

SUSAN WAS BORN IN A MILL TOWN IN MASSACHUSETTS. HER MOTHER WAS 16 YEARS OLD
WHEN SHE WAS BORN. HER MOTHER AND HER FATHER WORKED AT THE MILL. HER MOTHER
WORKED DAYS. HER FATHER WORKED NIGHTS. SUSAN HAD TWO LITTLE BROTHERS. WHEN
SUSAN WAS FIVE HER FATHER DIED. HER MOTHER HAD TO QUIT WORK. SHE HAD TO TAKE
CARE OF THE CHILDREN.

SUSAN STARTED SCHOOL THE NEXT YEAR. SHE DIDN'T LIKE SCHOOL. SHE DIDN'T LIKE TO
READ OUT LOUD. THE OTHER KIDS LAUSHED AT HER. SHE L'KED TO BE AT HOME. SHE UKED
TO HELP HER MOTHER.

THE CLASSES WERE VERY BIG. SUSAN WAS QUIET. NO ONE KNEW SHE COULDN'T READ.
HER TEACHERS DIDN'T KNOW. HER MOTHER DIDN'T KNOW. SHE WAS EMBARRASSED TO
SAY ANYTHING. NO ONE HAD TIME TO HELP HER. SHE BEGIN TO THINK SHE WASNT AS
SMART AS SHE SHOULD BE. AS SOON AS SHE COULD SHE QUIT SCHOOL. SHE GOT A JOB.
THE MONEY HELPED HER MOTHER.

WHEN SUSAN WAS 16 SHE GOT MARRIED. SOON SHE HAD HER OWN LITTLE GIRL. WHEN HER
LITTLE GIRL WAS 8 YEARS OLD SHE FOUND OUT HER MOTHER COULDN'T READ. "MOMMY,

WHY CAN'T YOU READ?" SHE ASKED. SUSAN DIDN'T KNOW WHAT TO SAY.

WHY DO YOU THINK SUSAN CAN'T READ?

Creating a Community of Learners / 13
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Group Activity
Time: 30 min.

1.3 What is Literacy?

Purpose

Everyone comes to a literacy program with a pre-existing idea of what literacy is, Though our staff agrees that
literacy means different things to different people depending on their needs and interests, many students belleve
it is like a door that is either open or closed. Since the door has been closed for these adults all their lives,
opening it now may seem extremely difficult. It is good to broaden people’s ideas of what literacy Is by letting each
person define it in their own way. This exercise begins a dialogue between the program staff, volunteers and
learners about what literacy means to them. Facilitators who use this activity need to spend some time beforehand
thinking through their own definitions and views.

Research Notes

Steps

Note: Although some students will find this activity Interesting, it can also be done just with groups of volunteer
tutors and teachers. Then, Module 1.7 Purposes for Reading and Writing can be a follow-up activity with
mixed groups of students, teachers and volunteers.

1. Ask participants to think their own answers to the following questions:

How would you define literacy?

How do you decide when someone can be called ‘literate?”
Is literacy the same for evaryone?

What can you do when you're literata?

What can't you do when you're not literate?

2. Minldecture: Paraphrase and/or summarize how policy-makers define literacy. (See the fact sheet just after
this activity: The Changing Definition of Literacy.)

3. Talk about your own definition of literacy as a facilitator and how you came to ii.

4. Discuss how new definitions of literacy have led to an increased emphasis on using participant's own goals
as the starting point for work in the literacy classroom.

Q

Creating a Community of Learners / 15

21




THE CHANGING DEFINITION OF LITERACY

At first the answer seems simple. I .eracy Is just the aoility to read and write. But when we 100k at literacy
more closely we find many proble..is and much disagreement about just whry can be called literate.

« Some people define literacy by how many grades a person has completed in school. But
many adults graduate from high school withuut being able to read.

» Often standardized tests similar to the ones given schoo! children a~» given to adults. The
scores are reported as a "grade level." But critics question whether or not these tests really
measure how well an adult can use reading and writing to do aduit tasks.

» Researchers at the University of Texas developed a set of 65 tasks they believed adults
needed to be able to do in order to be “functionally literate” in the United States (e.g., reading
warnings, writing checks, addressing envelopes). They iested a large number of people and
gave them a score to determine how functionally competent they were. But thistest too has
been criticized by people who believe that the tasks needed to “get along" might be very
different for people from various economic and social groups.

» Many people feel that measuring literacy simply by tasks that you can do leaves out hard to
measure factors such as feeling better about yourself because you can read and write, and
developing an ability to use literacy to think ubout choices and make decisions.

» More recently definitions of literacy, such as the one below, have focused more on the need
of the learner to make decisions about what literacy means.

To be literate means to be able to fulfill one's own goals as a family and
community members, citizen, worker, and member of churches, clubs and other
organizati:ns you choose. This means being able to get information and use it to
improve your life, being able to use reading and writing to do the things you
decide to do, and being able to use literacy as a tool to solve problems you face
in everyday life.

)
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DECLARATION FROM THE TORONTO SEMINAR:
LITERACY IN INDUSTRIALIZED COUNTRIES

1a 1987 people from around the globe met to discuss the problems of iitaracy in industrialized countries.
Based on recommendations from workshops held in community-basad centers, they adopted the
following declaration:

1. Literacy s a basic human right for the advancement of people around the world.

2.literacy is a major problern, not only in developing countries, but in industrialized countries
as well. it is a sign and effect, of poverty, unemployment, alienation and oppressive social
structiires. It affects both individuals and communities.

3. Literacy Is more than the ability to read, write and compute. The demands created by
advancing technology require increased levels of knowledge, skills and understanding to
achieve basic literacy. Literacy is a means of acquiring the understanding and ability
necessary to improve living and working condition-,

4. Literacy s a way of building community. ‘¢ promotes sowal and individual change, equality
of opportunity and global understanding.

5. Justice demands that the problem of iiliteracy must be attacke- n a world that possesses all
the means and resources to do so.

Gayfer, M. Ed. (1987) Literacy in Industrialized Countries: A Focus on Practice. Toronto, Ontario:
Intemational Council for Adult Education.
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LITERACY !N A BROADER. SOCIAL CONTEXT

‘Programs which define literacy as a set of skills or as the ablity to use skills within work, community
or cultural setting, face a danger of placing the whole burden. for change cn the individual- adult
learner. The people with iimited skills become the focus of the needed change. A yet broader
definition of iteracy sees it in the context of social realities. {likkeracy, like other disadvantages such
as unemployment, poverty and social discrimination is also & result of social, political and economic
structures that perpetuate inequality. According to this model, Ikeracy Is not just acquiring personal
skillsbutalsohavlngaocesstoknovdedgoandpawertocreatochanoehthestmcturesttutkeep

people illiterate and make it difficult for them to achieve other human rights.”
Questions for Facilitators to Ask Themselves
1)How do | define literacy?
2)How do my underlying assumptions about what literacy is inﬂuence my teaching?

3)What can | do to make niy work as a facilitator more consistent with my own beliefs?

4)How can | share my perspectives with others without expecting them to assume my beliefs?

E KC reating a Communi>: of Learners




Group Activity
Time: 1-2 hrs.

1.4 llliteracy: Myths and Facts

Purpose

Myths related to Niiteracy abound. For example, &t is commonly assumed that almost everyone in the U.S. can =
read. Thinking they are alone with their problem, many adults hide their Miteracy, even from close family members.
At the same time, the media has proclaimed a literacy “crisis,” painting a picture of illiterate adults who are :
incapable of taking medicare, of caring for their kids, and of obscrving safety rnules on the job. This stereotype, in .
turn, makes it even harder for adults to admit their lliteracy. This activity encourages participants to examine these
and other prevalent myths and hidden assumptions.

Research Notes ;

Steps

Note: This activity is especially effective with mixed groups of people, such a. volunteer tutors, teachers
and students. Often it can be a chance for literacy students to inform teachers and tutors about
problems they face due to misunderstandings related to literacy. Before using the activity, the
teacher will need ‘0 do some preparation. Using the literacy fact sheets on the next pages as a i}
guide, gather literacy rates and information about the numbers of programs anc numbers of students
served in your area from your local or reglonal Department of Education. Use this to prepare a short
presentation of each literacy “fact® during this activity.

1. Below are five statements related to adult literacy which many people believe to be true. Read each statement
to the group and let them know that today the group will be investigating myths and facts related to literacy and
literacy learners.

I. ALMOST EVERY ADULT IN SPRINGFIELD CAN READ AND WRITE WELL ENOUGH TO GET ALONG.

Il. ALMOST EVERY ADULT IN THE U.S. CAN READ AND WRITE WELL ENOUGH TO GET ALONG.

Iil. THERE ARE PLENTY OF PROGRAMS TO TEACH PEOPLE HOW TO READ.

IV. MOST PEOPLE WHO CAN'T READ JUST DON'T BOTHER GOING TO LITERACY PROGRAMS.

V. PEOPLE WHO CAN'T READ AND WRITE ARE LESS CAPABLE IN GENERAL THAN PEOPLE WHO CAN
READ.
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2. Prepare a chart similar to the one Hliustrated below, one big enough so everyona can see it. Read the first
stat~ment. Then discuss each of the questions below in lignt of that statement, filling it ¢ few words on the chart
to serve as a reminder. After you have fully discussed the first statement, move on to the seccnd one, and so on.

A. What is your opinion about this statement? Is it true or false? How do you know? Give everyone plenty
of time to voice their opinions. L .e the quotes from literacy <udents on the next page to generate iisas.

B. What are some "facts’ related to this question? Use the literacy fact sheets and other information you
have to cite statistics related to the =‘atement. The amount of detail you want to go into will depend on the
interests and background of the group.

C. Who is responsible for lack of information about this fact? Possible responses might be groups such as:
the media (television, advertising, newspapers, etc.), employers, teachers/schools, government, people who
can't read (for example, by hiding the fact), friends and family members.

D. What problems does this lack of information cause? For example, believing that almost everyone can
read and write leads us to communicate lot* of important information (waming signs, job-related information,
voting information) using very difficult languuge, instead of writing the same information in simpler, easy-
to-read language. Believing the people who can' read are incapable in general may cause employees to
hide their inability to read (whict: may in tum perpetuate the myth that aimost everyone can read) People
who can't possibly get to literacy classes but do want to learn to read may have barriers such as lack of
transportation, child care or the need to work. People may get discouraged by having to be on a waiting
list for months or years before getting into a literacy program.

E. What are some possible long- term solutions? Ask participants to think of some possible solutions, such
as publicizing information about the real berriers to attending literacy classes, urging org-nizations such as
the Driver's License Bureau to write information in simpler English, or writing letters to government officials
or employers, and working with schools to lowsr drop-out rates and improve education for at-risk chiidren.
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HIDING NOT BEING ABLE TO READ AND WRITE

Well, right off the bat, if somebody can’t
read, people instamatically figure that he’s
stupid, or that he’s dumb or that there’s
something wrong with him mentally. And the
major reason why | don’t want to be called
by my regular name is, | guess you'd call it
fear.* Not being able to read is 20th century
leprosy, that is what it is, because people
treat you different. Like if my boss would
find out, I'd lose a lot of credit in his eyes.
Pve told friends. After | tell my friends, the
next thing | know, they go out of their way to
explain things to me, they start pointing this
and that out to me that they didn't used to
point out to me. Maybe you won't
understand this. Let me explain it to you.
Before you know it, yoi:'re being treated as a
kid, as halt vhat you used to be treated.
That's why I'm staying as Mr. X. ,
Mr. X.

| never let on to .nyone interviewing me that
| couldn't read or write. Maybe it would
have been better if | had, I'd have got some
help sooner. But | just couldn’t bring myself
to admit it. | was embarrassed. | feit | was
the only person in this whole great
metropolis who ever had this great problem.
Everybody else | knew went to school So |
attacked all the time. When  went for an
interview if | was handed a paper to fill in for
a job I'd say, "Before | fill in anything, what's
the wages here:" It may have been on the
bloody paper. I'd say, "Never mind what it
says on the paper, | want you to tell me of
the conditions.” What | was looking for then
was a locophole to get out of the reading and
writing.

8

Gerry

Another thing | used to do from leaving
schoot and getting a job, | always used to
buy a paper to fool people. THe other
people would sit for maybe half an hour and
read the paper, and they would turn to the
back of the paper and read the horses. So |
would have to sit for at least fifteen minutes
and do the same.

Doug

My first wife never knew for seven years of
marriage. | completely fooled her. If there
was any forms or anything that came
through the post, | would say, "Oh, do them.
I've not time to do them.” and she'd
automatically do them without questioning.

Jean

The menu. I'm glad you brought that one
up. You know what it's like...okay, imagine,
if you will. You're taking a girl out to the
restaurant. You sit down, and they throw the
menu in front of you. Where do you go from
there if you can't read the menu? Nine times
out of ten you say, “Go ahead, here, pick out
something for the both of us.” I've eaten
some weird things, let me tell you.

Mr. X

You find so many people who are out of
work and don’t go looking for a job. They
seem to be able to work but never go. And
everybody think, well, they're just lazy. They
don’t want to work. They don’t understand
this fear that hold 'em back from being with
the public, when they got a problem.

Lou®

if you're not working and you got to go out
and tiy to find a job, well, what | do is go
down and get an application. "Can | make
these out later and drop them back?" And if
they say, "Ne, you have to make them out
here,” well, | say, "I have a problem reading
and | can’t make it out." He says, "You can't
make the application out,” | say, "No."
“Well," he says, "well, we aren't hiring right
now,” or "l don't have time to make out the
application with you,” or something like this.
And that was the story most of the time.

Ernie "°
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ILLITERACY FACT SHEET

Keeping in mind the difficulty of making accurate measurements of literacy, the figures on these two pages
represent some counts of illiteracy In our local area and throughout the Unlted States. These figures were
obtained from the Massachusetts and the U.S. Department of Education. "

SPRINGFIELD (1980 Census)

In Greater Springfield, 20,000 are considered to be "functionally Hliterate.”

37,472 adults over age 18 in Springfield have not completed high school. That is 34% of the total aduit
popuiation.

In 1987 4,128 adults in Hampden County were served in all adult education programs (job training, English
as a Second Language, GED, and literacy).

State adult education specialists estimate only about 2-3% of the city’s non-reading population is being
served in programs.

A small number of those serve adult beginning readers. Most Springfield programs report waiting lists and
have difficulty accepting people with special needs.

MASSACHUSETTS (1980 Census)

1.1 million adults over age 18 have not completed high school (about 26% of the adult population).
About 500,000 (13%) haven't finished 8th grade.

102,000 left school before 4th grade.

45,000 people in our state were served by aduit education programs, including job skills training, GED,
English as a second language in 1987.

About 3.5% of the target population was being served in 1987.

About $20 million state dollars was spent on adult literacy In 1987.

THE UNITED STATES (1980 U.S. Census)

The Division of Education estimates 23-28 miillion {or about 20%) of adults are functionally illiterate.
52 million adults over 16 have not completed high school.

Every year between 700,000 and 1 million teenagers drop out of school.

In 1986 3 million adults were served by adult education programs.

In 1989 the federal government spent $155 million on adult education.
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MEASURING FUNCTIONAL {LLITERACY

D ey W, By o 0w

y efin n 1880, 20 our was lotally Hiterate. 8 'S ure
dropped down 10 about 1%. However, in the U-S., as in all tieveloped countries, mors derands are made
on individuals 10 be functional. Various attempts have been made to figure out just how many o are
“functionally” Hliterate, but there is much disagreement, Withott 2 widely acceptad measure of iitetacy It is
difficult to document, or refute, media reports of widespread Hliteracy. For the same reasons there is no way
to know whether illiteracy is increasing or decreasing.

The Adult Performance Level study (APL) in 1975 used sophisticated samplingtechniques
to survey thousands of aduits to determine their abifity to undettake everyday functional
tasks and grouped thelr functional competence® into three lev ds. Researchers estimate
that one out of every 5 or 27 million adults are functionally iiiterate. Another 40 million can
function, but not proficlently:

14% when asked to fill a check to a bank made an error so serious it wouldn't have
cleared the bank.

13% could not address an envelope well enough to ensure it would reach its
destination.

24% did not place a return address on the same envelope.

20% are unable to read a notice like one on the cashier’s desk in a store describing
the check cashing policy.

26%, when given a paycheck and the stub that lists the usual deductions, cannot
determine if their paycheck is correct.

44% when given a series of help wanted ads, cannot match their qualifications to
the job requirements.

The National Assessment of Educational Progress (NAEP), conductec by the Educational Testing
Service, surveyed 3,600 young adults aged 21 to 25 years. They found the overwhelming majority could
perform basic tasks, but many could not problem-solve or perform more difficult tasks using literacy.

The English Language Proficiency Test (ELPS), conducted by the U.S. Department of Education during
1982, gave a conservative estimate of 17-21 million aduits or 13% of the population as functionally illiterate.
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Family, what a beautiful word if it is interpreted the right
way. The way it is supposed to be, a group of people
with some roots, with some blood. They should feel lots
of love and respect for one another and support when it
be needed. To have family means to be morally rich and
secure and have help when life Is tough with you, giving
you the strength you need to fight back. That’s what the
word family means to me.

Carmela

Q
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Group Activity
Time: 1 hr.

1.5 Inner Networks

Purpose

Arlene Fingeret created this activity as a way for literacy teachers, volunteers, and students to learn more about
how the close friend: and families of adult literacy students influence their leaming. Students are asked to draw
a picture depicting those closest to them, to think of ways they help one another, and to imagine how those
relationships might change if they were to become more independent in their abllity to read and write.

Research Notes

Steps

1. Ask participants to take out a piece of paper and draw an “X" in the middle. Then have them draw a circle

around it and put another “X" on the circle for
each member of their "inner network." For
most people this is a relatively small group of
family members or friends with whom they
Interact on a regular basis.

2. Ask participants to think back to some
fairly major change in their lives over the past
few years such as a marriage, a job change,
moving, etc. anything that required learning
new skils and using new knowledge. Chart
the “inner network" that existed before this
change took place.

3. Break into small groups. Discuss how
each person moved from the relationships on
the first chart to those on the second. How
did the change come about? How did it feel?
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What kinds of skills did you use? How did other members of your social network respond?

4. Next ask the small groups to think about someone in their inner network (or someone who once was) and
who has undergone some major change that has affected the participant. How did they feel about this change?
How do they feel now?

5. Then, encourage participants to think about how leaming to read and write affects (or might affect) their inner
network. Who in their inner network helps them with reading and writing now? Could they continue to help as the
participant becomes a better reader? Who else might be affected by their ability to read and write better? In what
ways might this influence their relationships? In what ways might members of their inner network encourage or
discourage participation in the literacy program?

6. Allow time for the large group to meet again together. Ask the groups to summarize their discussions. Help
the group chart some of the responses they had in common. Ask the group to evaluate this activity. What did
they learn? Can they recommend any other, follow-up activities which would be useful?
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Group Activity
Time: 1 hr.

1.6 Learning as an Adult

Purpose

Within the field of aduit education increasing attention has been given to the need to relate the learning of adults
to their immediate life needs, to draw on their previous experience and leamning styles and to involve them as much
as possible in decision-making. Many adult students, on the other hand, expect the teachers to *fill" their student's
heads with the answers. This activity is designed to help students understand some key principles of aduit
education and why It is important for them to participate actively in their own leaning.

Research Notes

Steps

Part A: Everyone is an Expert

1. Write the word EXPERT on the board or on paper.
Ask the group to define the word, then ask them to
name people they consider to be experts.

2. Point out to the group that even if they haven't
gone to school since they were quite young, they
haven't stopped learning. Describe some examples
of things people learn that don't require reading and
wiiting. (The chart at the end of this activity, Ways of
Learning may give you some ideas.)

3. Ask participants to find a partner and to describe
something they taught themselves (cooking a certain
food, repairing cars, driving a car, learning to dance,
learning to take care of children, learning a new job.)
How did they learn it? Who helped?
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4. Come back togetnar as a group. Discuss the different ways of learning reflected in the experiences of the
participants.

Part B: Banking Education

1. Draw a picture similar to the one shown here. Use it
to describe the banking model of education. The bankinp
model of education, as described by Paulo Freire *,
assumes that the student is an empty vessael walting to be
filed. The role of the teacher is to pour information into
the student, to "deposit” the student with information. The
more deposits you get, the more you know and the
smarter you are. Freire and others believe this is not how
learning happens. Learning takes place when you
integrate new information with what you already know
from your personal experience. It involves asking
questions to get information you need, naming problems
and discussing how to solve those problems.

2, Ask the group to think again about the learning
experience in Part A. How did they get the information
‘hey needed? Were there any problems they had to
solve? How did they combine what they already knew
with new information?

Part C: Conditions for Learning

1. Ask the group to name some of the conditions that make it easy or difficult to lear -

2. Describe some of the conditions for learning suggested in the chart at the end of this activity. Which of these
conditions do group members feel are most important?

)
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WAYS OF LEARNING

Leamning is a lifelong process. It takes place in and out of classrooms. Below are a few
ways of leamning we have thought of. Can you think of other ways you have learned
something new in the past?

By listening to a teacher
By watching an "expert”
By listening to TV or radio or music.
By trial and error
By ‘ollowing instructions
By teaching someone else
By making mistakes
By discussions with friends or family
By asking someone
By reading a book or newspaper
By responding to an emergency

By using your imagination

Creating a Community of Learners / 29




KNOWLES’ CONDITIONS OF ADULT EDUCATION *

Conditions of Learning

The teamers feel the need to leam.

Tt':;.l‘;mm:onm is characterized by
pl m raspect ana wust,
mutual heipfulness, fresdom of expression,
and acceptance of differances.

The learners perceive the g.ais of the learning
experience to be their goals.

The learners accept a share of the
responsibility for planning and operating the
learning experience.

The learners participate actively in the learning
process.

The learning process is related tv and makes
1 se of the experience of the learners

The learners have a sense of progress toward
their goals.

Principles of Teaching

1. The facilitators expose the learners to new possibilities for self-
fulfiliment.

2. The faciiitators help the learners clarify their own aspirations for
improved performance.

3. The facilitators help the leamers diagnose the gaps between their
present level of performance and their desired level.

4, Thefaciin s provide physical conditions that are comfortable (as to
seating, tern,  ature, ventilation, lighting, decoration] anc! conducive to
interaction (c or small groups at tables).

3. The facilitators acoept the learners as persons of worth and respect
their feelings and ideas.

6. The facilitators build refationships of mutual trust and heipfulness with
and among the learners by encouraging cooperative activities and
refraining from inducing competitivensss and judgmentainess.

7. The facilitators exposs their own feelings and contribute \heir resources
in the spirit of mutual inquiry.

8. The facilitators involve the students in a mutusi process of formulating
lsarning objectives in which the needs oi ih¢ ‘sarners, of the facilitators,
of the institution, of the subject matter, and of society are taken into
account.

9. The facilitators shape their thinking about the options available in
designing learning experiences and the selection of methods and
mat;rlals and invoive the fearners in deciding among thess options
jointly.

10.The facilitators heip the ttudents orgarize themselves (project, teams,
fisld projects, and so on) to share responsibility in the process of mutual

inquiry.

11.The facilitators help the learners exploit their own expariences as
resources for learning through sush techniques as group discussion, case
rathod, and projects.

12.The facilitators gear the presentstion of their own resources to the
levels of experience of the leamers.

13.The faclilitators help the learners to apply new learnings to their
personal experiences and thus {0 make :he learnings more relevant and
integrated.

14.The facilitators involve the learners in developing mutually acceptable
progress toward the learning objectives.

15.The facilitators help the learners develop and apply procedures for
self-svaluation according to these criteria.

Q . ,
MCSreatmg a Community of Learrars

IText Provided by ERIC




Group Activity
Time: 1 hr.

1.7 Purposes for Reading and Writing

Purpose

Statistics t. |l us little about paople’s purposes for reading and writing, or where, when and why they need literacy.
Students who enter a program with the same scores on a standardized reading tests may have vastly different
purposes ard uses fot “iteracy. This group activity encourages participants to begin a process of thinking about
how they will use reading and writing in their everyday lives. It also sets the stage for individual one-to-one goal-

setting activities described in Section 2.

Research Notes

Steps

1. Ask students to name as many purposas for
reading and writing as they can think of. Encourage
them to be as specific as possible. Write their list on
chart paper, using simple language. (If you can, draw
symbols such as a stick figure family, a telephor.e, a
house, next to the item so non-readers can remember
it.)

2. Ask participants to write down their most important
purposes for literacy. if participants have difficuity
writing, they may want to use drawings or pictures cut
out of magazines to symbolize each purpose.

0D~
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3. Asthefaclltator.dmwacirdeoncmnpaperartdttundmdetheclrdemosewom pleoes a ple.
in each section write down one of your purposes for reading and writing. Make the 'allees' the ple bigger or
smaller depending on their importance to you. Describe why you made those cholces.

4. Next ask participants to each draw a ple that describes their own purposes for reading and writing. Encourage
them b&o use picture symbols if they can’t write the words they need, or have magazine pictures they can find
symbols. in.

5. Have each participant describe his or her ple to a partner.

6. As a large group write down the purposes that were mentioned most often. Wiy were they mentioned so
often? Why are they so important? What purposes do members of the group have in common? (Exercise
caution in talking about differences among members of the group i they might cause prople to compare and
judge each other based on their reading abilities.)

7. Discuss possible ways the group might work together to meet goals they have in common.
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Group Introduction to Individualized
Activities - Time: 30 min.

2.1 The Planning/Learning Cycle

Purpose

In previous activities we have established the need for participants to be involved in planning and evaluating their
own learning. In this exercise participants are introduced to a process to help them plan seif-directed leaming
called the planning/leaming cycle. This activity shows how leaming is a cyclical process of naming a goal or
need, deciding on a plan to meet it, studying according to the plan, evaluating whether one has learned or not,
and then beginning to plan all over again. The activity sets the stage for individualized activities which will follow.

Research Notes

Steps

1. Draw a chart similar to the one shown
here describing the Planning/Leaming Cycle.
Point out that the planning cycle is a process.

A 2 0 Making a
Describe each stage, emphasizing the - :
cyclical process. ~ommitment
Stage 1: Making a Commitment /
As adults there are many competing Evaluating Deciding

things we would like to do. Often we don't
have the time or energy to do all of them. Goals
Before deciding to undertake a goal like
learning tc read o~ becoming a tutor, you

need to think about the time and energy

required. Leaming to read takes a long
time. You may have to give up sume Eoing'& Deve'I:c’inng
other things in order to achieve the goa!. earning a Paan
Sometimes, after a hard look at your

obligations, you may have to decide to

put the goa' off until a better time. But, if
you Jecide to consciously commit to the
goal, then all the other stages become
easier.

THE PLANNING/LEARNING CYCLE
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Stage 2: Deciding Gocls

A learning plan begins by assessing your own needs. What life goals are important to you right
now? What would you like your life to be like in the future? in what ways do you need reading and
writing to meet those life goals? By filling out a Goals List with a teacher you can begin to lock
at what you aiready can do with reading and writing and what, specifically, you'd like to be able
to do (use the phone book, write a letter, read the TV guide).

Stage 3: Planning a Learning Contract

Next it's time to be even more specific and decide on exactly which of your goals you will work
on, how you can learn what you need to know, who will help you, and how you will decide when
you have accomplished your goal. Sometimes you will have to do other things on the way to
achieving the goal. For example, you might have to learn to write out numbers bafore you can
learn to fill out checks. You and a teacher or tutor will fill out a Learning Contract, making
decisions together about what you need to learn and how to do it.

Stage 4: Learning and Doing

The learning you do to meet your goals can take place inside and outside the classroom. It
involves not just learning to read and write inside the classroom, but using reading and writing at
home everyday. During class hours you may work alone, with a teacher or tutor alone, with other
class members, or in a group with everyone sharing. Outside of class you may contract to read
booxs and do writing from class, or to do other things such as reading to your children, writing
letters, using flashcards to practice how to read words or writing shopping iisis.

Stage 5: Evaluating

Evaluation goes on all the time in our program as we think about what we have done, how our
needs and goals may have changes and what we want to do next. But, about half-way throuigh
each cycle and at the end of the; cycle e try to take time out to evaluate our progress. We talk
about questions such as: What did we iearn as a group? What did | learn myseif? Did | accomplish
my goals? How do | know? What v.ent well? What would | iike to change? Where do we want to
Qo next? Some of this evaluation takes place as a group and some, such as evaluating a learning
contract, is done one-to-one with a teacher or tutor.

During the process of describing the planning cycle stop frequently to elicit the comments of participants anc to
answer questions if they are not clear about the stages. One way to make the stages more clear is to use an
example from the real life of a student you know. With permission of the student, show samples of his or her goals
list and learning contract and discuss his/her experience. Afterwards, ask the group to discuss the value of using
the planning cycle. Do thay have any suggestions or recommendations?

** Extra Materials Required: A Chart of the Planning/Learning Cycle, samples of goals lists and learning
contracts.

Q
E EMC / Developing a Learning Plan

Full Tt Provided by ERIC.




Group Activity
Time: 45 min.

2.2 Life Goals: Maria’s Story

Purpose

Some aduits have very little experience naming thelr goals. In this activity students can learn more about goal-
setting by thinking atout the goals of a typical literacy student named Maria. Using Maria as a case study, they
will leam how she learned what she wanted to do in her life, v:ho she wanted to be, and what she wanted to have
as short term goals for her literacy studies. Then, students have a chance to do the same thing with their own
doing, being, and having goals.

Research Notes

Steps

MASLOW'S HIERARCHY OF HUMAN NEEDS

1. Discuss with the group what a neec IS.  Masiow emphasizes that the
Do some needs have to be met before  need for seit-actuaization
others can be possible? What kind of needs  mawason’ P
are there? You may want to simplify

Ahrakam Maslow's hierarchy (or tree) of  Selt-actualization means
needs. Explain the theory that *basic” needs ~ actualizing one’s potential.

bec everyth
such as food, shelter, and a Sense Of  capanie o becommg

telonging have to be met in order to allow /
Love, Affection, and \

On the whole an individual
cannot satisfy any level

Need
unless needs below are satisfied.

for
Seit-
Actuahzation

Esteem Needs

us to respond to “higher” needs - for self- B
esteem and achieving our full potential. Ask ongingness Needs
the group's opinion of Maslow’s theory. Do Z Sately Neads \

they agree? Disagree?
/ Physiological or Survival Needs \

Most basic needs have to do with survival physically and psychologically
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2. One way to learn more about goals is to divide ther. into three categories: Doing, Being, and Having goals.
Discuss examples from each kind of goal with students.

Doing

get a GED
learn to drive
move to California
learn to swim

Having

2 better fob
a new house
a car

Being

an educated person
a good parent
self-confident

3. Pass out coples of the story on the next page and read it to the group. Ask the participants if they can name

Maria’s needs. What does she want to do, to be and to have?

4. Divide into small groups. Ask group members to see if they can name two or three goals they have from each
category. Encourage people not only to think of things related to class but to their lives as a whole - family, work,

personal interests.

5. Ask each participant in the small groups to reflect on whether reading and writing would help them meet their

goal. If it would, how?

Materials Required: Copies of Maria's Story for each participant

)
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MARIA’'S STORY

MARIA CAME TO THE U.S. FROM PUERTO RICO WHEN SHE WAS 16. SHE CAME WITH HER
MOTHER AND FATHER AND FIVE BROTHERS AND SISTERS. THEY WORKED IN THE FIELDS
IN PUERTO RICO. THEY WANTED A BETTER LIFE IN THE U.S.

MARIA WENT TO HIGH SCHOOL. BUT SHE DIDN'T SPEAK ENGLISH VERY WELL. HER
TEACHERS TOLD HER SHE WAS SMART BUT IT WAS HARD TO KEEP UP. WHEN SiHE WAS
LITTLE MARIA HAD BEEN IN THE HOSPITAL. WHILE SHE WAS THERE SHE MET MANY
NURSES. SHE DREAMED THAT SOMEDAY SHE COULD BE A NURSE. SHE TALKED 7> HER
TEACHER ABOUT HER DREAM. HER TEACHER TRIED TO HELP HER READ ABOUT MURSING.

THEN A PROBLEM CAME UP. MARIA'S FATHER LOST HIS JOB. SINCE MARIA SPOKE
ENGLISH BETTER THAN ANYONE ELSE IN HER FAMILY, SHE HAD TO HELP HER FATHER FIND
A NEW JOB. SHE GOT MORE AND MORE BEHIND IN SCHOOL. FINALLY SHE DROPPED OUT.
SOON AFTER THAT MARIA MARRIED JOSE. MARIA GOT A JOB AT A CLOTHES STORE, BUT
PROMISED HERSELF THAT SOMEDAY SHE WOULD GO BACK TO SCHOOL.

MARIA AND JOSE HAD TWO KIDS. THEY WANTED THEIR KIDS TO HAVE A BETTER LIFE
THAN THEY DI7. THEY WANTED TO MOVE TO A DIFFERENT NEIGHBORHOOD. THEY WANTED
TO HELP THE KIDS GROW UP RIGHT. THEY WANTED THEM TO SPEAK ENGLISH AND TO DO
WELL IN SCHOOL. BUT TO GET THOSE THINGS MARIA AND JOSE WORKED LONG HOURS.
MARIA GOT OFFERED A BETTER JOB WITH MORE PAY BUT IT WAS TOO FAR AWAY AND IT
TOOK TOO LONG TO GET THERE ON THE BUS.

FINALLY, MARIA DECIDED THAT EVEN IF IT WAS HARD, SHE WAS GOING TO DO SOMETHING
FOR HERSELF AND HER FAMILY. SHE WAS GOING TO GO BACK TO SCHOOL. SHE GOT HER
NAME ON THE WAITING LIST. SIX MONTHS LATER SHE STARTED AT AN ADULT SCHOOL.

WHAT DO YOU THINK MARIA'S GOALS COULD BE?
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DAVE'S GOALS
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Individualized Activity
Time: 30 min.

2.3 Using the Indiv’Jual Goals List

Purpose

Our project Is grateful for the idea of using a goais list, which was borrowed from one d:  eloped as part of the
Aduit Lieracy Evaluaticn Project, a joint research project between the Center for Literacy in Philadwiphia and the
Universty of Pennsylvania. In our prcject we adapted the checldist to fit curriculum topics we wrze able to oifer
students, leaving an "Other* category for goals we might have missed. After students complete the checkdist with
the help of their teachers, they meet with them again for individual conferences during which they use the goals
information to fill out leaming contracts (Module 2.4).

Research Notes

Steps

Stage 1: Raview Screening Information
1. Befrre meeting with the students, get to know more about them by reviewing information collected from
screening interviews, tests and writing samples. Review the wiiting folders and other files of returning
students.

2. Locate a quiet and private place to complete the Goals List. Allow about 20-30 minutes for each
interview,

3. Make sure you have blank copies of the Goals List. (And — the Learning Contract if you are doing both
at the same tima.)
Stage 2: Getting Started
1. Greet the student and spend a few minutes chatting.
2. Make siire the student sits next to you so you can both see the checklist. Even if the student can't read

what is written, convey the message that completing the checklist is a shared, joint activity. Tell the student
you'il both be using the checklist to plan future activities.
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Stage 3: Completing Part |

1. Ask the student to tell in his or her owi. words the reason for coming to school now. Ask if there are
any reasons the person didn't want to share with the group, but which the teacher should know. Some
students may be very specific about their goals; others may just say they "want to be able to read and write
better in general." Accept any answers the student gives, without prompting at this point.

Stage 4: Completing Part Il

1. Explain to the student that you are going to read a list of things people who come to literacy classes
typically can do or want to be able to do. Tell the student to let you know if this is something they already
can do, someathing they want to do or something they have no interest in. Write a word or two after each
item to indicate the student’s response. Give students encouragement for the things they already can do.

Stage 5: Completing Part il and IV
1. Sometimes reading the list of alternative responses will help students remember a more specific goal
they have. Ask if the student can think of other things they can do or other interests that have not been
mentioned. List them undier Part (Il
2. Askthe student to think avout all the goals that have been mentioned. Which ones are most important
right now? Ask them to identify the 2 or 3 most important reading goals and 2 or 3 priority writing goals.
Circle these goals on the checklist or write them under Part IV. If the goal is a long term one, such as
getting a GED, briefly discuss the fact that there may be many short-term goals that will have to be inet
before the long-term one Is achieved. At this point you may want to make some preliminary suggestions.
Stage 6: Finishing Up

1. Repeat back to the student a summary of what you understand to be his or her most important goais.
Ask the student to clarify if you have misunderstood anything.

2. Review the reading and writing skills the student already has. Point out that they already know a good
deal about reading and writing, and that the program will build on that prior knowledge.

3. At this point you may want to begin the Learning Contract or set a time to do so.

** Materials Required: Previous student records, blank copies of the Goais List.

Q
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GOALS LIST

Name: Date: — Interviewer:

Part I: In your own words, can you tell me your reasons for coming to school now?

Part |i: Here are some goals other students in this program have mentioned. Tell me if this is
something you already can do, something you would like to do, or something you really have
no interest in. (Write YES or NO and/or Comments after each item.)

Personal

Read write your name and address
Read signs (which ones):

Read labels/Instructicns

Read /write notes to/from family

Read and write shopping lists

Read a calendar, bus schedules, ~V guides
Use a phone book

Read menus or recipes

Read bilis

Write checks

Read maps

Read information related to health

Fill out forms

Read /write personal letters

Read the newspaper (which sections):
Read magazines (which ones)

Use a dictionary

improve : .. xdwriting
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Children
Read to your children/grandchildren
Ages:
Help children with homework
Read/write notes from school
Take part in scho~' ~alated meetings and events

Personal - Books and Writing

Read books for enjoyment (what kind — adventure, mystery, romance, historical, books about
people):

Read books to get information (what kind — personal research, current events, jobs, children,
health, religious, hobbies, entertainment):

Wiita for yourself (what kinds — journal or dlary, experiences you've had, advice for others, your
opinons, reports about something you've read, your life story or autoblography, other stories,
poems, words to songs):

Work
Fill out a job application
Use reading to find out about jobs
Use reading to learn to do your job better or open a business
Read and write notes from and to co-workers
Read or write work reports, logs, announcements
Fiil out order forms/iists

Participate in work-related meetings; take notes.

Q
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Community
Register to vote
Apply for citizenship
Read leases/contracts
Apply for a library card
Take the driving test
Participate in community meetings/clubs/religious meetings
Join a group to work on a problem
Publish a newsletter or other writing

Education
Attend a job training program
Attend classes to learn something new (hobbies, self-improvement)
Pass a work-related test

Get a GED

Part lil: Can you think of any other goals you have which we have not mentioned?

Part iV: Of all the goals we have mentioned, name two or three which are most impoertant to you right
now.
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Dave’s Learning Contract

11 ARNING CONTRACT

WHAT? HOwW?
READING
A) Improve_ceadling 10 ) Read.t repolt on 3 books.
3eim ' 3) Read. avkobedy basc- 1Yz
NOXS Pef weelk .
3) came to styategy iedsons |
WRITING
g) wrie lettes +o ) Weite and maal | letter
fends. a week- - A4 foral.
PERSONAL
GOALS . c akions G
vaxi ) Fl\ oo applicat
OYFil\ ou¥ <ppliaations ) o:J(‘ b{\e g?do [ o week,
el one ixn mole
) e ) Po exercies ‘N map
COMPUTER WKL O, PaglsS {-20.
net novd

CONTRACT ENDING DATE l[IS.
COhi;ENT;'\\ A€y 4o red. moe LooKS . Cant Vork at
hon'ne.. Wi\ come eadlier so he en rcad. here,

LEARNLR'S NAME TEACHER’S

Q
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Individualized Activity
Time: 15 - 30 min.

2.4 Using the Learning Contract

Purpose

A leamning contract is an agreemer.: between a teacher or tutor and the student. Together they decide what the
student will work on, how he or she will go about achieving this objective, and how they will know when the learer
t mmeoblectlveameleanﬂngeo:umtlsanogothﬂonbotweenthestudem.whohasneeds.andthe
t¢ her, who has knowledge the student may not kave about how to achieve the goal. We generally write leaming
¢ 7ects which wil take about four to six woeks to complete. At the end of that time we meet with the student
again, discuss whether or not the goal nas been met and renegoticte a new contract.

Research Notes

Steps

Stagc 1: Getting Ready

1. Find a Gulet space and set aside about 10-20 minutes to finish the contract. (First contracts usually take less
time to fill out if they are done at the same time as the goals ch.acklist.)

2. Decide on how long you and the student will work on the learning contract. In our program, a learning contract
is re-evaluated about once a month. This gives people a chance to be fairly specific in their goals and to achieve
a sense of accomplishment. However, we often have time constraints that make it necessary to hold contract
meetings less fraquently.

3. Quickly review the individual’s goais list

Stage 2: Completing the In rview
1. Make sure you sit next to the student with the contract between the two of you. Let the studerit know tnat you
both will get a copy of the leaming contract. Explain what the contract is and why you are doing it.

2. Look back at the goals checkdist you and the student filled out. Review with him or her tt.e most important
goals listed. Ask the student which ones are most imp<rtant.

Q
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3. Decide on one or two goals for each category on the contract: reading, writing and functior.al goals. {In our
case, we also ask students if they want to complete computer-related goals.) Steer the student toward specific,
tangible goals. In our programs we try to have the following:

Reading Goals: For beginners these would involve reading with a tutor or reading books
on tape. For more advanced students this might involve sustained siient reading in class
or at home, of fiction or non-fiction. For both categories of students, talking about books
in small groups might be a goal.

Writing Goals: Writing goals for us means writing whole pieces of text, whether in writing
workshops or as part of a language experience activity with a tutor. Writing skills activities
are ¢ .awn from the student-written texts.

Personal Goals: These are often fun .tional goals such as learning to write checks, leaming
to fill out applications or studying for the driver's test. Personal goals could also involve
working on a collective group activity.

4. Write each goal you decide on together in the left column under WHAT.

5. Now take one goal at a time. Think togetaer about what the student will do to accomplish the goal. How much
time is available? Does the student have any time to work on the goal outside of class? Who can heip? Does the
task need to be broken dowr into parts? Be as specific as possible, For example, a student might set a goal of
writing and sending one ietter to a friend. This would involva leaming the parts of a letter, writing a first draft,
revisiing it, editing the letter for spelling, punctuation, etc., and making a final copy to send. In order to improve the
student’s writing skills, the fearning contract might also suggest that he attend group miniHessons on writing and
spelling. His teacher might agree to match him with a tutor to help him with the letter-writing one day a week.

6. Discuss with the student how you wiill know if the goal is accomplished. Will the finished letter be mailed? Will
the student give oral or written reports of the books he or she has read? Will the teacher "quiz" the student on
map reading skills by a certain date? If so, write the date on the contract.

7 Sign the contract. Make sure both the student and the teacher or tutor have a copy.

Stzge §: Planning a Follow-Up Meeting

1 Agree on a time the student and teacher will meet again to discuss whether the goals have been met and to
plan a new learning contract. At the follow-up meeting, ask questions such as:

Did you meet your goal?

How do you know?

What did you learn?

Do you need to do more work in this area? What?
How will you use this knowledga outside of class?
What do you want to do next?

** Extra Materials Required: The student’s goals list and a blank learning contract

Q . .
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LEARNING CONTRACT

WHAT? HOW?

READING

WRITING

PERSONAL GOALS

COMPUTER

CONTRACT ENDING DATE:
COMMENTS

o  LEARNER’'S NAME TEACHER'S NAME DATE

PAruiitex: provided by ERiC — ]




Q
E MC / Developing a Learning Plan

Aruitoxt provided by Eic:

9
~3




Group Activity
Time: 1 hr.

2.5 Group Assessment

Purpose

We feel it's important to assess how the group is doing at various times during the semester. Assessing the
strengths and the problems that need to be solved can create a structure through which students can have input
into planning and will give the teacher ideas about where to go next. This activity suggests a process for doing
group assessments and gives a sample of some of the questions we have asked during group assessments in our

program.

Research Notes

Steps

Note: This is an informal assessment process which helps groups plan future activities. it can be done mid-
way through a program as well as at the end. The program may do other kinds of diagnostic or evaluative
testing, as well.

1. Tell the group ahead of time that thay will be evaluating the project, so they can be thinking about what they
want to say.

2. Remember together themes that have been discussed, topics of mini-lessons, and other group and special
events that have taken place. Ask students to describe (and celebrate) their most important achievements.

3. Use the questionnaire following this lesson (or another one designed for the group) to evaluate your activities.
Use a brainstorm technique to elicit as many responses as possible to questions 1-8. Write them on newsprint.
You may want to have someone act as a scribe to write down the main points so the group can refer to them
later.

4. Discuss together ways to make improvements ir the program a reality.
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READING AND WRITING EVALUATION

1. What do you see as your most important accomplishment:; this time?

2. What, specifically, have you leamned about rear*~q and writing that you didn't know before? Has your
view of recding and writing changed?

3. How hzve you used reading in new ways? What kinds of things are you reading now?

4. How have you used writing in new ways? What kinds of things are you writing now?

5. Which linds of activities do you feel you bsnefited from the most:

working in groups to discuss something or solve a problem
working in groups on mini-lessons

working with one other student

working with a teacher/tutor

working on the comguter

publishing our writing

having a chance to read or write by yourself

other

4 ¢4 1 3 L

6. Which topics or skills activities were most helpful?

7. What things got in the way of learning or of coming to class?

8. What would you iike to do next time?

O
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Group Activity
Time: 1 hr.

3.1 Your Reading History

Purpose

Everyone has a picture in their heads of what learning to read Is all about. Often these pictures are shaped by how
a person was taught to read s a child. This exercise asks participants to remember how they were taught to read.
Then, they examine how this has shaped what they think reading is today. Tiils helps to set the stage for students
to learn about more recent findings related to how people really do learn to read, and for the next activity, which
describes what good readers do.

Research Notes

Steps

Part A:; Remembering

1. Most people have trouble remembering as far back as the time they were first learning to read This exercise
helps participants (*eachers, students and volunteers) search their memories and visualize what school was like
for them. First make sure everyone is relaxed. Let people know they won't be remembering out loud, only
rememusring silently to themselves. First, have them remember where they lived when they first went to school
and 10lived with them: parents, aunts, brothers, cousins. Have them think about where the school was and what
the. wrst classrooms were like. Then, have the learners think silently as you ask the following questions make sure
to pause briefly after each.

How were you taught how to read?

What kinds of books did yor1 have? Readers? Workbooks? Books for fun?

What kind of writing did you do?

If yo. stayed in school longer, how were you taught to read during your later years of school?
What was the worst thing about not being able to read in school’

How did you cope with reading problems?

What did you like the most about school? What were you best at?

2. After the silent activity give people a chance to reflect on what they remembered If they choose, they can talk
in pairs or as a group. Or, they can go straight into writing about what they remember or dictating it for a
language experience.
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Part B: What is Reading?

1 Everyone has some kina of picture in their head of what reading is. Ask members of the group to name what

they think reading is. Go over a list of some ways people can see reading. Do people agree or disagree with these
statements?

Reading is sounding out letters to make words. You have to learn all the sounds of the letters and
how to pronounce them before you can read.

It's best to read words slowly, one at a time.

You have to know every word you are reading or you shouldn't go on.

It doesn't matter whether what you read makes sense to you or not as long as you can pronounce
the word's.

You need to do skills exercises in workbooks before you will be ready to read whole books.
It's important to learn a lot of rules that will help you read and write better.

If you guess at the word, and guess it right, you're really "cheating.*

You really can't practice reading without a teacher.

When you come to a word you don't know, the best thing to do is leok it up in the dictionary.

If you get to something hard to read, the best thing to do is slow down.

Ml

2 Formulate your own personal definition of reading. Discuss what you believe, and how it influences the way you
teach reading If you have more than one teacher participating, you may want to discuss ways each of you
teaches reading differently.

3 Explain to the group that we will be looking more at how people learn to read and what good readers do in
future lessons.

o :
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PRINCIPLES OF THE READING PROCESS

in their work with children, Yotta and Kenneth Goodman have developed some key principles related to the
reading process which may also be relevant to work with aduts: *

1. Meaning Is constructed during listening and reading. The reader bullds meaning drawing on prior
learning and experience while interacting with the text.

2. Reading is a process of prediction, selection, confirmation and self-cotrections. Effective reading
produces cohersnt meaning. Efficient reading uses the least amount of energy and input necessary.

3. Three systems interact in language: graphophonic, syntactic, and semantic. These cannot
usefully be separated for Instruction without creating non-linguistic abstractions and ncnsense.

4. Comprehension of meaning is always the goal of reading and listening.
5. Expression of meaning is always the goal of writiag and speaking.

6. What the reader/listener understands beforshard strongly influences what is comprehended
during reading/listening.

7. Leaming in school and out of school are not different. School programs must expand on existing
learning and utilize intrinsic motivations. This means learing must be functional, it means literacy is
an extenslon of natural lanytage learning.

8. Development of function precedes and motivatcs development of form.

9. Language development builds expression and comprehension strategies during functional,
meaningful and relevant language use. This means, among other things, that (a) there is no
sequ~nce in which "skills* develop and (b) there Is no hierarchy of language skils.

10. Children develop abilities in response to personal-social needs. Therefore, they've already made
strong beginnings in developing literacy before the have any contact with schools.

11. There is no one-to-one correspondence between teaching and learning. The teacher motivates,
arranges the environment, monitors development, provides relevant appropriate materials, and
provides timely experiences to facilitate learning. Ultimately, it is the learner's decision to extract what
is most meaningful to be learned from the environment.
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12. Though the taacher may monitor the development of strategies, leamers need to focus on
communication of meaning. That means there is a double agerda in the classroom: the leamers
focus on use, the teachers focus on use and development.

13. Risk-taking is a necessary part of all languaga learning. Developing readers must be encouraged
to predict and guess as they move toward meaning. An atmosphere must be created in which
mistakes are seen as a necessary part of development.

Principles of Instructional Materials:

14, Matarials to be read in school must, from the very beginning, have ail the characteristics of real
functional language. They must be whole texts that are meaningful and relevant.

18, Fragmented exercises which turn real language into abstract bits and pieces have no place in
this program.

16. Materlals wiil be hard or easy In relationship to how predictable they are.

17. During instruction, attention must shift away from words and toward a comprehension of
meaning.

Q
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Group Activity
Time: 1hr.

3.2 What Good Readers Do

Purpose

Reading the research about what good readers do, one is often surpiisad how different these practices are from
commonly hekd assumptions about reading. For example, mos. Deople might think one reads better if one reads
more siowly. In fact, good readers often read fast and skip over words. This activity asks participants to tatk
about what they think good readers do and contrast k *» recent research findings. it prepares the learners to read
for meaning and to realize that predicting, guessing and using context cues aren't “cheating.”

Research Notes

Steps
Part A: Giving Your Opinion
Ask participants to brainstorm what they think good readers do. You may want to use these ques ‘ons which are
part of the Burke Reading Interview (Modified for Older Readers)"
1. When you are reauniy and you come to something you don’t know, what do you do? Do you

ever do anything else?
2. Who s a good reader you know?

3. What makes a good reader?

4. Do yeu think (the reader mentioned above) ever comes to something he
or she doesn't know when reading?

5. When comes to something he or she doesn't know, what do you think he or
she does about it?

6. If you know that someone is having difficulty reading, how would you help that person?

7  What would a teacher do to help that person?
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Part B: Mini-lecture

1. Prepare a short minidecture that gives an overviewof the research about what proficient readers do. The
information on the next few pages, written in ordinary language, may help. Use what you know about participants'
prior knowledge and backgrounds to gauge how iittle or how much to cover.

2. Afier you have described some of the things research has shown, asa for comments from the aroup. How
does this compare to the information collected in the brainstorm earlier? Were *here any things that surprized
people?

To assume that reading means “getting” words, assumes that words have constant
meanings. Students might enjoy this exercise, first developed by Mary Trabasco. ® She

shows how words like Mw.ry, lamb, had and little derive meaning from the clauses that fullr,«
them. :

1) Mary had a little lamb. Its fleece was white as snow.
2) Mary had a Iittle lamb. She spilled mint jelly on her dress.

3) Mary had a little lamb. It was such a difficult delivery the vet needed a
drink.

Q
IR Ctroducing Reading

IToxt Provided by ERI

(TR



WHAT RESEARCH SAYS GOOD READERS DO

Researchers and teachers in education are continually trying to find new and better ways to teach reading.
To find out what is going on in the brain when people read and how they learn how to read, researchers
have studied what good or effective readers do. °

Good readers:
READ FOR A PURPOSE

They read to get meaning. People read to learn. You read to know something about the
wond, whether you're reading a phone number in a phone book, a doctor’s prescription,
a romar.ce story or a street sign.

They create meaning. Meaning is created both by the writer and by you, the reader, when
you bring what you already know to what you read. Think of a simple word — “house.”
The writer probably had something in mind when he or she wrote the word house. But
each person who reads the word I .3s his or her own picture of what that word means,
based on prior knowledge and experience with "houses.” They are using what they know
about the world to interpret the word.

They ask and answer questions. People read because they want to kriow something.
They have a question. As they read they ask questions, such as:

What does< this mean?
Why is the author saying this?
What can | learn?

Do | agree?

Do ! disagree?

DON'T READ EVERY WORD

Good readers read only wiat they need to answer their questions. You don't have to
read the whole phone book when you are looking for just one number. You orly need to
read to get the information you need. Goon read : skip over words 3 lot, it's not
“cheating,” it's reading efficiently.

Good readers skim. They look quickly through a piece to get a rougt: idea of what it is
about. if they pick up a book on auto mechanics, for example, they mi¢ ht skim the book
by looking at the cover, reading the titie and flipping through the page. to see if it is the
one they want to buy. They may skim the front page of the newspapar just to see if
anything important happened that day
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Good readers scan. If they are looking for a certaln piece of information, how to fix the
brakes, for example, good readers may ignore everything else in the book but the section
on the brakes. They'll jump over the parts that aren't necessary. If they are looking for a
sale on roasting chickens at the grocery, they'll scan the store fiyer with their eyes until they
see a picture of a chicken, or the word chicken and then zero in on that sectlon.

Good readers speed up and slow down. Depending on their purpose, good readers will
slow down or speed up while reading. If they are reading something they know about they
may be able to speed up. If they're reading for fun or just for themselves there may be no
reason to get every word. They canieave out somew  «and stlll get the meaning. In fact,
that's sometimes a good way to deal with words ti on't know. On the other hand if
they're reading to study and memorize something - let’s say the driver’s test manual - they
may need to read very slowly and read the same words over and over again and look up
the words they don't know.

Good readers skip words. Try to make sense of the following paragraph. Could you get
the meaning without all the words? You don't really need to read every word to understand
what you read. You can allow your eyes to just pass over them and concentrate on the
words that carry the message.

Tina climbed stairs her apartment. She took out keys and opened
door. *

Good readers focus on ideas not words. Beginning readers have to read slowly. lhey
have to stop their eyes and focus on every word. Like this:

Tina was cold and tired.
It 00k over an hour
to get horme on the bus.

Beginning aduit readers often complain that by the time they have gotten the word they
have lost the idea of what they are reading. As they get more efficient they will be able to
read In idea phrases. Their eyes will be able t- take in a few words at a time They read
for the ideas, not the words.

Tina climbed

the steirs
to her apertment.

She took out
her key

and opened
the door.

She was cold
and tired.
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MAKE GUESSES OR PREDICTI S

Good readers guess. Good readers arc always guessing. When they decide on a purpose
for reading a certain book or article, they have predicted or guessed what will be i« the
book. They read the book to confirm their predictions. If they come to words they don't
understand, they often use what is already known about the topic to guess what the word
might be. Sometimes they can use the maaning of the words around the unknown word to
confirm their prediction. If they still can't get the word they have to try predicting again using
a different strategy. As a last resort, they may try breaking the word down into parts or
sounding out individual letters.

If they guess wrong they try agein. Good readers know there is more than one way " »
figure 0w what a word means. Making mistakes and trying again is a good way to get
better at guessing. Good readers use what thay already know to make informed guesses
and take risks to fill in the rest.

READ TO UNDERSTAND

You can’t read what you don’t understand. Where does the meaning for wwhat you read
come from? Does it come from the words themselves? In fact, withoui any meaning
attached to a word, it doesn't make sense. Take for evample the word felony. If you know
what this word means can you read it? You may be able to sound th=2 word out, but
without understanding its meaning the word is just nonsense. Althcugn it's possible to
recite a lot of words without understanding what they mear — “barking at print® — many
people question whether this can be called readiny).

We create and recreate the worid through reading. ° We never stop learning about the
world. Reading depends on our knowledge of the world and helps us develop new ways
to see the world and to live in .
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Group Introduction to Reading
Strategies - Time: 30 min.

3.3 Strategies for Reading

Purpose

Reading strategy lessons, popularized by iesearchers such as Yetta and Kenneth Goodman, increase students’
awareness of the language and thought cues avallable to them while they read. Reading strategy lessons help
readers focus on ways to more effectively process what they read. They also help readers to strengthen the
strategies they already use. This group activity introduces students to the concept of reading strategies. Along with
the activity are brief descriptions of other strategy lesson ideas which can be used as needed with Individuals or
groups of students.

Research Notes

Steps
Part A: A Group Introduction to Strategy Lessons

1. Write the word STRATEGY so everyone can see it. Come up with & description of the word which is
appropniate for your group. For example, you may describe strategies as clues people use to help them figure out
the meaning of words they don't know. Try to brainstorm as many strategizs as you can, such as:

using what you know about the topic

using illustrations, titles, photos

using what you have already read o guess what comes next
using the words around a word you don’t know to make guesses
sounding out the word

2. Expiain to the group that good readers rely on a many different strategies. When one doesn't work they try
another. Part of becoming a better reader is learning to use more strategies mc-e effectively. Explain that this will
just he an introduction to swategies; most of work with reading strategies will be done later in reacing confere.ces
~ith individuals or small groups of people who all have similar needs.
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Part B: A Semple Lesson

1. Chose one of the strategy lessons from amorg those on the {ollowing pages.

2. Find a plece of text that is (a) appropriate for the strategy lesson; (b) at a level of difficulty with'n reach of
students; (c) a topic interesting to the group of students.

3. Follow the instructions described by the strategy lesson.

4. Be sure to save time for the grcup to process the activity. Ask them:
What kind of “clue” did you learn about in this strategy lesson?
Did you use any other strategies too?
How can you keep on using this strategy when you read on your own?

Do you have any more questions about su ategies?

O/ Introducing Reading
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STRATEGY LESSON IDEAS

Below are a few kieas for strategy lessons which have been borrowed from those developed by several
reading teachers. Consult the References at the end of this section to find out where to 0 te learn more.
For each stratagy lasson, the teacher needs to select a sample reading. The reading should use language

simiar to the kind of language students use, be related to their experiences and be predictable.

Context Clues "

This lesson relies on students’ use of grammatical
and meaning clues. Ask students to look at the
story. Some of the words have been left out. Ask
them: What could o In the blank spots? Why do
you think so? Did some people guess different
ones than others? if you substitute the word for
one that means almost the same thing, does it
affect the meaning? How did you decide on your
quess?

Tina knéw she could get car. She
saving for one already. But it

—

wasn't easy geta license. You had
to a written test. Tina wasn't sur2

could do it. She afraid to
try.

Using Context to Develop Meaning *

Choose a story, like the one below, that contains
an unknown word/concept. Write the story on
the blackboard (or overhead projector). Cover
the sentences so you can reveal one sentence at
a time. Tell participants they v be reading a
story they know nothing about. There Is goi"Jto
be an unknown word in the story. Reveal tne first
sentence. Then, ask students to write down what
they guess the word will be about. Uncover the
second sentence. Ask Iif anyone would like to
revise their prediction. Cross out predictions that
no {onger make sense. Continue uncovering

sentencas one at a time and revising predictions
untit the whole story can be read. Riscuss the
process of guessing the meaning of the word.
When were you sure you knew what the word
meant? Can you now guess various ways this
word might be pronounced?

Tina rode the elevator up to her
apartment. It had taken over an hour to
get home. T:.e& flitter was late as usual.
That had slowed them down to Warp 7
spead. The flitter had also been crowded
today, filled with immigrants from the
planet Heron. But, at least, she thought,
the space transporter is better than the
old buses of her grandmother's day.

13

Survey Technique

Pick a book with a titls, subtitles or chapter
headings, pictures and other visual clues. Ask
students to skim the book. Ask them: What do
you know about the book by skimming the
cover? By readiny the title? What do you
already know about this topic? Now read the
title of each chapter and ook at the pictures.
What more do you now know? Read the first
paragraph. Read the last paragraph. How
much more can you predict about this book?
In one or two sentences teil what the book is
about. Do you think you want to continue
reading this book? Why or why not?
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Scanning

Distribute copies of a local discou. store fiyer or
other kinds of advertising. Ask people to look for
just one ‘tem, e.g., to see If automatic coffes
makers a2 on sale. After evnryone has found the
item, ask them to des~ribe the process they went
through. Did they read every wor in the fiyer?
If not, how did t-ey find the coffeemakers? Once
they found the coffeemakers, what d'd they read
first? The price? The brand name? Ask people
how they could use scanningto g¢ other kinds of
information, such as in reading e newspaper,
looking at a TV gulds, or reviewing a work order.

Predictable Titles "

Choose an article, such as a newspaper article,
with predictable titles. Cut the title off the aiticle.
Have students predict a title for the article, using
photographs, subtitles or other clues to help.
Then have people read the story. Did their title
predict what was in the article? A variation of this
activity is give half the participants articles with no
titles. Give each of the remaining participants a
title that goes with one of the stories. Ask people
to match the titles with the stories.

Group Courage *°

This lesson emphasizes the social nature of
reading, and the fact that every individual or
group creates its own interpretation of the
author's meaning. Divide the participants into
small groups. Distribute just one chapter of a
book to each small group. Each small group wil
read the chapter and then retell it to the rest of
the group later. After they read the chapter, give
them time to decide the best way to present it to
the group. Ask them to predict what might have
happened before and after their part of the story.
Once the large group gets back together,ask the

small groups to guess which of thelr chapters
came first. ave that group ru.ell their part of
the story. Then ask the groups to pradict which
chapter came second and reteil their part.
Continue untit all the groups have told about
thelr chepters. Discuss in what ways people
pradicted correctly and in what ways thay had
to change their predictions as the story
unfoided. (For this example, try’ to pick a story
that has a predica’ ‘= plot &nd timing sequen: 2.)

Contextua! Redetinition '

This strategy lesson helps students to compare
words in and out of context, to make informed
guesses and to learn a general decoding
strategy. Select a few words that are unfamiliar
to the students. Ask them to read the words.
Now write the words in sentences. Can the
students now make guesses about what the
words mean? Use a dictionary to chack the
meanings.

Words inside Words 7

Sometimes i you haven't been able to guess
the word from the context, you can break the
waord down into parts. For erample, by
breaking the word informed down into

in, ‘orm | ed

you may be able to guess the word. What did
you use to make the guesses? How did you
guess what ed means? Where have you sean
it before? Develop a list of other words which
students might be able to read if they were
broken down. Have students examine the
smaller words within the larger ones. How did
they figure out the word? By finding "sight"
words inside the bigger word? By sounding out
the letters? By rhyming the word with another
one they know?

Q
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Group Introcuction to Individualized
Activities for Beginners - Time: 30 min.

3.4 First Reading: Using Language Experience

Purpose

Students who come to our literacy program with little or no reading skills at all need special essistance. In recent
years, many adult literacy teachers have begun to use an approach called {.anguage Experience In work with very
beginning readers. This activity hac students dictate a short story which then becomes the context for the  *her
basic reading activities. Following the activity is a description of how language experience can be used for Js
word study activities.

Research Notes

Steps
Part A: Steps for Language Experience '°

1. Ask the student to choose a topiC to write about. (See Choosing a Topic in Chapter 4 for some ideas
about picking a topic )

2. Have the student tell you about the topic. If necessary, ask questions to get more details.

3. Write down the story exactly as the student tells it. Even if she does not use standerd English when she
speaks, it is important that she sees her words written as they were spoken. (An or‘ion at this stage is to
have the student speak her story into the tape recorder for later transcribing by a teacher or by the student
and the teacher together.)

4. Read the story back to the student to make sure it is what he or she said Ask the student if there are
things about the story he or she wants to add or change.

5. Ask the student to read along or to read some of the words as you read it again.
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6. Ask the student to read the story to you. If the student gets stuck help him or her with the unknown
words.

7. Have the student rewrite the story In his or her own handwriting. Make sure the student identifies each
word that is written.

8. Help the student select words to pull out of the story for worG: recognition exercises.

Part B: Using Language Experience for Discussion and Refleciion

1. After you and the student ead something together a language experience story or other reading —
make sure you first spend some time talking about tt  -ontent of the story. (Module 3.6 Talking About
Books might give you soe ideas.) Make sure the story is clear to thia student. You might discuss such
things as:

What happeneu in story?

Wno were the main characters?

Has anything like it ever happened to either the teacher, tutor or student?
Why did it happen?

2. Although the lar.guage experience approach is prir  «y an activity to develop reading skills, the process
can easlily be used to develop writing activities. Talk with each student about what they want to do with the
wr g. Do they want to refine it later, and "publish” it? Will this be one In a series of Interrelated stories?
Se. .ne next section for ideas or. helping students choose topics, on refining and editing thelr work, and on
publishing collections of student writing.

Part C: Word Recognition Activities

1. Together, pick some words that the student needs more practice with. It's usually a good idea to practice
oniy six or seven words at a time. Try to chocse the words based on their importance to the student or on
the ability to use them to teach patterns. The words should be a mixture of the following:
- Phonically regular (words that sound the way they are spelled):
cat get sit ball look

- Often there are other words that fit the same spelling patterns so you can help the learner see
the pattern:

cat - fat get - wet sit - pit

- Phonically irregular (words that don't sound the way they are spelled):

light ould write
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- Sometimes there are other words that fit these speliing patterns. It can be heipful for students
to see that aithough these words are not easy to figure out from their spellings, learning them
can help when encountering other words with similar patterns.

light - right could - would write - kite

- Sight words (words that are phonically irregular and are easiest to learn by sight):

poison phone quiet

2. Work with the student to practice the words. Use the techniques on the following pages, or consult other
resources for teaching word recognition to beginning readers.

DIAGNOSING NEEDS

Does the beginning student you are working with:

« see reading as a process of getting meaning from print

see writing aé a process of cornmunicating meaning

« know basic "survival" sight words

« write basic personal information {name, address, age, etc.;
« know how to use several reading strategies

« know that written letters stand for sounds

« know how to use consonant sounds. * and .nding blends and
digraphs to get the meaning of words

« make use of knowledge of word patterns, and syllables within the context of
reading and writing whole words and texts

« understand the concept of alphabetical order

« set personal goals for reading and writing and begin to meet them
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1.

8.

9.

TECHNIQUES FOR WORD STUDY

Glass Word Analysis Technique *

This exercise helps learners to make connections butween certain clusters of letters and the sotinds that can
be assoclated with them.

+ Follow the steps for the Glass technique that are summarized below:

Start with a word the learner knows the meaning of or can read. Ask the learner to tell you the
word.

This is the word — happen. What is the word? (leamer says the word)

Point to the letters that go with a particular sound in the word {(don't say the letters) and tell the
student the sound that goes with the letters.

These letters go with the sound hap. (pointing to ‘hap’)
These letters go with the sound pen. (pointing to ‘pen’)

Ask the student to point to the letters that go with the particular sound. (The student shouldn't
say the names of the letters.)

What letters go with the sound hap?
What letters go with the sound pen?"

Point to the group or cluster of letters and ask student to say the sounds that go with them
again.

Ask the student to read the whcle word.

Ask the student to write the word.

Review again if the student cannot read/write the word.

Go on to next wo.d in the pattern if the student seems to understand the first one.

See lists for word petterns. Don't try to do too many in one session.

+ In using the ~'ss5 Word Analysis, be sure to:

Star. with a word the learner knows the meaning of or can read.
Start with the whole word and be sure to have the student repeat the whole word.
Don't separate double consonants (like st in stop)

Don't cover up parts of the word while taking the learner through the word analysis. Point to the
cluster of letters within the whole word.

In clusters ending in e,(like ake in rake and ike in like), don't separate the e, teach the cluster as
one so'nd,

-~/
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Modified Glass Techi..cue

- Using simpie word patterns and mostly shorter words, start with a word the leame: has read in
a story or used In his or her language experience story; show ‘amer that she or he can figure
out other words that foliow the same pattern.

- For example: start with the word dark. Show the learner the d sound, then the sound that goes
with the letters ark in this word.

- Write the word bark. Explain that the letters ark sound the same in both words. Ask the learner
to read the word bark. Then say, "if this is the word dark, what is this word?" (Show the learner
the word bark.)

- Try other words in the same pattern (mark, lark, park).

- Another variation is to show the learner a few words in a pattern and then ask him or her to write
the other worde in the pattern or fill in letters to complete words in the pattern.

bark dark ark

Tips For Using Word Patterns

- Start with a word the learner knows the meaning of or can read.
and
- Show the learner other words that follow the same patterr.. Write one word at atime and be sure
each one is understood. | nﬁde‘g. talk about the differences in the beginning consonant sounds.

Ask the learner to poirnt out what is the same and what is different in the words, both in the
sounds and in the way the words look.

and band land sand stand

- Word patterns can be usefui in helping learnars to see that they can use what they know about
one word to help them learn other words.

- Sometimes it helps to see that there are patterns in English words, and that thz patterns can help
us read as ™l as speli many words.

- Theleamer can read the words as you write them or you can ask the learner to complete words
in the pattern once he or she understands what the pattern is.

- Don't overdo it or use too many words that are part of a patiern which is rarely used by the
learner.

- Word patterns can be reinfcrced in @ number of ways, such as crossword puzzles, word Bingo,
and card games such as Concentration.
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Sight Words

- Choose sight words important to the learners. These might be family names, parts of an aduress,
words from his jobs, or other words of interest to leamers.

=~ You may want to refer students to a basic word list, such as the one below, which cites ine most
common words found in written English.

Word Lists

Give students a copy of the Frye Instant Word List or another list of the most commoun words found in
English. They can use it to choose words to study or as an easy-tu-use spelling dictionary. #

New Instant Word List
by Edward Frye *

The first 10 words make up about 24% of all written material.
The first 100 words make up about 50%.

Group 1a Group 1b_ Group 1c Group 1d
the or will number
of one up no
and had other way

a by about could
to word out people
in but many by

is not the than
you want them first
that 2l these water
it were s0 been
he we some call
was when her who
for your would oil

on can make now
are said like find

as there him long
with use into down
his an time day
they each has did

| which look get

at she two come
be do more made
this their go part
have if see over

Common suffixes: s, ing, ed




Flashcards

- Pick words from reading or writing that the learner needs to practice or wants to learn.

- Use 3 x5 or smaller cards.

- Write the word on a card. Ask leamer to read it. Help as needed.

- Ask leamer to find the word in the reading.

- Ask him or her to copy it on another blank card.

- Ask the learner to think about how he or she would use the word in a sentence, in tuking.

- If needed, ask him or her to think of a way to remember the word — an association, or whatever helps.

- When all the words are on cards (two sets — the one the tutor writes ind the one the learner writes),
go over them again.

- Help the leamer to discover any patterns there may be in the words — words that begin with the same
letter(s), have the same root words or have similar meaning.

(shop, sharp) (go, goes, going) (sad, unhappy)

- For many, it helps if they use the words in short sentences. This gives them more ways to remember the
new words and a chance to practice using them.

- The learner should have one set of lashcards o0 take home, and a copy of the language experience piece
or sentences written during the lesson to read and practice at home.

- If the ieamer keeps a word list of words they are working on, remind them to add these to the list.
- Tutors need to make a note on the lesson log of which words are studied each day.

- Keep one set of flashcards to use in class to review words next time.

Language Master

The language master is a modified tape recorder that can be used to practice word recognition as well as
pronunciation. Prerecorded cards are available for basic sight word and consonant sound practice. Students
can also make cards and record them to work on words from thelr own reading and writing.

- Write the word to be recorded on a scrap of paper. The learner can then copy the word onto the blank
language master card (in pencil) above the strip of cassetie tape.

- The learner may say the worc only, or the word used in a phrase, or the word and its spelling, depending
on the purpose.

- Review the cards with the learner before they are used for practice. If needed, they can be recorded over
to correct any mistakes.

- Onre the cards have been recorded correctly, learners can use them to practice indzpendently.
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material with which the reader has already axperisnced success._ Some methods seem to work better-for
some groups and individuals than others. If you try one and & doesn’t work after a fow hours of

you may want to switch to another, discussing the different assisted reading options avaliable. Below is a
description of a few kinds of assisted reading.

ECHO READING

Echo reading, sanetimhxownash'mwdoglcdh\pwmm.'exposesreadmmawma,ﬁuu
reading pattems. Aﬂeraoeﬂahl«ngthdw"amoouoctmdmmmwl.hlshoped.beeome
"impressed * and will replace previously leamed patterns which are less effective. * This method is usually
assoclatedwlthaom-to-oneIeamlngskmﬂonThereaderslslethofmetaadmandbothhdd
theboolcBahmadinunisonThevolcedﬂnteadmideedmoﬂnWswatdosommAt
first tne teacher reads a little Icuder and faster than the student. Later, as the student gets more experience,
the ieacher may lower his or her voice and even lag behind the student. If the student stumbles, the teacher
increasestheloudnessandslowsdown.Theteachermovesherﬁcws&mltanewslyalongﬂwlmofprhb
directly under the word as it is spoken. Oncemestudemlsacwstomedtothisba/shefanbeghtotake
over, with the teacher guiding the student’s finger at first. In this way tha siudent is employing yet another
senscwyd mode - tactie, as well as the visual, aural and oral ones. This method s useful for increasing
reading fluency.

PAIRED READING

Paired reading involves pairing two students of differing reading abilities to read orally. > Each student in
the pair reads something that he or she has chosen, at a level of difficulty which is most suited to his or her
ability. TheMoshoddshbesideoneanothersomeycanbothseewhatlsbehgread. After the first
student reads, he or she should retell the story in his or her own words and commert on the content. Then,
the second reader reads his or her plece of writing, retells i and makes comments. The more

reader, in this process, is able to model for the less experienced one their reading strategies and the thythm
of reading. By following along with the more experienced reader, the less experienced roader i3 also
exposed to new words and to the way written text sounds. In planning for this activity it's important to match
the pairs carefully, making sure the more experienced reacer is willing to work with the less experienced
one and that bcth feel comfortable with each other. The experienced reader may need some coaching
about how to be the “teacher;” how to make sure that the less experierced reader is valued and respected.
The more experienced reader also needs to he cautioned not to read for his pantner - to prompt or correct-
uriess the partner asks for help

CHORAL AND REPEATED READING

As has been mentioned before, many aduits have had painful experiences with reading aloud in a group. '
One way to allow people to have the cpportunity to read aloud without the embarrassment of being singled
out is choral and repeatad reading. Students gain more self-confidence as readers when they read along
with the teacher and others in the group. This method also can help students develop an interest in poetry,
song lyrics, and other expressive writing. The teacher may want to read the plece of writing first so students
can get a sense of the meaning and the rhythm. it's helpful in the beginning to choose pieces with a distinct
rhythm,

_ ‘ ASSISTED READING
During the beginning stages of reading, studants need to begin to gradually approximate what good readers
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Generally, when people in our program first arrive, after signing in, they head fo. the coffee pots. After
they sit and talk for a while, they begin some kin- of sustained reading. If they can read alone they choose
a book ard go to the reading corner wiere they won't be interruptec. If they need help reading they either
work with a tutor or teacher or read along with a tape. We t7y to create an environment where written
languagz is everywhere - ir. books and student generated materials, on bulletin boards where student writing
and announcements are shared, on sign-in sheets, book lists, labe's for storage and instructions on

computers and other equipment.
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Group Introduction to Individualized
Activity - Time: 30 mir..ites

3.5 Sustained Silent Reading

Purpose

We expect students 1o read silently at home, but we oftan never give them a chance to practice silent reading at
the aduit learning center. We have found the establishment of a daily sustained silent reading ritual to be one of
the most fruitful practices we have tried. Often people first begin to take books home to read wher they “have
to ‘ind out what happens® in a story they start during our sustained sllent reading time. Gradually people begin to
realize they are selecting more difficult books, reading them with greater ease, and enjoving it. This group activity
introduces the process.

Research Notes

Steps

1. Before beginning sustained silent reading, plan a short orientation where you can explain the “rules,” such as
those listed below, which were developed by McCraken.

A. Each student must read silently. in our program, we only ask those wiiom wz know can read
silently to engage in this activity. Others use this time for assisted reading on a one-to-one basis
with a tutor.

B. Theteacher reads. Some students may rarely have seen an aduit reading for a sustained period
of t - The teacher permits no interruntions of the reading and ideally selects reading for
pleasure rather than reading reports or class records. Teacher medeling is an essential part,
especlally in the beginning.

C Each student selects a single book (or magazine or newspaper). We encourage students to
stick with one book; we heip students select books that are not too difficult and that reflect the
interests.

D. A timer is used. McCraken suggests using an alarm clock or timer in a piace where it cannot
be "watched.” Wher: the alarm rings the sustained readinn time is finished. We have found that
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most people can quickly build up to 20 minutes or a half hour and, in fact, don't want to stop
when the time is up.

There are no reports or records kept. McCraken emphasizes that students should know they
will not be “tested” on the informatior: they read in order to encourage reading fur pleasure.
While we do rot “test” our students, we do ask them to keep a log of the t ooks they read. If
they choose, they can talk or write about the books.

Begin with whole classes or larger groups of students. McCraken has noticed that the larger
the group, the easier & is to begin, since the size of the group may inhibit people from geiting
into conversations or asking for help.

2. After explaining the rules, help each person to ch..ose a book. During this first day keep the reading time

shorter, perhaps beginning with a 10 minute sustained reading time.

3. After the habit of sustained reading has been established, usually after a couple of *veeks, you may want to
engage students in various kinds of activitics that aliow them to talk about the books they are reading and reflect

on the ideas they have read. The next module provides some suggestions for talking about books.
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Group Introduction to Reading
Circles - Time: 45 minutes

3.6 Tealking About Books

Purpose

This activity provides a short introduction to the notion of a reading corfersnce. Reading conferences are means
by which readers can talk about what they have read, refloct on its meaning for them, and then refine and clarify
their reading strategles and behaviors. There is no set prescription for reading conferences. They have a variety
of purposes. Conferences car. take place individually, in pairs, or groups. Listed after this activity description are
some for involving groups in talking about the books they have read and some suggestions for finding
books written by adult literacy learners.

Research Notes

Steps
introduction to Reading Conferences

1. Explain to students the purpose of the reading conference and talk about different ways conferences can
happen: between students, with a teacher, in large or small groups. Talk a little abeut the importance of talking
about books.

2. Have students brainstorm some general questions that they might ask each other about the books which they
have read. (Below are some examples developed by F. Reynolds): 3

QUESTIONS ABOUT THE BOO¥. IN GENERAL

What was the story about?
What were the problems (contflicts) in the story?
Why were they problems (conflicts)?
Has anything like this ever happened to you?
What was your opinion of the book?
Do you have any opinions about the tonicr
What were the qualities of the book that made it good?
How could you have made the book better?
Was there anything you didn't understand?
If you cculd meet the author, what would you talk about or what advica could you give?
Can you compare this book to another book or article you have read?
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3. Read a short sample piece of writing together; then try some of the following:

a.  Ask the student to try to <wunarize the main ideas of the book in one sentence.

b. Have students practice asking each other some of the questions about books they brainstormed
earlier.

c. Pick out one word or a few words to talk about - you may talk about the meaning of the word,
look it up in dictionary, discuss words with similar spelling patterns, etc.

d. If appropriate, discuss other activities the group could work on, based on the topic of the
reading. For example: they might write a pamphlet about diabetes after reading ahout the
problem in a book; they might write short stories after reading a children’s book, or tbey might
write letters to government officials after reading about a local coinmunity issue.

Q , ,
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STRATEGIES FOR TALKING ABOUT BOOKS

Written Response/Reactions *

Have students think of a phrase or wo: 1
that describes their reactions to a book o1
article they have read. They can react to
any pant-of the reading — the topie,-the
characters, one event, etc. They put this
word in the center of a circle on their
paper. ~ .idents then try to write down
other words or phrases that are
connected to the word in the center,
making as many free assocations as
quickly as possible. Students can either
talk about their associations or write a
short vignette about them.

Active Reading *

Active reading is looking for answers by
reading. It is based on the assumption
that you understand more of what you
read when you think about the questions
you want answered by the reading,
before beginning to read. Before reading
a book together have students think
about these questions:

A. What is the book {or article) about as
a whole?

B. What is being said in detail and how?
What are the author’s main points?

C. Does the book ring true in whole or
part with your own experience?

D. What is the importance of the topic to
you?

Re-Quest: Reciprocal Questioning >

This technique encourages students to
question as they read and to share their
understanding with others. If possible,
students should ke involved in choosing
the topics arxi the text for this activity.
Ask students to read the first paragraph
silently; tell them they will be asking each
other questions about what they read.

Then ash oile person to ask a question of
another group member related to what they
predict will happen next. The person who
answered the first question, can then ask a
question of another group mer rer. Recipracal
questions-continue -until-the-students-have
enough information to predict what might
happen net. At this peint the students read
the stor, indeperzently to check the

prediction.

Prove it *

This activity often works well in pairs and helps
students to establish their purpose for reading
and to make predictions. First, find a text both
partners want to read. Each partner shouid
predict what the important points in the text
will be and if possible, write them down. After
the reading talk abcut whether they had
conflrmed, rejected or changed their
predictions. Together edit their original written
predictions.

Schema Stories *

The purpose of this activity is to help students
learn story structures and develop a sense of
story by reco-tructing the original structure
or schema of a story. Help students select a
narrative with an identifiable story line; one
with clear divisions between the beginning,
middle and end. Cut the story into sections
(usually 3-6 are best). Make sure each section
is long enough to build an icea. Civide
students into small groups. Eacn student in
the group reads his/her section and predicts
what might have happened before and after
his/her section. Pre.lict which part might be
the beginning. Read that section and decids
as a group if you think it is a beginning. Than
decide on who has the next section, etc.
continuing until you have all the story together.
Read the entire text. Talk abcut the structure
of the story and how it was developed. Have
people write their own endings to the story.

91
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PREP

Daveloped by Judth Langer (1981) to
help stuciants to generate what they know
about a topic and to use their prior
knowledge in reading, PREP stands for
Pre-Reading Plan. It has two parts:

1)_During the first pan, engage students
in group discussion about the topic,
identlfy key concepts, and make initial
assoclations:

What comes to mind when....?
What do you think of.....?
What might you see, hear, feel....?

Students may want to jot their resp.onses
down. Reflections with students on their
initlal assoclations help them become
aware of the previous knowledge they
bring to the reading.

2) After the students finish the reading,
ask them to participate in the second part
of this activity: to discuss anything new
they have learned, any ideas they wish to
revise or change, and any npinions they
have about what they have read. This
activity is especlally useful for finding out
how much students know aboust a topic.
if students have a good deal of prior
knowledlge about a topic they may be
able to read something that they wouid
otherwise have difficulty understanding.

Herringbone Procedure *

The Herringbone Procedure is a structured
outlining system that helps students organize
information, factual information that
is vary long and complicated. The
Herringbone form can be reproduced on
regular sized paper. Students can read to
answer the questions, writing their answers
down as they read. It may be necessary to
walk through this strategy with one or two
e)i.ar:(nples until students understand how it
works.

Story map *

A story map Is based on idea that stories have
a somewhat predictable "grammar” that
readers can sense and use for
comprehension. As a story Is being read try
to graphically draw a picture of how the story
is organized. This could be in the form ¢f an
outline, a chart, or a cluster.
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A SAMPLER OF LIFE STORIES
FROM C/\NADA AND ENGLAND

New Year's 1960. This photonovella, from East End Press is about the experience of Hank Guindon
on New Year's 1960. He was coming homw, from a party when he saw two men attacking a woman.
He fought with tge men and chased them until the police came. Guindon got a citation from the city
for his actions.

Eleventh Child. This Is the story of Louiss Tunstead. Through everything, Iife was not easy. She was
born with health problems, her f2ihor drank too much, her mother hit her. The author is very honest
in her portrayal of the good things and bad things that happened in her life: the joys of raising her
kids; the struggles with. not having enough money. *'

Three Minutes to Five. This book, by Betry Hammond, is published through the Adult Literacy and Basic
Skills Unit (ALBSU). The story is written like a daydream, in first person and telis the story in the
present tense. It's about a mother who attempts to reach her chiidren when a nuclear war threatens.?

Market Life. By Wiiliam Bebington, tells the ins and outs of working in East Street Market in South
London.

The Scars that Marked. Marie Nowland writes: ‘I am unemployed and live in South London. | wrote
my poems in my spare time. They are about my feelings and things that have happened to me. |
hope that everyone gets something out of them, not just women.”

Caught Out. Cline Davis telis the true story of his arrest for attempted burglary when he has forgotten
his house keys. ©

Roses are “sdcer Than Tomatoes. Bethelina Joseph telis about a Caribbean famiiy and how they share
a garden.

Mick's Day . Susan Dennis telis the story of a three year ° "< day whiie his mother Is out at work.

| Got it Right. Karen Smith describes her first attempt at writing her own checks and her pride at her
success.

Taken for a Ride. Ruth Parsons, a woman bus conductor, describes her work in a lively and often
amusing way, lllustrated with cartoons. “

More books produced in Engiand and Canada by and for new readers can be found by contacting:

AVANT! Books

(a clearinghouse for many smail presses) Voices: New Writers for New Readers

1 Wellington Road, Stevenage (a quarterly newsletter)

Herts, UK. SG2 9HR Lower Mainland Soclety for Literacy and
Empowerment

Booknews 14525 110A Avenue

(a newsletter for aduit educators) Surrey, B.C.

The Consortium of London Publishing Groups Canada V3R 2B4

35 Nursery Road

London, UK SW9 8BS
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1. See: Keefe, D. and Meyer, V. (1985) Models of the reading process held by ABE and GED

instructors. Adult Litera~ _and Basic Education, 4: 133-136; and Raisner, B. (1978) Adult reading
strategles: Do they dif- ar from the strategies of children. Reading World, 18: 37-47.

2. See the following books for good introductions tn the psycholinguistics of reading: Goodman, Y. and
Burke, C. (1980) hweading strategies: Focus on comprehension. NY: Richard C. Owen; Goodman, K.,
Goodman, Y. and Hood, W. (Eds.) (1989) Tha whole language evaluation book. Portsmouth, NH:
Heinemann. Also see Weaver, C. (1988) Reading process and practice: From sociolinguistics to whole
language, Portsmouth, NH: Heinemann; and Smith, F. (1986) Understanding reading. Hillsdale, NJ:
Eribaum Press.

3. Soodlad, J. (1984) A place called schools: Promise for the future. New York: McGraw Hill.
4. "8urke Reading Interview" adapted from C. Burke by D Watson, R. Robinson, E. Chippendale, et al.

as found in Giles, C. et al. (1988) Whole language strategies for secondary students. New York: Richard
C. Owen.

5. As seen in: Altwerger, B., Edelsky, C. and Flores. B. (1987) What's whole in whcle language. The
Reading Teacher, November, 1987.

6. Much of the information in this mini-lecture is adapted from ideas found in: Harrison, D. and Little, B.
(1984) Assessing English skills: Reading. British Columbia: Ministry of Education. (ED 241 916). And
Smith, F. (1982) Writing and the writer. Hillsd 1le, NJ: Edbaum.

7. The examples in this section are from Tina and the Learner's Permit, a book written by Kathy Searle,
with the help of students in our program.

8. Smith, F. (1986) Understanding reading. Hillsdale, NJ: Erbaum. (page 5)

9. “ee Freire, P. and Macedo, D. (1687) Literacy: Reading the word and the world. South Hadley, MA:
Bergin and Garvey Press.

10.Goodman, Y. and Burke, C. (1972) Reading miscue inventory. New York: MacMillian.

11.Goodman, Y. and Burke, C. (1980) Reading strategies: Focus on comprehension. New York:
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12.This activity was adagpted from Goodman and Burke’s book by C. Collins, as found in:
Giles, C. et al. (1988) Whole language strategies for secondary stucients. New York: Richard C. Owen.
(page 48)

13.This technique was developed by Aukerman (1972) as found in Tierney, R., Readence, J. and Dishner,
E. (1985) Reading strategies and practices: A compendium. Boston: Allen and Bacon. (page 207)

14.This strategy lesson was developed by M. Henrichs. For more details see C. Giles, et al., Whole
language strategies for secondary students, p. 107.

15.This lesson was developed by D. Pyle, and is ~escribed in more detail on page 116 of Whole
language strategies for secondary students.

16.Developed by Cunningham, Cunningham, and Art* ur (1981) and Readency, Bean and Baldwin (1981),
this example is found in R. Tierney, et al. Reading strategies and practices, pp. 180-181.

17.See: Cunningham, P. (1975} Investigating a synthesized theory of meditated word identification.
Reading Research Quarterly, 11: 127-143.
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18.Allen, R. (1976) Language experiences in communication. Boston: Houghton Miffiin. (page 13)
19.For more kleas on using language experience with adults, see: Rosenthal, N. (1987) Teach
somaone to read. Beimont, CA: Fearon Press. Lutheran Womun's Settlament House (1985) Basic
literacy handbook, Philadeiphla, PA. And, Barasovska, J. (1988) Getting started with language
experience stories. Syracuse, NY: New Readers Press.

20.See, for example: Rosenthal, N. (1987) Teach Someone to Read: A Step-by Step Guide for Literacy
Tizors. Belmont, CA: David Lake Publishers.

21.See: Weaver, Constance. (1988) Reading Process and Practice. Portsmouth, NH: Heinemann.

22 Other basic word lists are found in: Pacemaker Core Vocabularies. (1980) Beimont, CA: Fearon
Pitman Publications; and Rosenthal, N. (1987) Teach Someone to Read. Belmont, CA: David S. Lake
Publishers.

23.As found in: Literacy trainer handbook: Laubach literacy action. (1981) Syracuse, NY: New Readers
Press.

24.In Tiemey, R. lbid. p. 310.

25.Tierney, R. Ibid. p. 307.

26.Tierney, R. Ibid, p. 299.

27.McCraken, R. A. (1971) Initiating sustained silent reading. Journal of Reading, 14: 521-524.

28.Moore, J.C., Jones, C.J. and Miller, D.C. (1980) What we know aftar a decade of sustained silent
reading. The Reading Teacher, 33: 455-460.

29.McCraken, R. |bid. p. 321.

30.Frelre, P. and Macedo, D. (1987) Literacy: F.eading the word and the world. South Hadley, MA:
Bergin and Garvey Press. (page 35)

31.The ideas for many of these questions came from Reading Conferences developed by F. Reynolds in
Glles, C. et al., |bid, p. 138.

32.Adapted form "Clustering" by G. Rico found in Tierney, R. lbid, p. 36.
33.By N. Pyle, ‘ound in Tierney, R. Ibid. p. 39.

34.Adapted from A V. Manzo, in Giles, C. et al., Ibid. p. 43

35.By M. Bixby, in Giles, C. et al., Ibid. p. 50.

36.Adapted form D. Watson in Giles, 2t al., |bid. p. 65.

37.By Langer, in Tierney, R. Ibid. p 37

38.In Tierney, R. lbid., p. 2 5.

39.1n Tlerney, R. Ibid., pp. 151-154.

4C Available from: East End Press, 64 Gerrard Street East, Toronto, Ontario.

41.Als;, avallable from East End Press.
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42 Avalable through AVANT! Books, 1 Wellington Road, Stevenage, H..4s SG2 9HR.
43.Avalable through CAVE Publications, 3A Re~tory Grove, Londc: W6 8AU.
44.Avaliable through AVANT! Books.

Q
EMC Introducing Reading

Tt Providos b i g 6




Students in our program often use the computer to make
Q. ) . the covers of their autobiographies - the covers are
. / Writing and Publishing printed on bright 8 1/2" by 11" p..;.er, folded in half
and stapled in the miiddle. Q'7




Group Introduction to Individualized
Activity - Time: 1 hr.

4.1 A Writing Workshop

Purpose

A writing workshop s a regular time to write together, share writing, and leam to write better. in our program we
try to begin the writing workshop the first day of class. Everyone writes, including the teachers and tutors. (Very
beginnﬁmMMswakameﬁhama.)Haanaamlexpeﬁenoewnhwmm. ight from the
beginning, helps dispal the fears and anxiety everyone has about being unable to write. This activity proviies a
*hands-on" introduction to the writing process and sets the stage for the routines of the writing workshop.

Research Notes

Steps

Note: A Writing Sample

During our screening process we ask each student who can to give us a writing sample (writing down why they
want to be in the program, for example). We encourage those who can write even the most basic sentences or
phrases to participate independently in the writing workshop. Those who cannot write independently work with
tutors on a one-to-one basis or in small groups and use the language experience approach.

Part A: Writing

1. Ask everyone to get a pencil and paper and to gather together. Expiain that group will begin a writing
workshop that will be continued everyday. Many of the ideas in this section have been drawn from the wor of
Donald Graves, Nancy Atwell and Lucy Calkins, who have refined the process as it is used with school children. 8
According to this model, in a writing workshop people:

virite every day

choose their own topics

write ebout things they care about

focus on what they want to say

draw lines for words they can’t spell

get help and ideas from other students, teachers and tutors durng short writing conferences
save all their work in writing folders.
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Explain that today most of the time will be spent writing. They'll learn more about how a writing workshop works
later.

2. Let everyone know they can begin writing, then begin to write yourself. Write for about 10 minutes.
During that first 10 minutes don't allow anyone to interrupt your writing. *

3. After 10 minutes, begin to circulate around the room, confetring with people who need help. If there are some
students who still are unable to begin writing, pair them up and have them interview and write about each other.
This gives them a chance *o help each other and to talk about their fears about writing. (During this activity time,
pair very beginning students with a tutor, who can “write® their words for them, making sure the tutor also gets
some time to write as well, while the beginner is copying their own words.)

Part B: Sharing

1. After about twent*’ minutes ask everyone to come back together as a group. Explain that a few minutes of
most days will be speit sharing writing. Explain that the purposes of sharing is:

To help other writers get ideas about what to write or to get ideas for how to add
or change what they have already written, not to tell each other how to write.

2 Explain that usually there's only time for one or two people to share their work on any one day. Reassure
students that no one ever has to share anything if they don't choose to.

3. Read your own writing and talk a littie bit about why you choose your 1opic, what you like about the writing,
and what you'd like to do with it next.

4. Then, ask one or two people to volunteer to talk about their writing.

Part C: Writing Folders

1. Give each person (including tutors) a writing folder and have them label it with their name. Explain the
purposes of the writing folder:

to have a *written history” of your ideas

to get ideas for future writing

to watch your progress in writing skills

to help teachers and tutors see your progress and plan conferences to help you.
2. Go over a few procedures that make keeping track of writing easier, such as:

Writing on one side of the paper (in case you have to “cut and paste’).

Crossing out instead of erasing things you want to change (we can learn from
them).

Saving every.hing, even short lists and things you start but do::'t finish. All of them
are part of your writing history.

Putting your name and the date on everything.

\‘l
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3. Each folder should have two forms already stapled on them. One provides space for students to write the titles
of their finished work and the date it was completed. The other is a blank form used to record writing skills. (The
dlustration below gives an exemple.) Briefly tell students the purpose of each form. Or, have a returning student

share his or her folder and disc'.ss it with the group.

4. Show students where they will store their folders. (Some possible ways of storing folders include a cardboard

file box or a shelf divided into "mail slots" labeled with the name of each participant.)

Note: Remember that writing fr the first time may have been a very scary or frustrating experience. Give
people lots of encourageiment for their successes. Make sure there is some time for refreshments and
informal ta’king afterwards so people can begin to give each other support.

Writing Folders
(T e -
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Some Suggestions for a Writing Workshop

Make sure everyone has time to write, including the teachers and tutors, so that everyone Is sharing equally
in the process of being a writer.

Set aside time each day for those who choose to share their writing, get advice and if they want to, read
their work aloud.

Establish and maintain a predictable structure for the workshop - e.g., where to keep finished work, where
to put work that needs to be edited, how to request a conference with teacher. This frees the teacher up
to work with students.

Remember that many adults have painful memorles of reading aloud and should not be put in a position
where they have to read out loud if it's not their cholce. Offer to read their work for them i you think this
might be the case.

Hold short five minute Individual writing conferences with a few students each day. Focus on just one or
two skills. The focus of conferences will change depending on the immediate needs of the students. If they
are beginning a plece, the conference may be about choosing a topic, later it may be about paragraphing
or the use of capltal letters. Choose problems that are likely to come up agaln for the student.
Encourage people to get help from each other, Informally or by scheduling conferences with another student.

Publish people’s writing....publishing Is an Important way for students to feef a sense of authorship and feel
what it is llke to have others read their writing.

Encourage people to think of iteas for writing and to wnte them down so they can write about them later.

Talk to people about how published authors write. Have students who have published talk about how they
came up with thelr ideas for writing. Invite published authors.

Show students writing by other adult fiteracy students whase programs publish thelr work. Encourage your
students to read them, or even to send them copies of thelr work.

Set aside some time to read together with students about themes of Interest to them. Provide time for
uninterrupted silent reading.

Allow people to stop working on a plece of writing and begin another.
Provide plenty of time for people to plan and think as they write.

Show an Interest in people’s toplcs, bring them pictures or things to read related to their toplcs, write them
short notes or tell them about what you were reminded of when you read their writing.

Model an effectlve listening style and encourage students to listen actively to one another.

1 Q .. -y
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Group Introduction to Individualized
Activity - Time: 45 min.

4.2 The Writing Process

Purpose

By observing what good writers do, researchers have found that most writers go through a predictabie process.
(Some have called this process a series of stages, although the various stages tend to loop back and forth rather
than follow a linear step by step pattern.) Writers spend time rehearsing what they will write before putting pen
to paper. They write several drafts, focusing first on the content and only lator on editing, spelling and punctuation.
This activity gives participants an overview of some of the things we know about what makes a good writer.

Research Notes

Steps
Part A: What Good Writers Do

1. Ask students to think about what writing 1s. Is writing the same as handwriting? Is writing the same as
spelling? What is the purpose of writing?

2. Using the Background Notes, What Good Writers Do, for ideas, prepare a brief summary of what has been
learned recently about what good writers do. For example, you may want to discuss the fact that most writers do
not know exactly what they will say before they begin writing, that writers think of their audience, and that most
writers go through several drafts before they finish writing.

3. Tell the group a hit about your own experience as a writer. How do you rehearse what you'll write? Do you
write the first draft 1 pencil? What is the worst writing experience you've had? How much do you rewrite?

Part B: A Sampte of the Writing Process

1. Find an example of a plece of writing which went through several drafts before it was finished. Your could ask
a returning student to share one of his or her pieces of writing, or share a piece of your own writing, or create a
piece of writing similar students in the class might produce. Choose an example that includes the following: an
idea-generation or rehearsal stage, several drafts, and a finished or “published” final copy.
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2. Usingthe descriptions below as a guide, show how your sample writing progressed through the various stages
of the writing process.

Rehearsal Most writers spend a good deal of time rehearsing what they will write betore they put anything
down on paper. Some things require more rehearsal time than others. A short note (uniess it's a iove note)
may take only a moment of thinking. A noveiist, on the other hand, might spend years dreaming up a story
before ever writing anything down.

Orafling Drafting is where peopie begin to put their writing down on paper. During this stage the important
thing Is gettin 7 the ideas <lown on paper. Usuaily it's easier if the writer doesn't try to worry too much about
speliing, purctuation or handwriting.

Revision Once a draft is finished, most writers do a lot of revision. Re-vision means re-seeing. Good
writers first read the piece again. Sometimes it helps to read it out loud. Then, they add things they forgot,
take things out and make other changes that make it easler for the reader to understand what they mean.

Editing Once a writer is sure the content is how he or she wants I, the focus shifts to editing. Usually a
writer begins by being a self-editor. He or she reads the piece over several times. The first time the writer
might concentrate on making sure there are complete sentences with capital letters at the beginning, and
periods or Quaestion marks at the end. The second reading iooks for other kinds of punctuation. During a
third reading, the writer might focus mostly on making sure ail the words are speiled correctly.

Publishing /n a writing process approach, pubiishing means ‘going pubiic® with your writing. Pubiishing
may mean a finished product like a newsietter or a short book, compiete with liiustrations. Or, it may mean
sending a letter one has written or reading a poem out ioud.

Part C: The Conference Approach to Helping Writers

1. After hearing about the writing process, students will probably have many doubts about whether they can use
the writing process themselves. This might be a good time to explain that they will receive lots of help through
individual or group activities called conferences.

A coniarence is a very short lesson to heip you wcrk on just one probiem you are having
right now In your writing. Sometimes a conference is just between you and a teacher or
tutor. Other times a smail group wiil have a conference together. And, other times you may
have a conference with another student.

2. Briefly mention that the group will be introduced to different kinds of conferences -- for choosing a topic, for
spelling and for editing - as they prngress through their first pleces of writing. Then, once they know how each
kind of conference works, they will be able to ask for conferences when they need them, or the teacher will plan
them when he or she thinks they are needed.
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Before he wrote A Writer Teachies Writing, Donald Murray interviewed huindreds of §ilcobesfil writars and
writing teachers. During this process he kientified several akiis &l wités practics one way ‘or another.

As people become more proficient writers, they learn to use each of these skills to davelop their writing.
Writing is both an art ard a craft. Turning an idea Into writing involves rewriting, reseeing and rethinking: the
work of a craftsperson. Most of all, writing as a craft requires hard work and commitment, whether someone
. is a beginning writer or very experienced. Murray says, “The writer dreams of ant, but e works at craft.”

. | ] (Murray, 1968, p. 3)

What Good Writers Do

The writer discovers a subject. ‘Content and forn: are both impotant, but cohtent,
says Murray, comes first: *Form is not an emply. jug into Whic.:. tha writer pours
meaning, form grows out of mearing..." {p..2). -In fact, most wiiting lime:is spent
thinking of ideas and finding an order or pattérn in which to communicate ther.

The weiter serises the audience. The wilter does notiedsi without & radded. To get
the massage across the writer hs {o speak in a way the reader will ynderstand.. The
writer hies fo have an idea of what the reace¢ alrbacdy knows, toesn't kitow and wants -

to know. One way or another the writér forms & picture of the &udience. .« » -

The writer searches for specifics.: Good wiiters know that specific, coricrets detalls
enrich writing. They make it authentic and true'to the reader. Mostexperianced writers
shrow out® much of the information they collect antf use only what expresses what they
really want to say.

The writer creates a design. Good writers create a design before they write, /t may
be & written chart or.outline or just In the writer's head, but In all cases there Is some
kind of structure for writing.

The writer writes. Writing itself, most experienced writers admit, is hard work. Most
writers go through draft after draft before they are satisfied with the wiiting, Offen
writers finds idens. that are not yet cloar; holes where things-are missing, words that
don't quite express the meaning intended. But atthis stage the writer cannot become

critical. The writer needs to push through to complete a first draft.

The writer develops a critical eye. This Is the point where a beginhing writer may
feal the work of writing has finished. For the experienced writer it has just begun.
Once the first draft Is done the writer tumns into a ctitical reader. Doas the writing
make sense? Does it say what | want It to say? How can [ improve it? Ofter: the
whole work may be thrown out and redesigned.

The writer rewrites. According to Murray, all effective writers know writing is rewriting.
A beginning writer may belleve that most professional writers just sit down at the
typewrlter and produce a finished plece of writing. Professional writers know better.
The writer may look tc see if the order Is right, if one paragraph leads into the next.
Next the writer (editor) may begin to look at sentences to see if they are ciear and
true to the meaning he or she wants to convey. Finally the writer begins to narrow the
focus to individual words.

Murray, Donald. (1968) The writer teaches writing. New York: Houghton Mifflin.

Writing and Publishing / 103

10§




Where to Go For More Information
on the Writing Process

As yet, little published information exists about vsing the writing process with aduit beginning readers.
Luckily, however, the numbers of practical and useful studies related to using the viriting process with schoo!
aged children and with college students has grown dramatically over the past decade. Mary of these can
be very useful to teachers of adult beginning readers. Here are desciiptions of a few of these books.

Atwell, N. (1987) In the middle: Writing, reading and learning with adolescents. Portsmouth, NH:
Helnémnﬁern. Nancy Atwetl(.*a middle schoot teacher from Bootah&awaiamﬂ Maln\e;rv.'t :rnh:sr
about own process of organizing a writing workshop ng,
students. It contains lots of very practical ideas relevant to hélping aduits. :

Calkins, L. {1986) The art of teaching writing. Portsmouth, NH: Helnemann. Lucy Calkins' book
contains many writing samples and anecdotal storles about using the writing process with
school age children as wall as sound advise for managing writing workshops.

Elbow, P. (1981) Writing with power. New York: Oxford University Press. Elbow advises more
proficient aduit writers on how to use freewriting and other techniques as ways to release
writers’ blocks and to discover what they want to say.

Gardner, S. (1985) Conversations with strangers. London: Adult Literacy and Basic Skills Unit
(ALBSU). Growirg ottt of the work of an ALBSU sponsored Wiiting Development Project in
England, this book focuses on work by and with adult beginning readers. There are many
axamples of writing produced by beginners, as well as by more experienced writers, and black
and white photographs.

Good, M. (1986) Write on. London: Adult Literacy and Basic Skills Unit (ALBSU). This book, which
was published to complement the a B-itish television series by the same name, has tips for
adult beginning readers on how to improve their writing, how to deal with spelling and how
to evaluate progress in writing. It offers jaractical advice using simple language.

Graves, D. (1983) Writing: Teachers and chiidren atwork. Portsmouth, NH: Heinemann. Donald
Graves is one of the most well known researchers in the use of the writing process with
children, which he continues to develop with colleagues at the University of New Hampshire.
This book has bacome a basic text in the field.

Morehouse, C. (1988) Helping aduits to spell. London: Adult Literacy and Basic Skills Unit
l(Al..Bﬁ‘l:.‘l). This handbook describes different spelling strategies and techniques with aduits
n mind.

Murray, D. (1971) A writer teaches writing. New York: Houghton Miffin. Donald Murray was one
of the ploneers of the use of the process approach to teaching writing and was a teacher
to many of the authors mentioned here. During the sixties he studied the writing behavior
of proficlent writers and develozed the idea ~f the writing conférence.
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Group Introdluction to Topic
Conferences - Time: 45 min.

4.3 Choosing a Topic

Purpose

This activity helps students choose a topic and introduces students to the kiea of the topic conference. One good
time to use this activity is juct before students begin their first extended writing project. Later, as they need,
students can learn about other techniques such as nterviewing, mapping, outlining, and using problem trer .
during short 15 or 20 minute topic conferences.

Reseaich Notes

Steps

Part A: Your Purpose for Writing

1. We have found that for many students, the idea of being able to choose what they write about is a new on.
Or, they think they should write about “school” topics. You may want to remind students that the best way to leam
to write is by writing, but that in a writing workshop the choice of topic is up to them. Encourage them to use the
writing time in the classroom to write things they need in their everyday lives such as notes to their kid's school,
repaits for work, or letters to friends. The topics our students have written about, at the be’tom of the next page,
may giva them some ideas.

2. Many beginning writers may be unaware of the different kinds of writing they could do. Ask them to think
about the purposes they have for writing. For example, if their purpose is to express their feelings, they might write
a letter, a diary, a dialogue journal or poems. If their purpose Is to describe something that has happened, they
might write an autoblography. They might write a newspaper article or a letter to the boss (real or imaginary) to
give their opinion; they might write a children’s story or words to a song to use their imagination.

Part B: Who i3 Your Audience?
1. In school, kids are used to writing for just one audience - the teacher. Encourage students to write to varied

audiences and to make a “mental picture” »f their audience. They may find this makes writing a lot easier. Paople
can write for and to — themselves, a friend, a family member, or a general audience.
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2. Some peopie may find that it's easier to begin by picking a “safe” audience - someone wha won't be 100
critical ¥ everything isn't perfect. Writers who vind k hard to visualize an audience or have trouble thinking of what
to say may want to try dialogue journais, which are described in Module 4.7.

Part C: Topic Conferences

1. Explain that in the future, when a student or a group of students have trouble thinking of a topic, they can ask
a teacher, a tutor or another student for a topic conference. Have students pair up and hold a shornt topic
conference with each other. They can ask euch other questions such as:

Do you have a purpose in mind for your writing?
Who is your audience?

What do you want to includa in the writing?
When will you start?
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discovering the topic.

HREL AT R

TECHNIQUES FOR EXPANDING A TOPIC

Brmaswlorm — 'r_‘_'t_t
Coat Fm&ar\(

Making an Outline Outines can be as formal
S or informal as the writer wants them to be, as long as
s they serve his or het purpose of expanding and

-‘Pto?\e
~$un wr. hod
= holidays Brainstorming in a brainstorm people usually think
- the | s(l' of one topic. Then they try to mention as many things
o J“I related to the topic as possible as quickly as poesihla.
- the do +he moch bro\: Whatever ideas come to mind are written down, without
_ | The Moachines (2 judgments or comments. Leot J
Tohn LC:M‘:%JM °.{‘¢.2;:
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Mapping Sometimes calied clustering, mapping Hacke
helps people to find links between many different ideas. Fish, el |
Uil o wrlor St it e e s e (Y
. * rst t
sv‘;i?teen inadmmundsxﬁrsttopic;theworg‘:rgn with do row
visually lay out subsequent subtopics. Dod ~S%f
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7 Poss no wilh the
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Cat m)( Problem Tree A problem tree starts with one
‘ enow:)“’\ " problem or question. An answer is written down as one
o?‘rt ents branch of the tree. If that answer leads to another question,
n\* ‘ you continue up that branch of the tree untll you have
Jo ke t00 exhausted all the "why” questuns you can think of. Then,
Kids for +o00 you can go back to the root of the tree again and find
- 6\ | uFmswe another reason why "X" is a problem and continue to fil in
~ the branches. This exercisa is very helpful for discovering

the root causes of probiems.
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October 19, 1988

Dear Mom,

Hi how are yvyou? 1 hope you are do0 ing

well, and the vamily too. As Tor me and

June we are doing well. Mom, 3 anrnd 1
Wwe will be there

Puer to Rico.
I are vevry Hhappy -

read and wy i te
so don't worvy

are going to
in December 22 .
We=l1l1 I going to
and TJune he
please. oK ?

is wor k ing

Mom P apPy birthday- I miss You -

) O
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Group Introduction to Spelling
Conferences - Time: 1 hr.

4.4 Coping with Spelling

Purpose

FrankSmlthpointsoutthat"Wearenotnomallyawareofﬂnspelllngsdwo:dsifwecanreadthem.oroﬂhose
we write ¥ we know how to spell them. Conscious awareness seems to arise only when we run into difficulties.”’
For many adult beginning readers being “consciously aware" of spelling is a fact of life. No matter how much we
as teachers stress the fact that writing is not “spalling,” adult students who have experienced the embarrassment
and confusion assoclated with misspelling words, find spelling of primary importance to them. This module
suggests ways to help students put their need to learn to spell into perspective and describes some strategies for
guessing the spellings of unknown words.

Research Notes

Steps

Part A: What Is Spelling?
1. Is Spelling Writing? Think about and discuss the following questions:

Is speli..ag writing? Why? Why not?
Are all good writers good spellers?
Do you have to spell everything perfectly the first time you write it down?

2. The Purpose of Spelling In fact, most experts in writing agree that writing isn’t speliing. Writing Is getting
your ideas down on paper. Ask students to write a one sentence purpose for spelling. Here are some given by
people who do research about writing.

Standard spelling allows a reader to know what & writer meuns.
Spelling is a polite way to make thlngqs easier for the reader. It is a 'face you show fo the audier.22.”
Spelling is for recording meaning.

3. Good Writing and Good Spelling
Good Ideas and Good Spelling Many of our students have the impression that everyone who can write

is a good speller. You may want to point out that not all gocd writers, even famous writers, were good
spellers. Once they have a good draft, many famous writers, lika Emest Hemingway, hired editors to correct
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m ﬁliﬂg and punctuation. Many very intelligent people, presidents, doctors, professors, have difficulty

Spelling Blocks Many people who might be good writers never get the charce. They are too afraid of
making spelling mistakes to even begin to write. Do you recognize these peopie? B

WORRIERS: Before these people begin to write they worry .tboiust ma', ing spelling 2
mistakes. Usually, they find excuses never tc write at 8|

PERFECTIONISTS: These puople won't writa down & word unless it's spe'lec )
perfectly. If they don't kriow the speV'iig of a wora, they will stop everything to ask *
someone or to lcok up the word. 3y the time these people get back to writing

they have forgotten what they were goiig to write about. If too many words are

spelled wrong they throw tha writing away!

Sarz Guvs: These people have found a solution to the spelling problem. They
will only use words they’re sure they know hcw to spell. Sometimes they think of
wondarful. interesting things to say, but they only use small, easy-to-spell words
in their writing.

Ky
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Part B: How Do You Speli? °

1. Ask students to think of five words they don't know how to spell, but would like to learn. Encourage them to
include some words with several syllables and words with prefixes or suffixes.

2. The students have iwo jobs - to try to spell all the words right and to explain how they leamed to spe. them.
Give students until the next day to have learned the words.

3. The following day, give each person an individual *test" on the words.

4. Next, bring the group together. Brainstorm ways people found to learn the words. Some responses might
include - /...

‘memorized” the word

said it over and over

closed my eyes and pictured the word

sounded out the word

broke the word down (into syllables)

found little words inside the big one

broke the word down and sounded the pieces out

found pizces of the word that rhymed with other words | know

5. Go over some of the spelling strategies menticned cn the next page, and add them to the list.

Part C: Kinds of Words

Point out that the spelling cannot always be “sounded out." Some words have non-phonetic spelling because
they ccme from another language (chili pepper); others because the spelling of that word has been passed down
historicaily (thyme). See if students can find other examples for the categories mentioned below:

Words that can be sounded out have letters which correspond more or less to sounds
made by the letters. Sometimes only part of the word can be sounded out. Some words
you can sound cut even if you don’t know — for example, “crematistic* or “myrmidon.*

Q - .
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“Sight* words are words that have to be memorized or learned by sight. People have to
rely on their visual memo:,. Write a few of these words on the board, e.g., Ayatollah,
fuchsia, diarriwa, and talk about how you might remember how to spell the word.

Words that have pieces you might know. Some words have units of meaning within

them, such as:
re s
im er
ex port | ed
trans Ing
de ation

Words that sound the same bt are spelled differentiy. Homonyms such &s too, two
and to, they’re, there and their, hear ~nd hera, bare end bear are especially confusing, but
do illustrate the fact that not all words are spetied as they sound.

Point ot to the group that during short spelling conferences, they can work on topics such as use of syllables,
prefixes, suffixes and homonyms.

Part D: When is Spelling important?

1. Martin Good, a British adult education specialist, suggests asking students to consider when spelling is really
important to them. Have the group g2nerate their cwn responses, similar to the chart below.

When is spelling important?
Kind of Writing Who is it for? Spelling and Editing Important
journal me no
fill in calendar me no
gr orylist me ne
grocery list husband a little
note of things to do me no
notes to family kids yes, a little (to me)
notes to boss boss yes
letter to kids’ school teacher yes
writing checks bank yes
job applications employers yes

2. Discuss the idea that sometimes it is important to write without being overly concerned with spelling and that
writing a lot will naturally lead to better spelling. '
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Part E: Using Invented Spelling

1. One way to allow people to write even when their spelling is not so good is to use “invented" spelling. In
invented spelling you write as much of the word as you can. You:

guess as much of the word as ycu can...
write it to see it it "looks" right...
draw a line for letters you don't know...
guess words based on how it would be it if were written as it sounds

g - or
Qro - @
grocere

2 Show students some examples of invented spelling. If possible, have returning students talk about their
experiences using invented spelling. Point out how difficult it is to stop to spell words correctly during the “idea”
stage of writing and that people will be able to go back later to correct their spelling.

Observing a Student’s Spelling Behavior

Alan Dawe, an adult basic education evaluator from Canada, mentions some common error
pzitemns to ook for in a piece of writing with misspelled words: omissions, additions, reversals*
phonetic substitution, non-phonetic substitution and confusion caused by mispronunciation.’
He suggests observing the following about how a student approaches spelling as a means of
complementing their strengths and needs. Does the student: '

seem to have a workable system of spelling a word

know when the word looks tight

produce words of about the same length as the test word
spell at least some words automatically

use a method ¢f breaking down a word into parts

use "visualizing" as an aid (closing the eyes to recall spelling)
use writing and rewriting as an ald to recall

write fllegibly to cover up spelling uncertainty

recognize and use speliing patterns

seem to associate a pattern of letters with sound

spell better "out ioud” than in writing

pronounce words correctly

have difficulty rernembering things

show anxiety about speliing
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1.

10.
1.

12.

SPELLING STRATEGIES

people are wiling to settied for using invented spelling, but thay also nead to leam how 10 spell words

the conventional way. To practice spelling you need to be ablé to do two things -~ find the right spelling of
the word and then remember ft. The best way is to know as.many different strategles as you can, ditferent
ones for different situations, Here are some suggestions.

Fon‘t be afraid to guess how to spell a word. Remember, you can get the correct spelling
ater.

Keep writing. if you come to a word you can't spell, don't spend too long on it. Draw a
line and move on with your ideas.

Write a lot. People have a natural way of getting better at spelling by writing more.

When you finish getting your words down try to find the spelling of the word by any
strategy or combination of them that works for you.

CHECKING AGAIN TO SEE IF IT “LOOKS" RIGHT

SAYING THE WORD OR LETTERS OUT LOUD

LOOKING THE WORD UP IN A BOOK YOU SAW IT IN

LOOKING THE WORD UP IN A DICTIONARY

LOGKING THE WORD UP ON THE COMPUTER SPELL CHECKER
LOOKING FOR THE WORD ON A LIST OF COMMON WORDS
ASKING SOMEONE

Find a good way of memorizing words. Here Is one:
a. Look at the word and say it softly.
b. Cover it and try to 'see’ it in your mind.
c. Write it from memory.
d. Check it.
Notice words as you are reading. Look for patterns. Read a lot.

Learn a little about the sounds of letters. The teachers will help you with this if you need
it.

Learn about some word pattermns - groups of letters that sound the same.

Learn how to break words down into smaller parts called syllables.

Leamn about pleces of words that have meaning (prefixes, suffixes, root 'words, etc.).
Learn about words that sound the same but are spelied differently (homonyms)

If you have a "block” about spelling, try to unlearn the biock. For example, every time you

look at a word you need to learn to spell and say, “| can’t," try to change the message to
*one at a time, | can learn to spell these words."
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The lestyear | was working nobody know about the destiny of the factory. We heard lots of talk, but nothing
serious. Plus, nobody wants to believe the worst. So, when one week before they closed down, some
people from the unlon came to tell about the news, it's all we had, one more week. | couldn’t belleve my
ears. Itwas for me like a plll you can’t swallow, no matter what you do, it don’t want to go down. The shop
was my second home. After so many years, how can they do it to me?

Carmela (from: "Part of My Life")
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Group Introduction to Revision
Conferences - Time: 45 min.

4.5 Revising a Draft

Purpose

Most inexperienced writers expect to get everything right on the first draft. This exercise guides them through the
process of revising, or re-seeing, what they have written and making changes. [t s'iggests ways writers can revise
alone, as well as working with a teacher, a tutor, another student or a group. The module also contains some
ideas about listening that teachers might reflect upon and share with their students.

Research Notes

Steps

Part A: Revision with Yourself

Wha many beginning writers don't know Is that experienced writers read their work cver and over again. They
read .t out loud. They pace up and down the floor reading it, they cross out words, they put them back. They
want the words to convey just the meaning they have in mind. When revising, ask yourself some questions:

Does this make sense?
Will what | mean be clear to the reader?
Do !/ need to add anything or take anything out?

dart B: Revision with Others

Sometimes y.ou want to share ideas with other people. Hearing your writing, they may ask you questions that will
make you thir k about what you meant to say or think of new ideas. A revision conference can be with one other
person or a group of people. Each of you has a specific role and steps to follow:

The writer reads the piece out loud.

The listener asks questions to understand the story and then repeats the story
back in his/her own words.

The listener tells what he/she: likes about the story.

The listener asks the writer: What he/she liked the most about thi= story. What
the writer wants to add or change. What he/she is going to do next.

N~

& w
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Part C: Finding Themes for Dialogue

People write to understand the world. Brazillan literacy educator Paulo Freire suggests that truly "naming” words
is to engage in authentic "dialogue” about the words and what they mean (o the people involved. This dialogue
involves examining the words, the way of viewing the world inherer! in their use and the relation of the individual
using the word to existing power stri-ctures. By reflecting on these words thiough dialogue, people create and
recreate the world. One of the key elements of Freire's work was to develop themes for discussion that touched
on crucial issues in people’s lives. There are strong connections between dialogue and writing. Talking about
themes that have power in people’s lives can also bring power to their writing and help them to find what writers
call their voice. When writing has meaning, the uthentic, personal character of each indivkiual shines through the
writing.

In our writing programs students sometimes can use their own writing as a source of themes. Peter Elbow
suggests one way to find ihemes. "

Read the work aloud.

Try to summarize the work in one sentence.

Try to summarize the work in one word by bra‘nstorming possible KEY words.

Have the author reflect on why this was a key word for him/her.

Other members of the group may want to discuss what key word came to mind for them and why.
Discuss the key words further. What problems do the key words allude to? Why do these
problems exist? How do they affect people personally? How can things be changed?

DA

Part D: Modeling a Revision Conference

Students need to see revision conferences in action to understand how to use them in pairs. In our program we
try to have the first ravision conferences in small groups. The teacher models the conference process with
students. Nancy Atwell suggests first showing a "good"” conference that models good listening behavior. This can
be followed by a model of a "bad" conference where the listener doesn't listen, doesn't look at the writer, says the
story is wonderful and won't offer suggestlons. wants to tell his or her own story instead of interviewing the writer,
or tells the writer exactly what to d.

A lot of listening is asking the right questions. Here are some questions suggested by Donald Graves. '* Which
of these questions you ask depends on the person, the place and the situation. One of the best ways for students
to learn about how to use these questions is by observing teachers using them and then developing their own
style. Of course, many students aiready have their own, very well developed style of listening and asking
questions.

Opening Questions

What's the plece about?

Why are you writing about it?
How did you get started?
What's your favorite part?

Following Questions

These are often not really questions but restatements — "You say you moved to Springfield when you were
seven?" The restatement is designed iv help the writer fill in more details about the topic.

Process Questions

What do you think you'll do next?

I noticed you changed your lead sentence. Why did you do that?
How do you feel about your story?

Are you happy with the beginning and ending?

Explain how your title fits your story.

What do you need help on?

L - .
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Has anyone else given you advice on this story?

Can you *hink of a different way to say this?

Does the beginning of your piece grab the reader’s imagination?
Do you have any questions for me?

understand in terms of “problems to be solved® instead of mistakes. Clarky
Demonstrate your interest in what the writer has to say.
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Part E: Modeling Revising on Paper

Often, students don't revise because they don't know what revising ls. The teacher may want to plan some short
conferences to demonstrate techniques for revision. One recommended way to do this is for a teacher to revise
a plece of his/her own work while the students watch and ask questions. An overhead projector is ideal for this,
but teachers can revise on paper with the students gathered around, or use a blackboard. Here are some revision
skills you may want to address: **

~ carets: to add new words or phrases
t arrows: 12 change the order of words or sentences
* asterisks or numbers: to add chunks of writing
spidor legs s:'i.po of :npor' tc write things to be added and staple it to the page at the sight
on
cutting and glulnpg.gwlm gluestick: to change the order of paragraphs
clecling: to signal words with poor spelling or which need to be changed
word: crousing out: to delete words or phrases

ge—-Tr drawing lines: to signal words whose spelling isn't corre ~
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LISTENING :

Peop: say there are four “language arts." Reading, writing, speaking...and listening. Some
propier. % listening is the neglected language art. “Alter-aii, - zn Alrican proverb goes,.‘why
id God Qive ts two ears and only one mouth?* People learmn how to write, read and speak
Lt s=55om now to listen. Listening helps us understand and remember what we leam.

Becoming a better listener is central to participeting fully in 2 writer's workshop.

In her book, Sharing Writing: Peer Response Groups in English Classes, Karen Spear
suggests asking yourself these questions about your own views on listening: ¥

What do people do when they listen to one another?

What do people do that shows they are listening closely?

How do you know when they have heard and understood the message?
What do people do that shows they are not listeriing closely?

How do you know when they have not heard or undlerstood the message?
What is good listening?

What is bad listening?

For both speaker and listener what are the difficulties and benefits of
listening well?

ONDONRDON M

Here are a few things about listening:

Good listening doesn't always come naturally, but it can be developed.

Listening means hearing with understansir -

It means giving another person our full unin  upted attention.

Good listeners try to see not just the wo. /s but the world of the barson speaking.
Good /isteners reneat back what the speaker sald to meke sure they have understood.
The role of a listenar is not to judge, approve or disapprove, only to hear anc reflect.
Being heard helps the speaker rethink his/her own opinions and feelings.

Practice active listening. Try practicing active listening. Assign half the group fo be
listoners .. half to be speakers. Give the speaker at least 5 minutes t - talk (talking about
a plece ot <,iting thev are working on is one good topic). The other person becomes an
active listerur by asking questions for clarification only. Aftenvards the listener restates what
the speaker has said. Discuss the experience. What did the listeners do to help the
speakers keep talking? Did the speakers think of anything new to add to their writing? How
did 1t feel to be a speaker? A listener? Do you think it's true that secretly aach person
wants to find things to criticize or change in the other person’s work, while each writer really
wants to hear something he or she has done well?

Q ,
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Purpose

Oncethooornomlscomplete,mewrltortakesonanew.vsrydlfsm\trolo.umdanodha. Each sentence must
be worked over with a fine-toothed comb to make sure everything Is right. This activity has ideas for helping
studmtoedlmekwork.nsuggestswaystopdtoplcsmdmemiotomhm@dmwimmd
ways the instructor can mlemwwmdﬁwwakdmmmmmmma'wwvodnd

plece of text.

Research Notes

Steps

Part 1: Editing Your Own Work

1. As\ writers to edit their own work. If they have written in pencil or pan they may want to use a different color
for editing. If they have written on the computer they may want to print out the story and edit it with & pencil. Here
are some questions writers can ask themselves. Or, you can ask them in an editing conference:

Are the ideas clear?

Is the order correct?

Where do | make breaks for paragraphs?
Does each paragraph lead to the next one? .
Does the paragraph make sense? -
Is each sentence R
Have | used complete sentences? -
Are the sentences too long or 00 short?
Is the writing too ‘wordy" in spots?

Have | chosen active, interesting words?
Do the words say exactly what | mean?
Have | used all the skills | have already learned? (See list on writing folder.) =
Is the grammar correct? )
Have | punctuated the sentences correctly?
Are the words spelled correctly?

If not, have | underiined words | don't know?
Have | put my name, the date and the draft number on the paper? B
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Part 2: Finr! EdRting

After the student has edited the writing it can be given to a teacher or tutor for final editing. We have found that

- kv a plece gets edited depends a good deal on the individual student. For some students who get "blocked”
when they notice their mistakes, we will only pick one or two high priority items to talk about in the paper. In fact,
we may encourage people who are very tic_ .ed in their writing to use ~nly dislogue journals (see Section 4.7)
and do o editing at all for some time until we are sure they have the seli-confidence to get their ideas down on
paper. Then there are others who learn a good deal from having everything corrected on their paper and copying
it again. They want their finished product to be 100% correct! in this case, as Atwell says, "the editor's biue pencil
serves a very different function from a teacher’s red pen. As edit~s, I'm one of the last stops on a writer's way to
an audience he or she cares about and wants to affect”

Part 3: The Editing Conference

After the teacher does the final corrections on the paper, the teacher meets with the writer to address one or two
skills. For example, in the case of a student who is leaming to use complete sentences 1 his or her ' ~iting, the
teacher might do the following

1) Explain briefly how to use the editing skill. (e.g., Explain that sentences express
complete thoughts, their parts, and the use of end marks and capital letters.)

2) Provide two or three examples. (e.g., Show the student two or three groups of words
that are sentences and two or three that aren't. Discuss why.)

3) Use the student's own text as the basis for the skill building activity. (e.g., Have the
student go through his or her writing, making sure there are complete sentences, capital
letters and end marks.)

4) Go over the student's finished work. Explain any problemis; make a note of skills that
need to be addressed next.

5) Keep a record of the editing conference on the student's writing folder. Lcok for the
use of this skill in the student's future work.

Wt . .
This graph stvus how the Pre-writing Writing Post-writing
importance of mechanics
increcses through successive .
drafts, while the irnortance of form, styte, s ture
mecharilcs

the content decreases.

content

1 2 3 4 drafts

Succession of drafts — adapted from Mu.ray, D., “How writing
finds its own meaning.” Theory into Practice. Teaching
Composition. N.C.T.E., 1980.
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Dear Mr. President, You have people out there with eyesight
who can see, but they can’t read or write. It’s a dream to them
to feel that they could pull themself out of the dark, to try to
learn to read and write. My dream is to learn to read and write.
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Group Introduction to Individuaiized
Activity - Time: 45 min.

4.7 Dialogue Journals

Purpose

Many relatively inexperienced writers lack self-confidence in their abiiity to write. They feel as if they can't think
of anything to say or they worry that their writing will have too many mistakes. Often these writers can benefit from
using dialogue journals. A dialogue journal is . ~ontinuous written conversation® between twa people; between
two students, a student and a volunteer, of a st Hent and a teacher. Dialogue journals have the advantage of
providing a “topic® for the student to write about and a safe person to write to, one who understands if the writing
isn't perfect. This activity introduces students to the idea of using dialogue journals.

Research Notes

Steps

1. Explain tothe students that the purpose of the dialogue journal Is to write their thoughts, feclings and ideas on
paper. One person starts the dialogue by writing a letter, usually one that contains some questions for the reader.
The other person answers the letter and asks some of his or her own questions. Thus a dialogue, or discussion
begins. In a dialogue journal the focus Is on ideas - no one worries about speiling or punctuation or handwriting.
The journals are private, only for the two people writing them (or for a teacher if the writers choose).

2. Ask the students to get a special notebook in which to keep the journal writing. They may decide to write the
journal only in class or to take it home to work on.

3. When the dialogue Is between a student and teacher, it's important to try to establish a reciprocal relationship
from the beginning. Wiiting 2bout some of your own questions and uncertainties about everyday problems will
help the student to understand that it's acceptable to share her or his own thoughts and feelings.

4. Encourage students to write about problems they are having related to reading and writing. Ask them to write
about books they have read. Encourage them to write about things they do well. As they gain more confidence
in writing, you may want to encourage them to think more about topics for their own independent writing. A
dialogue journal may be a good place to give advice about effective reading and writing strategies. Try to get
students to write about what s and isn't working for them in the classroom.

Writing and Publishing / 123

125




5. The dialogue joumal is especially effective when used by reluctant readers. We have seen many students
blossom dramatically using the journals; most writers will see that they are writing more and with more ease than
they did when they began the journal. Check the journal periodically with the leamer and point out their progress.

6. Avariation of the dialogue journal is written conversation. in written conversation students are asked to discuss
a question, what they'd like to include in the upcoming newsletter, for example. Instead of discussing the issue
orally, they are only allowed to communicate by writing notes to each other. Again, the purpose is only fluency
of communication rather than correctness.

7. Another variation is a group dialogue journal. Questions are writters in a book, which is left in an easy-to-
reach place in the learning center. Anyone who chocses to can respond to previous questions. For example, a
dialogue journal could be a place where people write recommendations of good books to read.
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I'm tryir' to learn niow to publish a book - to write about some of the things In my life. My
teacher told me that's the way a lot of writers started off, by writing about some of the
things in their past. | have a lot of things to write about, but | just don’t know how to start
the whole thing off. But I'm gettin' to learn more about it. | record the things I'm gonna
say, then | go over them and check to see Is it right. I've been thinkin' of names for my
book, if I'll be abla to publish it. | finally came up with one. I'm gonna name my book, The
Little Boy and the Hobo Man. But | still got a long way to go. This is just the first step.
Now | got to take the second step.

Luther
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I came to the United States in December 24, 1955. When I got
off the boat my father and my cousin Antonietta was waiting
for us at the port. Antonietta drove through New York City.
The lights were oll lit up. Everything looked so beautiful. I felt
like that I just stepped into a paradise with all the colors and
lights. We drove through the city. My cousin would explain all
the buildings and what they were. I felt like Cinderella.

Lidia

Q
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Group Introduction to Individualized
Activity - Time: 45 min.

4.8 Writing Your Life Story

Purpose

Whether they write their entire life history, a story of one event, or a description of how they are feeling at the
moment, a Iife story seems to be a necessary plece of writing for most people in our program. This activity
provides ideas for how groups of students can get started with autobiographical writing and gives some
suggestions for follow up activities to expand the writing and to publish it.

Research Notes

Steps

Part A: Introducing Life Stories

1. A Look at Some Life Stories. Many students may never have read an autobiography or life story of any kind.
Take some time to talk about what ¢ life story is.

Bring in autobiographies znd biographies of famous people and read a few excerpts.

Head from writing by new authors. We have found that seeing published life stories by other
new writers glves students the confidence to write their own. Read about some *hard times*
people have written about; talk about the fact that you don't have to write only about the
‘good parts.”

If you have ‘published" authors in your progrem, invite them to tell about the experience
of writing their life stories.

Writing and Publishing / 127
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2. Kinds of Life Stories. Uising the examples on the next page as a guide, talk with students about the various
kinds of life stories they might write. Try to bring in a range of samples — from books written by basic begit.aing
students which contain only a few words and lots of Hlustrations, to complete life histories written by more
advanced students. If there are basic beginners in the group, talk with them and their tutors, and briefly mention
the possibility of writing an oral history.

3. Connecting Reading and Writing. Encourage people tc read some life stories during the planning stages of
their own writing. It may give them many ideas for what they want (and don't want) to do in their own writing.

Part B: Getting Started

Getting a Memory on Paper. Getting started Is always the most difficult step. Often people believe they can't
remember things that happened in their past. If time allows, do some kind of prewriting activity that gives people
a chance to remember events in their past. The Remembering Your Past section on the next page may give you
some ideas. Try to have everyone participate in writing, including teachers and volunteer tutors. After the activity,
give people a chance to share storie from their rast and to jot down a few words and phrases that will help them
remember what to write about later.

Part C: Elements of a Life Story

1. Making Titles and Chapter Headings. Many people may want to write one long piece of writing and then
separate it into chapters later. Choose one book by a new writer and show how he or she divided it up.

Look at the title and discuss how it reflects the contents of the book.

What was the startirg point? Was it the birth of a child, a first Jjob, a move to a new
town or a new country, a deatn in the family, a childhood incidet?

Look to see how many chapters are in the book. How did the author divide the
life story into chapters? Did he or she work chronologically: e.qg., When | Was
Born, My Childhood, My School Years, My First Job, My Marriage, or was the book
divided into chapters another way?

2. The Importance of Publishing. At this point, you may want to briefly touch on different meanings of
publishing, such as those described in the next activity.

Q
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REMEMBERING YOUR PAST

A Gukded Remembering. Have participants sk somewhers whére thiay can relax. They can closa ik syvs
i they choose. Encourage them to take & few deasy breaths o relac moré. Nexd, ask thiem 1o think back

to aﬁmwhmﬁnymdudmnmmmmmmwm "4' ol tO Come.
- I T S (i RN -
R N R AR S A PN
Think about yourself as & child. How old were yous in this imémory? : Woat did you ook like?

Where did you Iive? Who took care of you? - Did youi have brothers and sistors or colsins
around? Imagine each one of your family.. Now imagine your activities; . What dic! your do
during the day, at school or work. Try to remeamber ohe speciel day. Why was I special?
Was It a holiday or just 8 usual day? What made R special?. Who wes aro0ixd. you at the -
time? Can you remember anything they did or sald? Cén'you remember what you felt
then? Take & few more seconds to remember anything aise about that avent and then open
your eyes and quickly write down a few words that will help you remember the memory 80
you can write it down later.

After the guided remembering, people may want to ctescribe their memory to each other. Or, they may want
to go off and write about it before they forget their ideas. Give people time to process the activity in
comfortable way.

Brainstorm. Have people bring a pencil and paper to this activity. As you name each category, have them
write an answer as quickly as possible. Point out beforehand that this exercise is only for remembering.
They will not be expected to share what they write with anyone. It doesn't matter if the words are spelled
correctly, as long as they understand them. if they can't get the word down, they can draw a picture. Ask
themto:

name three foods you liked as a child

name three friends you had as a child

name three family members -

name three places you went as a child

narne three words that described you as a child

name three heros or heroines you had

name one good time you had as a child

name a bad time you had

name one dream you had as a chiid.

Mapping Your Life. Encourage people to draw a “road map" of thelr lives, similar to the one below, with hiils,
curves, g'ossroads, bumpy parts, smooth parts. Draw things by the side of the road to suggest the main
events.

Family Photographs. Ask people to brig in photos from their past. Have them put them in chronological
order. Lhen, they can write captions under each picture in sequence, to make a "photo

story.*

Family tree. Draw a family tree, with roots for parents and grandparents and branches for children and
grandchildren. Write a description of each person.
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MY NAME IS ROSE

Rose Doiron is 32 years old. She is
leaming to read and write at East End
Literacy in Toronto, Canada. Rose wrote
this book for her mother, her aunt, her
sisters, and her many frionds. “If people
7ead my story, maybe they will talk more
about what it is like to get beat up,” says
Rose. “Maybe, someday, it will stop.”
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This book is about some of the important things
women tak about at East End Literacy in Toronto,
Canada. We got the ides for this book when
Dorothy said: “1t is good to know what happens in
your body.” It this book does not answer a
question that you have, please wisit your
community heaith centre.
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East End Literacy Press in Canada and other presses often put a photograph and a short biography of the author

on the back of their book.
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Lee Shendan Iives and works 1n Toronto, Canada
He is learning 10 read and wnte 3t East €nd
Literacy. In tius book. Lee looks back on tis life
as a child and teenager in the Amencan South
“This book 15 about things | never taked about
before,” says Lee °It feels good to get it oft my
chest, to free my mund | hope olhers can do that
100 °

Jerry Lee Muller 1s an artist, and a learner at
the St Chnstopher House Lueracy Program in
Toronto
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When we first used the Goals List we asked students if they wanted to study for the
driver’s test -- without know-ing how few reading materials were available for beginning
readers. Kathy Searle interviewed students -- some who had passed the test and some
who hadn’t -- and used their stories to write Tina’s Story.
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Group Introduction to Collective
Activities - Time: 1 hr.

4.9 Collective Writing and Publishing

Purpose

One of the moet difficult, but perhaps moet frultful kind of writing is that which is undertaken as a group. Wiriting
as a group can help people name and discuss common problenis and goeals and gain support for their own
interests. This activity suggest; some ways to introduce participants to the idea of doing a colluctive writing and
how to use a problem-posing approach to choosing a topic and tips on publishing.

Rasearch Notes

Steps

Stages of a Collective Writing Process

ideally, collective writing grows out of a common problem, need or interest of members of the group. it may be
initie.ed by a teacher, by volunteers or bv siudents, but It is most effective when all the members feel It is
audressing an immediate need of some kind. Once a decision is made to think about a collective writing, the
project goes through several stages. Read over the stages as described here and surnma :ze them for students
and tutors,

Stage 1: Finding a Common Purpose

The first time the group meets together, they need to decide on a purpose for getting together to write as a group.
The purpose may be as simple as producing an “in-house® newsletter or as complex Aas deciding how to write
about and publicize the problems related to the spread of AIDS in their community. © During this stage they
might:

a. Brainstorm possible purposes for a group writing. After all the topics have been discussed, vote or find
some other way to reach a consensus un the purpose of the writing.
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b. Poes the purpose as a problem Reframe the purpose into the form of a question. (For example, ¥ the
purpose of the activity is to publicize the need for funds to keep the Ikeracy program alive, reframe the

: keap the iteracy program alive?”) Discuss the problem.
Paulo Freire, may help. ¥

What exactly is the problem?

Why [s it a problem to you?

What do you think are the causes of this problem?
What can/should be done about the problem?

¢. Discuss how writing can help Discuss ways in which it might be helpful to write about this problem:

How can writing about it heip?
Who would be the audience?
What would be the best way to reach this audience {a flyer, a newsletter, a collection of

writings, a poster)?
Do we need more information?
Do we need more discussion and refiection?

Stage 2: Developing an Organizational Plan

Once a decision about what to write has been made, the group needs to decide how they'll go about the planning
and writing process. They need to decida questions such as:

How much time can realistically be devoted to the project? Is there a deadline?
Will everyone write about the same topic or will people cover different parts of the writing?
How will teachars and iutors be involved?

How will the group build in time for sharing of the writing, discussion, reflection and
planning?

Who will decide what writing Is included in the final product?
How will the writing be published?
Who will pey the printing costs?

Remind the group to keep In mind that people usually underestimate the time it takes to produce collective writing
and help them to set reasonable deadlines. We have found that if too little time is allotted, often just a few people
(often teachers) end up making decisions about the final publication.

Stage 3: Researching the Problem

“he research stage will vary a good deal depending on the project. In some cases, research will take the form of
group discussions similar to those done in individual pre-writing activities. For example, a group putting together
a collective publication about what school was like for thom may draw primarily on the experiences of the group.
On the other hand, a group may need to do a great deal of research. The group who reseaiched the issue of
AIDS, for example, collected and read information from the Department of Public Health and many other sources
be“ore they decided to write and distribute their own brochure. Other groups may make field trips, invite guest
si. kers, or watch fims as part of their rasearch stage.
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Stage 4: Writing and Sharing
The writing and sharing process may take many forms. For example:

A Writing Weekend A project in England arranged for the authors to get childcare and other support so
they could spend two weekend days writing and sharing together. Each person went off to write alone and
then later, the writings were shared.

Collective Writing One teacher, ira Shov, telis of how he works with students to first brainstorm a common
topic. Next he draws lines on page connecting kems that go together, categorizing them into groups. Each
group then gets a title. Each of the tiled groups become paragraphs which are wriit2n together on the
board or on newsprint. Finally, the group writes an introduction and conclusion. The whole text is then
read aloud, ard collectively, corrections and revisions are made.

Regular Writing Workshops in our program, once a collective writing project is begun, people work on
it a little every day on an individual basis. Once a week or so they meet together to share and plan. As the
deadline draws near, the finished writing and lustrations the writer has suggested are put on a big table in
the middie of the room.

Stage 5: Publication

As the deadline grows near, the group should meet to look at all the writings together. Some decisions to be made
might include:

Who will do the final editing? Teachers? Volunteers?

How should the writings be grouped together or combined?

Are there some overlapping themes?

What kind of printing and layout will be used?

What kind of illustrations does the group want?

Does the publication need a title? What will it be?

What will the cover look like?

Does the book need an introduction, a table of contents or an index?
How will the authors identify themselves? Will they each print their first and last names? Will the program
be identified?

Are there others who need to be thanked or recognized?

Who will take care of seeing the book to the printer?

How many copies will you need?

Stage 6: Celebrating
The time when the book “comes off the press" is a time for celebrating. You may decide to have an "in house”
celebration or invite others to a reading of the book as a publicity event. Whatever the circumstances,

everyone who contributed should be recognized for their achievements. The event can be made more special with
music and food.

Stage 7: Planning What to Do Next

Often a writing project is only the beginning. "Going public® with writing often leads to more discussion with a
wider group of people, plans for community meetings or activities and possibly ideas for further writing.
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USING THE COMPUTER FOR PUBLISHING

In our program, students iearn to use computers as word processors. Many students enjoy
composing right on the computer because i's easy to correct mistakes and make changes.
Many also like to use the spell checker! In other cases, students write their original pieces
with paper and pencil and a teacher types the story into the computer. Once the text is on
the computer, here are a few tips:

- Making Individual Books. An easy and inexpensive way to make individual
books is to use standard 8 1/2 inch by 11 inch paper. Fold the paper in half
so the finished pages measure 5 1/2 inches by 8 1/2 inches. Set the margins
of the text at about 1 and 1/2 inches wide. Divide the text into 6 inch fong
segments, 1 segment per page. if you wish, you can add the page number at
the bottom of each segment. Once the text is printed out, cut each segment.
Figure out how many pages, with illustrations, you will need. Fold the number
of blank pages you need. Cut and paste the segments of text onto the pages.
For the final copies you may want to print the cover on brightly colored card
stock. You'll need a long stapler to staple the pages in the center. Most copy
shops have them.

-+ Clip Art. Many students like to use computer clip art for their publications.
{Often choosing the clip art is a good literacy lesson since students can read
the title of the clip art as they see it.) Show them how to make borders and
select the size of e pictures they need.

-+ Photographs. Many times students will be disappointed with the quality of
photocopied photographs in their books. Before they decide to use them,
show students what they will look like after copying. Choose photos with high
contrast. If they are too dark, you may be able to cut around the copy to make
a profile. Clip art borders around the photos sometimes make them look
better. Of course, photos can also be screened by a printer, which produces
a much higher quality print, but this is expensive.

- Font Size. If you have a variety of font sizes for your computer, print them out
so students can decide which ones they like. Usually plain type, s' ch as
Helvetica, is easiest to read.

-+ Typing in Phrases. In making publications for beginners tryto break each line
according; to ide. phrases so they will be easier to real. For example, Tina
climbed/ the stairs/ to her apartment./ She took out her key/ and opened the
coor. Try to limit the number of words on each page.
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A SAMPLER OF COLLECTIVE WRITING PROJECTS

In-House Newsletters Many literacy programs, like ours, publish in-house newsletters. Some newsletters
we know of are The Big Apple Journal (New York City), The Ladder (Washington, D.C.), Lit=racy Project
Writes {Greenfield, Massachusetts), The Writer’s Voica (Toronto), and Turning Our Lives Around (Springfield,
Massachusetts).

Upon Reflection In 1986, a group of new women authors at the Drop-In Education and Advice Center in
Leeds, England met together for Intemational Women’s Day. They decided to write a book of stories, poems
and articles about their experiences as women. "We all came with educational needs, which was our meeting
point," the women sald, “but we soon found that we had more fundamental ideas in common as women,
apart from never getting started educationally the first time." **

Every Birth it Comes Ditferent is a collection of accounts of the experience of childbirth by students and
tutors at Hackney Reading Centre. Most are by women who write about their own experience of giving birth;
there are three accounts by fathers and one by a woman witnessing a friend’s labor.

Working Together is a photonovella that came about through a meeting of Students for Action, a group of
adult beginning learners at East End Literacy in Toronto, Canada. The book deals with problems adult
beginning readers encounter with filling out different kinds of forms: a lease, a magazine oifer to win money,
a form to open a bank account and forms at the hospital. »

What We're About by students and tutors at the Cambridge House Literacy Scheme deals with reasons
participants had for coming to the Scheme, ways of working together and the difference the program has
made in their lives. It was wriiien to encourage others to come to the Scheme. o

Triangular Minds: Black Youth On Identity was published through the Community Education Afro-
Caribbean Language Unit in Manchester, England. It is an anthology of writings by Afro-Caribbean youth.
The book contains themes such as being young and black, schooling, the Rasta Response, sound systems,
fitting into white society and British Black English. The book was written by two support groups of about
10 people each, ranging in age from 17 to 35. Later, after the book was published, members participated
in community meetings to look for funds to promote further Afro-Caribbean projects. *

Need | Say More calls itself a “literary magazine of adult student writings.” It is published by the Publishing
for Literacy Project which is jointly sponsored by the Public library of Brooktine and the Adult Literacy
Resource Center in Boston. Learners from all over the city contributed their work to an editorial committee
that selected what was published. *

Getting There: Producing Photostories with Immigrant Women was a joint venture between three outside
researchers and Canadian immigrant women who expressed a need to talk about their pioblems in finding
jobs. The authors talk about the strengths and contradictions in producing collective writing. U
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Center for International Education TECHNICAL NOTE SERIES

285 Hills South, U/MASS, Amherst, MA - 01003 $2.00/each (1990)
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The Ecuador Project: Discusses the basic goals, phiosophy and methodology of a rural nonformal
education project

Conscientizacao and Simulation Games: Discusses Paulo Freire's education philosophy
and the use of simulation games for consciousness raising

Hacienda: pescribes a board game simulating economic and social realities of the Ecuadorian Sierra
Mercado: Describes a card game which provides practice in basic market mathematics
Ashton-Warner Literacy Method: Describes a modified version of Sylvia Ashton-Warner's
approach to Iteracy training ysed in Ecuadorian villages.

Letter Dice: pescribes simpie. participatory letter fluency games which involve iliterates in a non.
threatening approach 1y Iteracy

Bingo: Describes bingo-ike fluency games for words and numerica! operations

Math Fluency Games: Describes a variety of simple games which provide practice in basic arithmetic
operations

Letter Fluency Games: pescribes a vaniety of simple games which provide practice in basic Iteracy
skills

Tabacundo - Battery Powered Dialogue: pescribes uses of tape recorder for feedback and
programmung in a rural radio schoo! program

The Facilitator Mouel: pescribes the faciitator concept for community deveiopment in rural Ecuador
Puppets and the Theatre: Describes the use of theatre, puppets and music as instruments of
Iteracy and consciousness awareness in a rural community

Fotonovella: Describes development and use of photo-literature as an instrument for Iteracy and
consciousness ra.sing

The Education Gan.e: Descrbes a board game that simulates inequities of many educational
systems

The Fun Bus. Descr.oes ang NFE project n Massachusetts that ysed music, puppetry and drama to
wnvolve loca' people in v Jrkshops on town issues

Field Training Th-ough Case Studies: Describes the production of actual village case studies
as @ training method for con “unity development workers in Indonesia

Participatory Communication in Nonformal Education: oiscusses use of simple
processing techniques for information sharing, formatve evaluation and staff communication

Bintang Anda - A Game Process for Community Development: pescribes an
integrated community development apprcach based on the use of smulation games

Using Consultants for Materials Deve spment: Describes an approach 1o selecting and
uldizing shor-term consultants for materals development

Designing and Using Simulations for Training: Outtines steps invoived in designing and
uilizing simulations  Presents two simulations 'n detai

Q-Sort as Needs Assessment Technique: Describes how a research techn.ques can be
adapted for needs assessment in nontormal education

The Learning Fund - Income Generation Through NFE: Describes a program which
combines education and income generation activities through learning groups

Game of Childhood Diseases: Describes a board game which addresses health problems of
young children in the Third World

Road-to-Birth Game: Describes a board game which addresses health concerns of Third World
women during the prenatal perniod

Discussion Starters: pescribes how dialogue and discussion can be facitated in community groups
by using simple audio-visual materials

Record Keeping for Small Rural Businesses: Cescribes how facinators can hetp farmers,
markel sellers and women's groups keep track of income and expenses

Community Newspaper: pescrives how 1o create ang publish a community-level newspaper in a
participatory fashion

Skills Drills: pescribes how 1o make and use a simple board game for teaching basic math and fiteracy
skils,
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