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Forewovrd

his compendium of articles is noth-
ing if not diverse. Denise Davis
starts the volume with a political
call to action urging adult literacy
educators to structure their programs to
become means to "achieve social and eco-
nomic equality” by changing the social status

quo. Her parting counsel to directors of

“emancipatory” and “liberatory” programs
for which economic support is lacking is to
“maintain the vision and await the revolution
and attempt to prepare learners for political

options not yet available.” Lest the rhetoric of

the first article deceives you into thinking the
book is a neo-Marxist approach to literacy. be
aware that the same volume also contains
articles which would make nervous any
activists pushing for revolution. For example.
Phyllis Miller writes on how to teach employ-
ees reading strategies by using annual reports
and company correspondence. while Francis
Kazemek and Pat Rigg describe adult literacy
teaching approaches using the politically neu-
tral poetry of William Carlos Williams and
others. In this book. politicat essays and opin-
ion pieces are mixed with .. carch studics
and detailed descriptions of effective instruc-
tional techniques.

The dozens of articles contained within
this volume are arranged under six organiza-
tional headings (that is. theoretical and orga-
nizational issues. assessment, general teach-
ing methodology. technology. tutoring. and
workplace literacy) which attempt to sort out
the diversity. This organization is useful. to
some extent, in that it may L .Ip the reader
find areas that are important to him or her.
The organization is illusory, however, if it

gives the impression that the reader will fin-
ish any section with a clear and comprehen-
sive sense of major issues or fearnings in the
highlighted area. Brief introductions to each
section attempt to frame some of the major
foci in the field of adult literacy. but one
could not use this volume,. all by itself. as a
self-study textbook about adult literacy. It is
instead. a collection of solid. readable articles
on adult literacy which have appeared in the

Journal of Reading during the last decade or

so. As such. the collection offers support
materials for several difterent appreaches one
might take to teaching or learning about adult
literacy. It also makes for interesting brows-
ing since one can literally enter the volume at
any point and profitably pause to read.

Adult literacy educators usually find only
brief time and opportunity to communicate
with cach other. Conversations with other
educators are often transitory and cut short —
a question will be asked in passing. a teaching
technique or a cogent idea quickly summa-
rized. Later. if one teacher has the time to sort
through a pile of old journals, he or she might
locate and pass along a relevant article to
share as a conversation follow-up. This com-
pendium of articles will make this process
considerably easier. Program directors will be
able to more easily share relevant articles
with their staffs. and adult literacy instructors
now have a book full of articles more accessi-
ble to themselves and colleagues. Between
the covers of this volume are a file drawer of
good ideas. Enjoy them and use them well.

Larry Mikulecky
Indiana University, Bloomington
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I ntvroductiomn

Y his book originated in u discussion
at the 1993 meeting of the Journal of
Reading Editorial Ad. sory Board.

IR is « journal of adolescent and adult litera-
oy, dnd the board members were looking for
ways that the journal counld address the theo-
ry und practice of adult literacy instruction—
strategies and tools, assessment and tedaci-
ing workplace literacy, beginning adult
literaey, and the stages in hetween—in u
comprehensive way without excluding the
Journal's focus on adolescents.

Over the years, many outstunding articles
on adult literacy issues have been published
in IR, and we realized that they provided un
excellent resource. The suggestion was made
to gather these pieces into a single book, to
allow eusy access for both adult literacy pro-
fessionals and volunteers. The International
Reuding Association could then use its
resources to make the book available to its
menibers as well as to others working i his
field.

I reviewed hack issues of IR and identified
articles that focused on adult liceracy topics.
Janet Rumage Binkley, IR's editor. offered
some additional suggestions. In order to
ensure that the hook included the best and
most recent thinking on acult literaey instruc-
tion—a field that has changed over the past

years—most of the articles included in this
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resulting conpendium come primarily from
recent years. Some articles were excluded to
avoid unnecessary overlap, several important
pieces from earlier vears were included. We
decided to exclude articles on college litera-
oy, an area gesrally distinet from other adult
literacy efforts.

The resulting selection of articles was
grouped into sections, as follows: theoretical
and organizational issues, assessnient, gener-
al teaching methodology. techniciogy, tutor-
ing. and workpluce literacy. Each of these
sections in the book begins with a brief intro-
duction that provides an overview of the topic
and the articles.

Teachers of children clearly have a tremen-
dous responsibility, but how much greater. in
a way, is the responsibility of the teacher who
serves adults. people who often had given up
on a systenm but have risked coming back.
This book is aimed at providing some answers
(and more questions!) to help teachers and
tutors of adults increase their knowledge
about issues related to reading instruction so
that they can better address the needs of their
students. I hope that the book will serve ays
the basis for discussion among program
administrators. teachers. and tutors, wniversi-

1 students, and the adult elients themselves,

MCR




T heovretical and
Organizational Issues

13
The materials of instructien as well as the underlyving
theories of teaching and learning that were developed

during the first half of the century continue to shape

’

people’s underiying conceptions of literacy education.

—LANGER, 1991, p. 11

hat paradigms are behind adult

literacy programs? Whom do the

programs serve? With what suc-
cess? The pieces in this section address defin-
itional and management issues regarding
adult literacy programs.

Langer (1991 ) points out that “although
notions and uses ¢ literacy vary among cul-
tural groups, they also change within groups
across time” ip, 12). When I selected die arti-
cles for this section, I took « hard look at the
authors’ theories and notions about the uses
of literacy In the first piece, Hstey and Stahl
provide a provocative essay on the metaphors
used o dramatize illiteracy and how they
shape our thinking. The piece analvzes the
problems of metaphor and of competing
stukeholders and concludes that we should
dalwavs consider literacy in a political con-

text. Shiman writes from personal experience

ERIC
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and corrects the assumptions he held regard-
ing adult reading instruction.

Heathington argues for an expansion of
thie definition of literacy for adults.

Davis uses a sociological perspective to
show how programs in different settings
reflect the values of their sponsoring institi-
tons. Learners whose values do not coincide
with those of the institutions become resisters.
Community oreanizations «re sugeested as a
viable alternative to existing institutions.

In the next vwo pieces, Norman and
Mualicky unulyze stages in the reading devel-
opment of adudts. They adopt a constructivist
view (Hiehert, 1991, inwhich learners are
seen as active participants in the creation of
their own knowledge In their latter picce.
they describe a study that used interviews and
miscue analyvsis to evaluate adults. Results

showed that adults use knowledge-based
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strategies and supported previous findings
that adults’ reading development begins with
the use of langnage.

The remaining pieces have specific foci.
For Fervell and Howley it is rural programs,
and for Hansell and Voelkel. a prison popula-
tion. As a group, the pieces in this section

address the theory and practice of adult liter-

acy programs within changing paradigms of

instruction. The variety of settings helps keep
a broad perspective.

References

Hicbere, E AL (1991). Introduction. In E 1L Hiehert
(£d.). Literacy for a diverse society (pp. /-3,
New York: Teachers College Press.

Langer. J.A. (1991). Literacy and schooling: A
sociocognitive perspective. In E AT Hiehert
(Fd.). Literacy for a diverse society (pp. 9-27).
New York: Teachers College Press.

Theovretical and
Organizational

Issues

Reconceptualizing the
Language of Adult
Literacy

PauL J. ILSLEY
NORMAN A. STAHL

SEPTEMBER 1993

recent magazine advertisement
contained a headline designed to
have the same type of advertising
punch for the U.S. adult literacy
movement as the “be all that you can be™
sound bite had for tle U.S. Ariay. The idea
behind the ad was to recruit volunteers for
The Coalition of Adult Literacy. Produced in
1989 b, the National Advertising Council,
the advertisement portrayed a crowd of most-
ly average-looking people in a large picture.
Underneath was the eye-catching message
“There's an epidemic with 27 million viciims.
And no visible symptoms.™
The application of certain trigger words in
the headline was intended to shape the read-
er’s perspective and to recruit volunteers to
assist nonreading adults in need. The text of
the advertisement was cven more gripping. in
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that it appealed to both altruistic and patriotic
instincts. It stated that “millions of Americans
are victims of a tragic epidemic.” and that “in
human terms, the price of illiteracy is stagger-
ing. People who can’t read. often can’t work.
They make up 50%-75% of this country’s
unemployed.”™ Furthermore. it appeared that
one need not have special skills to help. be-
cause "when you join the fight against illiter-
acy...it takes no special qualifications. If you
can read. you can tutor or help us in countless
other ways.” Yet as one looks critically at the
advertisement. the following components
seem out of place:

* Many people in the picture look confused
and aimless. as if nonreading adults are
that way. Probably some are. though cer-
tainly not all. as is true of any population,

The reference to “epidemic™ is strange. if

not patently inappropriate. because it
sounds as though people who cannot read
are sick. Probably some ure but, again. so
i some of the rest of the population.

The overworked and careless slogan used
by some members of the adult literucy
movement that there are 27 million vic-
tims™ is suspect for two reasons. First, to
estimate a number of illiterates requires a
solid definition of illiteracy. Is literucy
merely th2 =% ility to read the printed
word? Is 1t a matter of being functional in
the roles of parents. citizens, and work-
ers? Or is it to be equated with “voice”
and “‘power”? The numbers vary greatly
according to the definitions of literucy
and illiteracy. Second. the word victim is
a label that applies to people who are on
the receiving end of a crime or a disease.
Morcover. the word evokes images of a
fool or a chump. or someone who has
lost control of a situation. Nonreading

adults are not victims in either sense of

RIC

the word. It is sheer speculation. if not
outright prejudice. that guides the selec-
tion und use of this term.

Equating illiteracy with unemployment.
or for that matter, crime. drug abuse. or
any other social evil. rests on the assump-
tion that the inability to read necessarily
makes a person a societal burden. and
fails to note the productivity of illiterate.
semiliterate, and non-English-speaking
adults in factories. on farms. in service
industries, in homes, and elsewhere.

The implication that anyone who can
read can help illiterates may well be true.
but by itself the statement is facile and
irresponsible, Effective volunteer literacy
programs are highly complex organiza-
tions that rely on the coordinated efforts
of a variety of people. including the stu-
dents themselves (Hsley. 1990). In a real
sense. a person’s decision to learn to read
is a negotiated affuir. not a matter of
“helplessness™ (Ilsley. 1985a).

The overall effect of the advertising cam-
paign is that it serves the need of orguni-
zations that produce literacy programs,
not the needs of nonreading adults.

Unfortunately. illiteracy is often discussed
in relation to such striking notions as war. dis-
case. prison, and chronic unemployment both
in print and in electronic media campaigns.
Similar overzealousness and sensationalism
is emploved regularly in the speeches of well-
12known figures. For instance, when address-
ing the 1984 National Convention of Literacy
Volunteers of America. Barbara Bush (wife of
the then U.S. vice president) proclaimed that
“adult illiteracy is one of the nation’s most
insidious diseases.” The following year. in his
address to the American Newspaper Publish-
ers” Association, former U.S. Secretary of




Education Terrell Bell (1985) argued that “the
time is now to mobilize our forees. the corpo-
rations. various sectors of government, the
military, and. of course, the media against
adult illiteracy.”

Why resort ta pretentious language, inflat-
ed statistics. and misplaced metaphors for the
purpose of dramatizing illiteracy to the pub-
lic? Usually. people select metaphors accord-
ing to their own vested interests in describing
a situation or solving a problem. Furthermore,
as individuals or organizations develop and in
a sense market a metaphor to explain a con-
cept or 4 phenomenon, they are attempting to
create a power base that feads the selected
audience to interpret the problem in a way
favorable to the goals of the respective group.
Indeed. both the public and nonprofit sectors
are rather like the private sector, where lan-
guage is used strategically in advertising and
public relations campaigns to compete tor
market share or in this situation grants, con-
tracts. favorable public opinion. etc.

The more successful if not dramatic the
metaphor. the more likely will be the group’s
emergence into a dominant leadership posi-
tion. It is the metaphor that becomes known
to many. Unfortunately. he highly affective-
effective public metaphor on literacy avoids
forcing both professional and laypersons to
come to grips with a basic definition of litera-
cy (e.g.. literacy vs. functional literacy vs.
illiteracy. or refative literacy vs. absolute
literacy).

At this juncture. the way stakehaoiders
describe adult literacy reflects their position
and goals and perhaps even determines their
success as an ongoing entity. Hence. educa-
tors need to note the language used by gov-
ernment leaders and by the media to describe
literacy and illiteracy. In the rest of this arti-

cle. we present some of the more popular
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metaphors. followed by analysis of their
usage.

The discuss. n that follows is organized
around four metaphors that have been pre-
sented regularly in the popular press. in elec-
tronic media. and in speeches by both elected
and self-proclaimed U.S. leaders. These lan-
guage devices are what might be identified as
public metaphors. Thev serve what Hayakawa
(1978) noted as the affective use of lan-
guage—designed to invoke strong connota-
tions in the public’s collective mind. We
cover (in order) illiteracy as a function of
school language, illiteracy as a disease. illiter-
acy as a national enemy in the military sense,
and illiteracy as a lack of capital in a cultural
banking system. Scribner (1984} in a some-
what similar vein used the development of
metaphor to attempt to define literacy. Yet her
forms of metaphor (i.e.. literacy as adapta-
tion. literacy as power, literacy as state of
grace) were presented for scholars by an
acclaimed scholar. Thus her metaphors have a
rather “private™ usage serving a specialized
population. The metaphors identified here are
drawn instead from the public media and
have an impact on us all.

The School Metaphor

By far the most popular and perhaps most
ironic of all choices of language to describe
adult illiteracy comes from professional ed-
ucators. who speak of literacy in absolute.
auantifiable terms—grade levels. achieve-
ment tests, competency exams—reducing the
problem to school language. This way of
looking at literacy has consequences if
applied to literacy programs, What sense does
it make to subject people who did not per-
form well in their school vears to the same
regimen of rote memorization. isolated skill
mastery, punctuality. and obedience”?
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In contrast. adult literacy education as-
sumes participants will display consistency,
ingenuity. cooperation, and effi¢ciency—the
kinds of attributes that promote personal suc-
cess and help to drive an organization or pro-
fession in this modern technological culture.
Hence. at the very least. pedagogese is out of
place in the adult literacy context.

Anyone who has discussed the matter with
one or more nonreading adults will agree that
the standards by which youngsters are mea-
sured in the typical U.S. classroom give way
in adulthood to other standards and goals. It is
not necessarily true that adult nonreaders.
whom we often treat like metacognitively
naive youngsters, do not know what they
want, as the stereotype would have us believe.
Like the rest of us. they would like to achieve
their goals on their own terms. When the
school language. tests. processes. roles, and
norms that failed them in the past appear to
be once again unrealistic or uncompromising.
adult nonreaders simply avoid them.

The Medical
(and Industrialj Metaphor

In response to the societal disease of adult
illiteracy. the adult nonreader is encouraged to
check into a learning clinic, where the primary
symptoms are hypothesized during a rriage-
like intake interview, which is then followed
by the in-depth diagnosis of weaknesses and
strengths (in that order) by a clinician or an
intern and the prescription of an individual-
ized plan of instruction. Then through the
monitoring of instructional vitul signs. prog-
rioses are made. Once the problem has been
controlled. the student-patient is released from
the clinic to undergo long-term rherapy at the
local adult education program while on the
other extreme the illiterate is declared a rermi-
nal case as an undiagnosed dyslexic ora
learning-disabled individual.

Q
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The medical metaphor, like any. has a¢ an-
tages and disadvantages. Aimong the advan-
tages s the image that there is scientific preci-
sion in teaching adult literacy. The result is the
quest for systematic analysis of students, and
consistent and efficient programming and
instructional evaluation. Goals are clear. ac-
countability is high, and records are kept meth-
odically under such a model. Moreover, the
sense of drama contained in labeling adult il-
literacy a social diseuse creates societal aware-
ness and evokes public consciousness raising
and charitable participation akin to calling
national attention to cancer or heart disease.

As for the negative, there is a difference
between curing a disease and promoting
heatth. A premise behind the idea of eradicat-
ing illiteracy, as if it were a disease. is that a
deficit model is appropriate. Merely by elimi-
nating illiteracy we will have met our goal.
However, the medical model is not very at-
tractive to participants. Even if it were possi-
ble. rooting out illiteracy from society is not
nearly so upbeat a proposal as is the advance-
ment of literacy. which is more purposeful
and full of hope. Common sense would indi-
cate that educational programs are more like-
ly to appeal to people when the benefits and
ease of attending are presented persuasively
rather than when people are shamed or even
coerced into programs designed 10 “eradicate
the disease of illiteracy.”

Moreover, the medical metaphor places
the problem within an individual. Consider
the purpose of diagnosis. Once tested. various
characteristics of the person—as opposed to
his or her context, cilture. or society—are
identified for treatment. The myth is encour-
aged that all similarly diagnosed individuals
can be treated with the same kind of instruc-
tion. Also. when illiteracy is defined as an
individual problem. an educator can define
deficiencies in ways that remove a student

b~
Do
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from the decision-making process. Belief in
the stamip of industrialization, or the cookie-
cutter model. predominates. leading to the
unitization, standardization. and compart-
mentalization of students and their problems.
In this way, illiterates are not educated: they
are pracessed. (And people don’t like thatin
medicine, either.)

Finaliy, the medical metaphor, with its
crass implication that people are diseased and
that there is an epidemic in our midst. sug-
gests that illiterates are contagious and are to
be shunned or feared. Despite the drama
implied when the medical metaphor is put to
use. it is pretentious and misleading. As the
model is questioned at other levels of educa-
tion. so it certainly should be rethoughtin
adult literacy education circles.

The Military Metaphor

Perhaps it was the Lyndon Johnson—era
slogan of the “War on Poverty™ that gave rise
1o the more current U.S. slogan of the “war
on illiteracy.” In declaring war. the fegions of
volunteers will be straicgically mobilized in a
campaign to hit the target populations. Ame-
ricans will win the hattle against illiteracy
and conguer ignorance. In this way. the mili-
tary metaphor provides the illusion that the
enemy is a serious threat to the nation and
that as good Americans. we must find that
inner resolve to respond in a bold and forth-
richt manner.

While such militaristic talk highlights the
problem of illiteracy for the public. it sKirts
the harsh analysis that the populace would
find of little direct interest. There is no mis-
taking that those who nse such rhetoric are
dreaming of a speedy educational Desert
Storm rather than a pedagogical Vietnam-
style quagmire. Indeed it is all too easy to get
caught up in patriotic flag waving (if not pro-
paganda) without realizing that the illiteracy

problem is serious .nd requires an enormous
amount of attention and the commitment of
resources. Similarly. the unidirectional
recruitment campaign makes no estimation of
the difficulty of reaching illiterate adults and
convincing them to join programs. It will take
long-term strategic planning to reach.and to
serve the target population of nonreading
adults properly.

Furthermore. we must ask what a closer
examination of military talk says about vol-
unteers and the call to arms. Talk of such a
200d war suggests there may be the glory of
personally co.  ering illiteracy in a willing
and able tutee. Yet, when a person decides to
become involved in the “war on illiteracy.™ he
or she must be concerned with the possibility
of becoming another of the casualties who
fall by the tutorial wayside. _

And what does the military metaphor say
about the potential students? Just who is the
enemy in this war on illiteracy? Is it all of
society, for permitting conditions to reach
such proportions? Not likely. Social reform is
not an important matter in the circles that rely
on such rhetoric. Are schools to blame tor
ineffectively educating a proportion of stu-
dents under their charge? Hardly, since the
action is with the students. and not with school
reform (adult literacy and school reform are
concepts that are rarely linked). No. adult illit-
erates themselves are the object of attention,
and. though they are not deemed the enemy.
they are nevertheless depicted as Kiplingish
burdens to society, as unemployable. and as
ashamed of themselves. and therefore as like-
ly targets for literacy instruction.

Like the medical metaphor, the military
metaphor is based on a deficit medel. The
logic of it leads one to believe that conquer-
ing the enemy will bring peace (or peace of
mind). That is. ridding society of illiteracy
will promote higher [evels of employment,
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better family relations, and even improved
worker morale. The American Century will
continue past the year 2000.

Yet there is an old saying that "a nation
that hates war will never find peace.” It is not
enough for society to hate the opposite of
what it wants. It must instead envision its
goal, and then act on the vision. No amount
of hating a social condition. such as illiteracy.
will bring about the opposite, such as the
achievement of a literate society. There is a
vast difference between a nation that is not
illiterate and one that is literate. Promoting
war, calling good people 1o arms, and encour-
aging hate of any Kind is a limited worldview
in any event. While the battles rage on and
nonreading adults are caught in the crossfire,
the military metaphor is not all it can be.

The Banking Metaphor

In the banking metaphor, assumptions are
made about the nature of knowledge and of
the way people gain it. Accordingly, knowl-
edge is stored in vaults from which with-
drawals and deposits can be made. A person
is rich when his or her mind is tull of facts. In
this way, educators from the preschool
through the university are like bankers, in that
they keep watch over the currency of knowl-
edge—or of that knowledge that is officially
approved. The coin of the realm then is the
content. which is taught in school, that
appears on standardized tests and supports
the belief system of the dominant economic
culture. Language. facts, beliefs, and ¢ven
regional or cultural dialects that are not a part
of the official svstem are decmed inappropri-
ate and. on balunce. “correctable™ (Freire,
1970) to the degree that a corpus of culturally
appropriate knowledge is deemed necessary
(Hirsch, 1987).

One positive attribute of the banking meta-
phor can be seen in its hopeful nature. There

is comfort in wealth, and a realistic plan to
gain economic (educational) security is
intriguing to people as well as ingrained in
the American national psvche as positive.
Better y=t. unlike money. knowledge is infi-
nite. and its value relative to the situation. Itis
all around people, and it is there for the tak-
ing. A belief in the banking metaphoris a
belief in the goal of education.

To consider the metaphor’s prejudicial
side. not all knowledge is equally accessible.
and not everyone is granted equal entry to it.
Some knowledge is sacred and is kept from
people who fack the proper credentials to
obtain it and hence to use it “properly.” Infor-
mation from the medical. legal. mortuary sci-
ence. and insurance fields comes to mind as
an outstanding example. It takes persistence
to secure the linguistic capital or the specific
information about a disease. a coffin, or a lifc
insurance policy. unless one happens to have
passed the respective rites of passage to be a
doctor. an attorney, an undertaker, or an insur-
ance agent. The professions are not typically
educative. Indeed. many professional regis-
ters and practices are inherently monopolistic
and are designed to hinder public access to
information that would otherwise be in the
public interest.

Since the teaching profession has been his-
torically an acceptable portal into the middle
class. teachers have often fallen into the role
of the metaphorical loan officer guarding the
cultural capital. The question that becomes
central to the literacy debate is whether edu-
cators should be keepers of the official knowl-
edge. as opposed to facilitators of the critical
thinking skills that will empower others who
are at present without the accepted currency.
Actual capital to offer services. of course.
tends to go to those who accept the keeper
role. as onposed to those serving in commu-
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nity organizations that advocate change with-
in the system.

Choice of Melapliors

The four common metaphors just discussed
are not the only ones now in use. Others
favored in public relations circies. if not
among professional educators. include gar-
dening. computing. machine language. and
communications. All of these metaphors.
along with the ones we analyzed above. have
at least two things in common. First, they
place the selection of solutions above the
determination of the problem. In doing so.
they categorically remove students from the
decision-making process. as if their opinions
of what it means to be illiterate or to be literate
are subjective, value laden, unsophisticated, or
in some other way do not matter. Second.
these metaphors are all nonhuman. Reliance
on medical. military. and banking metaphors
conveys a belief in systems. techniques. and
professional expertise—not in the mission. the
purpose. or the human processes of learning.

The careful selection of language to discuss
any problem requires first considering the full
extent of a situation: second. determining
what is to be achieved and in what ways: and
third. finding the connotations that accurately
convey the meaning. Adult literacy educators
need not be locked into nonhuman metaphors.
despite their allure. unless these truly describe
our beliefs. Let’s hope the day will come
when human language is more compelling
than technical and mechanistic language.

There are times when dramatic, emotion-
laden language is used to convey a sense of
urgency and there are other times when it is
used to advance an agenda. In discussions of
adult literacy. ali stakeholders have a moral
responsibility to avoid allowing the “war
against illiteracy™ to turn into an undeclared
war on illiterates. In “conquering the epidem-

ic of illiteracy™ we must not view the learner
as diseased. It is imperative that society
respect the dignity. the rights. and the accom-
plishments of all people. regardless of their
ability to deal with the printed word.

The Problems of Metaphor and
Competing Stakeholders

Values and assumptions are inherent in
phrases applied to adult illiteracy. The
metaphors all too simply present fundamental
premises about the nature of illiteracy and
those who cannot read. Those most prone to
making such statements are probably well-
meaning members of the adult literacy move-
ment. such as politicians, community leaders.
and educators. Though they may not intend to
affront adult nonreaders with their language,
their word choice probably follows their own
interests—that is, the interests of their respec-
tive profession. Educators may wish to spice
up the rhetoric with scientific or medical lan-
guage to provide the clarion call. and politi-
cians may use forceful. vote-winning military
language as a function of ongoing campaigns.

Whatever the interest in adult literacy. the
resulting choice of words used to describe it
is important because the labeling of a prob-
lem directs the solutions. To elaborate. if illit-
eracy is defined in ternis of reading deficien-
cy. the solution is to direct the nonreading
adult population toward reading instruction.
Il'literacy is defined in terms of citizenship—
that is. if what it means to be literate includes
the ability to fill out tax forms. drive a car.
vote regularly. or use medical services—then
the solution is quite different.

The question then follows: Who should
label the adult literacy problem? The govern-
ment? Corporations or other employers? The
students themselves? Clearly. in the years
since illiteracy has become a media-invested
concern, various groups have expressed an

'S
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interest in defining both illiteracy and the
attending solutions. including reading spe-
cialists. adult educators. politicians of various
stripes. corporate moguls. workplace leaders,
criminal justice workers, librarians, religious
leaders. newspaper personnel, and more
recently, special educators (working with
learning-disabled or otherwise cognitively
handicapped persons). In each instance. there
is a different view of literacy and what it
means to be literate. according to the respec-
tive stake or investment. There are also
expectations of people regarding how they
are to behave—for example. to be spiritual. to
be law abiding. to be good consumers. Yet in
no instance are provisions made to help non-
reading adults determine for themselves why
they should learn to read. Each of the stake-
holders touches but a part of the elephant and
describes the beast minimally.

Is there an easy way for professionals to
avoid the problems inherent in the overre-
liance on metaphor to convey understanding,
biased or not. about the literacy situation? We
think not. Clearly. metaphor provides easily
developed affective-level communication that
promotes understanding without the necessity
to coin new words or jargon unlikely to be
found in the working vocabularies of the mul-
titudes. or to write extensive text conveying
information to a sound-bite generation depen-
dent upon bulleted. chopped text and 15- to
30-second messages over the airwaves.

Indeed. metaphor may be the most direct
form of communicating new ideas or impor-
tant issues of the day. However. as Hayvakawa
(1978) warned. the real danger is that meta-
phor often passes into the language (and we
would go as far as to say into the national
psyche) as part of the working vocabulary
and hence the regularly accepted concepts of
complex societal phenomena. When a ques-
tionable metaphor, such as one of those men-

tioned earlier. is regularly used. the best hope
is that it will in time simply become a cliché
and hence inconsequential. Still there is no
overcoming the initial problems encountered.

The issue is not so much whether a meta-
phor is used. but whether it promotes the lan-
guage of the commons. provides useful. posi-
tive elements for public discourse, and
reaches the greater portion of the stakehold-
ers. This implies the need to use language that
educates. not simplities, and the need for not
just education for illiterate adults but for all
the highly educated individuals who serve or
want to serve the, nonreaders—namely, those
who write the advertising text, those who
draft the campaign speeches, those who com-
pose the popular press manuscripts, those who
write the nighttime television sound bites,
those who develop commentaries for radio
shows and newspaper editorials. It also calls
for greater communication between literacy
providers and iiteracy advocates so that we
come together to speak a common language
and convey important ideas and current issues
to the populace via agreed upon and readily
comprehensible understandings (Ilsley.,
1985b). The need for further cross-discipli-
nary and cross-national forums such as the
cosponsored Adult and Adolescent Literacy
Forums becomes apparent.

To many. literacy is a phenomenon about
which society assumes a common and a uni-
versal understanding. Of course, neither as-
sumption is correct. Compare. for example.
how literacy is defined in the workplace with
how it is defined in a community action cen-
ter. In the former. the desired result is in-
creased productivity for the company, if not
the country, whereas in the iatter. it is group
empowerment for the poor and oppressed.
Viewed this way. the problem with the way
most of us rely on adult literacy metaphors is
that it allows us all to bridge among special-
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ized fields at the expense of the nonreading
adults themselves. So long as popular meta-
phor provokes either positive or negative
images of what it means to be illiterate or lit-
erate, and the consequences to a nation, we
may miss more subtle though holistic points
of the human issucs of illiteracy.

ather than presupposing that illiteracy is
an individual problem, we should always con-
sider literacy in a political context. If illiteracy
has political origins, it is likely that literacy
requires political solutions. Adult nonreaders
can certainly participate in determining the
curriculum. In this way, literacy education
focuses not only on individual instruction but
aiso on group instruction, to the end that par-
ticipants comprehend the forces and injustice
that can oppress entire groups of people. If
those of us involved in all facets of literacy
education begin to understand the attitudes
and the agendas of the various stakeholders
(our own included), exhibited through the
metaphors and language used. we will have
accomplished a great deal. Then and only
then will the U.S. be in a position to address
the needs of adult nonreaders.
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Theoretical and
Organizational
Issues

Expanding the
Definition of Literacy
for Adult Remedial
Readers

BETTY S. HEATHINGTON
DECEMBER 1987

e often ask “How do we define
an adult remedial reader?” The
definition is important. It
should help us in providing an
appropriate reading program for these adults.
If we know, or can define, a situation, we
should be able to plan for it. However, many
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current definitions do not help us to plan and
implement programs or understand the needs
of the adult remedial reader. This article
reviews some current definitions of literacy
and suggests that an expansion of the defini-
tions is needed, based on information gained
from interviews with adult remedial readers
as they describe their needs.

Current Definitions

Consider some of the current definitions of
literacy:

* The reading und writing ability definition
1s one of the earliest definitions of literacy,
stating that persons are considered literate if
they can read and write their names. The U.S.
Census Bureau has considered individuals to
be literate if they reply affirmatively to a
question about their ability to read and write a
simple sentence. The requirements for litera-
cy under this definition are modest: extensive
skills are not required. This definition gives
us little direction in program planning. We
simply would have as our objective that the
adult would be able to read and write his or
her name or a simple sentence. Such a read-
ing program would be a limited one for the
adult remedial reader.

o The years of schooling definition. An-
other definition of literacy is years of school-
ing or grades completed. Some people dis-
agree that this is a valid definition. They point
out that just because someone has not com-
pleted 12 years of schooling, it does not nec-
essarily follow that she or he cannot read:
and, conversely, just because someone docs
receive a diploma. it does not mean that she
or he can read. However. after examining
extensive data, Fisher (1978) has stated that
the evidence is strong that those who fail to
graduate from high school constitute the bulk
of illiterates. Further. Hunter and Harman
(1979) have stated that when high school
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completion data are compared with compe-
tency testing data, essentially the sarae num-
bers are established. There seems to be a
strong link between years spent in school and
competencies in reading. The ease of defining
literacy by years in school is undoubtedly
another reason it is often used as a measure.
However, defining literacy by a prescribed
number of years spent in school does little to
guide the content or process of an adult
program.

* The grade level equivalent definition is
prevalent in educational writings. Dinnan
(1980) has described illiteracy as the inability
of the individual to function with materials
written beyond 5th grade level. In Adult Ba-
sic Education. three categories of ability are
defined by references to grade levels: Level |
= Grades 0-3 (beginning): Level I} = Grades
4-0 (intermediate): Level 111 = Grades 7-up
(advanced). Three levels associated with
grades in school are also presented by Powell
(1977): (1) 2 :reliteracy level during which
the individual vegins to gain knowledge and
use of basic skills in society—namely, those
essential literacy skills upon which further
learning depends (estimated grade level of
K-3): (2) a basic literacy level during which
literacy skills can develop further without for-
mal instruction (estimated grade level of 5.5):
and (3) a career literacy level during which
basic skills plus advanced skill performance
are necessary (estimated grade level of 7.5).

The definition of grade-level equivalents
forces the adult into a pattern provided for
children. It must be remembered that grade-
level scores on standardized achievement
tests use norms based on testing of specific
populations. For example, a 5.0 reading score
is what the average child in a 5th grade stan-
dardized sample scored on the test. Problems
in using these scores with adults, who must
deal with very different types of content and

g
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situations than those addressed in an achieve-
ment test. must be recognized. The content
and situations related to reading for ar adult
are very different from those of a child in the
early grades.

s The competency-based or functional lit-
eracy definition relates to the individual's
ability to read real-life materials. At present.
competency-based or functional literacy is
receiving more attention than the previous
definitions. However. Ayrer (1977) has point-
ed out how difficult it is to define functional
literacy: “Everyone knows what functional
fiteracy is but no one can tell you. It's one of
those concepts for which theve is no single
definition which will fit every situation.”
Hunter and Harman (1979, p. 7) define func-
tional literacy as “the possession of skills per-
ceived as necessary by particular persons and
groups to fulfill their own self-determined
objectives as family and community mem-
bers. citizens. job-holders. and members of
social, religious. or other associations of their
choosing.” Kirsch and Guthrie (1977-1978)
defined functional literacy as relating to the
level of skills nceded by individuals or popu-
lations to be able to complete a certain real-
life reading task. Readence and Moore (1979)
list functional literacy skills under five major
categories: forms and applications. advertise-
ments, pictorial materials. consumer informa-
tion and directions. and information and
information sources.

In recent years. the competency-based or
functional definition of literacy has been
prevalent in the United States. In 1970, Louis
Harris and Associates conducted a study to
assess survival literacy skills. defined in
terms of such tasks as reading an application
form. a telephone directory, and a classified
ad in a newspaper (Hunter & Harman, 1979).
The Adult Performance level (apL) Project
also used functional competencies to assess

literacy: consumer economics (reading labels
on cans). occupational knowledge (reading
job-wanted ads). health (reading first aid
directions). community resources (reading a
movie schedule), and government and law
(reading about your rights after arrest)
(Greenfield & Nogueira. 1980).

The competency-based or functional read-
ing definition provides much more direction
in program planning and program implemen-
tation than do the other definitions. Content
for reading classes for adult remedial readers
can be specified more clearly. Such a defini-
tion has contributed much to an understand-
ing of the adult’s needs. However. although it
is superior to others. it lacks certain aspects
needed for us to fully understand the adult
remedial reader. It focuses on the individual's
ability to read certain types of adult materials.
The definition is directed at reading skills
needed for real-life materials: overlooked are
the affective aspects of adult reading situa-
tions. The current competency-based or func-
tional reading definition needs to be expand-
ed to include affective aspects of literacy.
Interviews with adults in a literacy program
show us why:.

Expanding the Definition

In interviews conducted in the University
of Tennessee Adult Reading Academy Pro-
gram over several years. adult remedial read-
ers have described not only their needs relat-
¢d to reading certain types of materials but
also their feelings about reading. Thesce feel-
ihgs should be addressed as programs are
developed, for they cuan help us in under-
standing the adult remedial reader. Let us
note examples taken from the interviews
which demonstrate the impact the affective
domain has on the adult remedial reader. In
the interview. the readers describe the effects
of their inability to read on their lives as relat-
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ed to their roles as workers, as consumers. as
parents, as students, in social situations, and
in recreational or leisure situations.

As workers. Unemployment and under-
employment often concern adult reniedial
readers. The interviews reveal over and over
the embarrassment of an adult who had to
take his wife with him so that she could
complete the job application form for him,
or the adult who stated that his most embar-
rassing times were when he had to fill out a

job applicatio:. form “in front of all of those

people.” The interviews reveal the frustra-
tion and fear reloated to employment.
Examples include:

» The cook who was atraid someone would
find out she couldn't read the recipes.

» The mechanic who was embarrassed when
his boss found out he couldn’t read the
charting sheet.

¢ The truck driver who was frustrated be-
cause he couldn’t locate places for deliv-
eries because he couldn’t read the road or
street signs.

*» The chemical worker who was frightened
and frustrated because he couldn’t read
the labels on the chemicals he mixed.

» The worker who was embarrassed because
he had to ask fellow employees to read
his work orders.

*» The worker whose self-esteem was very
low because he had to tape-record his
work and take it home to be typed or writ-
ten by family members who could read.

As consumers. Feelings of embarrassment.
low esteem. and frustration also plague the
adult remedial reader in the consumer area.
When faced with such tasks as buying gro-
ceries. obtaining health services. securing
credit. paying bills, writing checks. reading
menus. and a host of tasks taken for granted
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by most people in a modern society. adult
remedial readers are affected in adverse
ways. For example.

* They are embarrassed when they cannot
read labels in a grocery store and must
ask for assistance.

* They feel guilty that they cannot read
health-related materials so that they
know how to take care of a sick child.

* They are fearful of signing documents
for credit buying because they must de-
pend on others to explain what they are
signing.

As parents. Many adult remedial readers
express concern about their reading as they
become parents. They are fearful that their
reading problem will have detrimental effects
on their children. For example:

* They are embarrassed when their chil-
dren’s friends find out they cannot read
or they are afraid such revelations will be
made.

e They are afraid their children will ask
them to read a book aloud and they will
not be able to do so.

» Fathers have expressed their feelings of
inadequacy when the mothers can help
with homework and they cannot help.

As students. In educational settings, adult
remedial readers face frustration and feelings
of inadequacy as they attempt to gain knowl-
edge and skills to improve themselves. For
example:

* They are embarrassed when asked to
read aloud in a classroom. They are un-
comfortable and nervous when teachers
make such requests,

* They are frustrated when they cannot read
assignments or pass tests,




Q

ERIC

PAFullToxt Provided by ERIC

In social situarions. Social interactions
with family, friends, and work colleagues are
sometimes difficult for those with limited lit-
eracy skills. For example:

» Many of them are frustrated at being un-
able to read letters from family and
friends. One man could not communi-
cate with a son in a distant state because
of his inability to write and inadequate
tfinancial resources for telephone calls.
Many report embarrassment in church
activities. specifically Sunday school
classes when they are asked to read a
passage in the Bible. They report feeling
inadequate when they must decline to
read in front of social acquaintances.

For some. social activities taken for grant-
ed by many of us create an unpleasant
situation. One weman never went to baby
showers because she was “afraid they'd
play those writing games.”

Many go to great efforts to hide the fact
they cannot read. Sometimes close fam-
ily members. even a husband or wife.
are unaware that the person is unable to
read. They sometimes report they feel
like “half a person™ and are ashamed to
tell even those close to them about their
inability to read.

In recreational or leisure situations. Read-
ing provides pleasure tor many people: this
pleasure is denied those who lack reading
skills. For example:

* One woman reported she was lonely and
wanted to read books to fill the void.

* Another woman was frustrated at not be-
ing able to iead books that “teach things
of value in life.”

The foregoing comments taken from inter-
views emphasize that current definitions of
literacy. which concentrate only on materials
and skills. are lacking. The definitions do not
help us understand the frustration. the nega-
tive self-concept, the fear, and the embarrass-
ment that plague ¢ dult remedial readers. We
must expand our definition of literacy to
encompass aspects of affect. We must under-
stand that not only does a definition of an
adult remedial reader relate to his or her read-
ing skills with various types of materials, but
also to using these materials. This informa-
tion can help us plan better reading programs
for adult remedial readers.

References

Ayrer. JLE. (1977, May). Problems in the develop-
ment of a test of functional literacy. Journal of
Reading. 20, 697-705.

Dinnan, J.A. (1980). An evaluation of literacy pro-
gra,as for mature adults, In ML, Kamil & AJ.
Moc (Eds.). Perspectives in reading rescarch
and instruction. Washington, DC: National
Reading Canference.

Fisher. D.L. (1978). Functional literacy and the
schools, Washington, DC: U.S. Department of
Health. Education. and Welfare. National In-
stitute of Education.

Greenfield. L.. & Nogueira. F. (1980). Reading
should be functional: The apt. approach. In L.S.
Johnson (Ed.). Reading and the adult learner.
Newark. DE: International Reading Association.

Hunter. C.S ... & Harman. D. (1979). Adult illiteracy
in the United States. New York: McGraw-Hill.

Kirsch, LS.. & Guthrie. J.T. (1977-1978). The con-
cept and measurement of functional literacy.
Reading Research Quarterly. 13, 485-507.

Powell. W.R. (1977, March). Levels of literacy.
Jowrnal of Reading. 20, 488-492.

Readence, JLE.. & Moore, D. (1979, December).
Coping with minimal reading requirements: Sug-
gestions for the reading teacher. Reading World,
19, 139-148.

.16, 2]




‘e

Theoretical and
Organizational

. Issues

Adult Literacy
Programs:
Toward Equality
or Maintaining the
Status Quo?

DENISE M. DAVIS
SEPTEMBER 1991

f adult literacy programs in the United
- States are viewed as a means to achieve
social and economic equality and there-
by improve society, why do these pro-
grams fail to reach most marginal economic
and social groups? Are there some adult liter-
acy programs that have succeeded or might
succeed in reaching these people? What
obstacles lie in the paths of educators
involved in the implementation of such pro-
grams?

The adult literacy programs found in U.S.
community colleges. universities, and adult
high school classes are frequently described
as serving the “eream™ of the adult nonread-
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ing public (Hunter & Harman, 1979: Kozol,
1985: Mezirow, Darkenwald, & Knox. 1975).
Many of these programs rely on state or fed-
eral funding and must therefore adhere to
rigid requirements for teacher certification.
financial accountability. maintenance of at-
tendance and enrollment records. and course
cowapletion figures. Although these factors
may help explain the fack of attractiveness of
these formal programs to many adult non-
readers, it must be noted that volunteer or-
ganizations such as Literacy Volunteers of
America (1va) and Laubach Literacy Action
{L.1.A) face similar problems reaching and re-
taining students.

Conflicting Values

These issues can be viewed from a socio-
fogical perspective. Programs found in com-
munity colleges, universities, and adult high
school classes tend to reflect the values of the
sponsoring institutions, which more often
than not coincide with values held by the
dominant social class. In the United States.
this “dominant social class™ is that of the
white middle-class male.

These same values permeate the volunteer
organizations. llsley (1985b. p. 12) suggests
that “"without attempting any exact analysis at
this point. one can state that both organiza-
tions [LvA and LLA | uphold strong middle-
class orientations in such matters as interpre-
tations and definitions of literacy, the type
and method of training provided. and the
gouls they attempt to reach.”

Sociologist Bourdieu (1981) speaks of
such entrenched values as the “habitus™ of the
institution. Institutional values reflect laws
and customs accumulated by a social group
over the course of history as well as the web
of perceptions, thoughts, and actions unique
to that institution. Educational curricula
reflect what is accepted as knowledge. cul-
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ture, or linguistic practice by the dominant
social group and thus serve to reproduce the
values of that group. Bourdicu theorizes that
a mismatch between the values of the educa-
tional institution and those of specific learn-
ers is common. Consider adult literacy pro-
grams in light of Bourdieu’s theory. Many
nonreaders are not members of the dominant
social group. Research suggests that a poten-
tial learner’s awareness of this mismatch in
values may result in resistance to an educa-
tional institution’s progranis, not so much
because of content but because of the values
that institution embodies (Beder & Quigley.
1990: Fingeret. 1983, [984: Quigley. 1987).
This problem scems to apply to programs
offered by formal educational institutions and
volunteer groups.

For example. volunteer tutors are frequent-
Iy recruited from outside the learners™ com-
munities and social groups. Despite their no
doubt good intentions, tutors may reflect an
attitude prevalent in their own community—
that the inability to read represents a deficien-
¢y in the learner. Tutors may. as Hsley (1985a)
suggests, include the nonreader in the defini-
tion of the problem by saying “You don’t
know how to read: I can teach you.” suggest-
ing that “You are the problem: I am the solu-
tion™ (p. 38).

Fingeret's (1983, 1984) rescarch clearly
challenges deficiency-based theories of litera-
¢y. Her work with adult nonreaders suggests
that these individuals are neither perceived
as deficient by others in their communities
nor do they view themselves as deficient. It
seems reasonable to assume then that adult
nonreaders would be less likely to resist
involvement in literacy programs that more
closely reflected their own cultural or social
values.

In other words. a resister to a program
offered by a community college may be quite
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willing to encounter and learn the sume con-
tent when it is taught in a community center.
In this context. the learner has an investment
both in the process of learning and in the
community where the instruction is offered.

The Resistance Phenomenon

Quigley’s (1987 Beder & Quigley. 1990)
analysis of the phenomenon of resistance
leads him to note the importance of the re-
sister’s values. Also important in Quigley’s
analysis is the way in which the learner views
the consequences of resistance or nonresis-
tance. Quigley deliberately developed his
model of resistance through analysis of resis-
tance to education as it appears in literary fic-
tion. This. he asserts, eliminates the inevitable
intrusion of the researcher in cross-cultural
work—that is. the reactivity between the sub-
jects being analyzed and the process and bias-
es of the researcher. Expanding on Quigley’s
resistance model and applying it to an analy-
sis of adult literacy programs yields the fol-
lowing conclusions:

1. Resistance may be either overt or sub-
tle. since resisters respond to values imposed
upon them in a number of ways. They may
enroll in a program but drop out quickly
when they perceive a conflict between the
program’s values and their own. They may
quietly conform (or appcar to conform) to
the values. ethics. and definitions of what
constitutes knowledge imposed on them.
while waiting to break through institutional
constraints. They may stay in educational
institutions in order to learn the language of
the dominant social group and eventually use
this knowledge in educational or political
activities designed to strengthen their own
group.

2. Resisters may not be resisting the con-
tent of the program but may find the values
embodied in that program unacceptable. For
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example. learning the alphabet in one context
may be acceptable but in another. unaccept-
able.

3. Resisters may find the content irrelevant
to their lives. Fingeret (1983) asserts that the
ability to read is but one skill that contributes
to the exchange of skills in a social network.

4. Resisters are aware of the consequences
of resistance and nonresistance. Adults in
Fingeret's (1983) research group. for exam-

ple, knew that if they learned to read. all of

the relationships in their social network
would shift. Not only would they have less
time to participate in their social networks.
but their own needs would change.

Adult nonreaders who conform to the edu-
cational practices and values expressed by
existing literacy programs risk eventual rejec-
tion by their own cultural or social groups.
Some conform despite pressure from their
social. family. or cultural groups because
doing so enables them to reconstruct the con-
ditions under which they live. work. and
learn.

An Alternative:
Community Organizations

Experts argue that the most successtul
adult literacy programs are those offered by
community-based organizations or CBoOs
(Anorve. 1989: Fingeret. 1983, 1984, 1989:
Heancey. 1989: Hunter & Harman. 1985:
Isley. 1985a. 1985b. 1989: Jurmo. 1989:
Kozol. 1985: Zachariadis. 1986). lIsley
(1985b) defines ¢BOs in terms of six criteria:

I. Community orientation—the program
serves a definable constituency. is based
locally. and uses indigenous staft.

2. Program independence—the program
is independent and autonomous and does
not rety on a larger organization (such as a
public education system) for managerial
cuidelines.

3. Underserved populations—the prograni
serves populations who typically do not join
more traditional programs because of low
reading level or poverty.

4. Student empowerment—program
objectives include economic and social self-
sufficiency for both students and their com-
munities through measures that promote in-
dependence. Here individual achievement
and independence are linked with community
achievernent and independence. Methods by
which this is achieved vary considerably.,
from job-sKill training to promoting solidarity
among groups effecting social change at the
local level.

5. Learner-centered curriculum—the cur-
riculum is based on learners” objectives as
opposed to a prescribed set of activities and
subject matter. Community-based programs
avoid diagnosis. grade-level assignments. and
the use ot standardized materials. Instead
they rely on students” real-life problems and
on experiential materials.

0. Learner-centered methodology-—meth-
odologies are not didactic nor authoritative in
approach.

To be defined as community based. an
organization need not necessarity meet all of
these six criteria. Heaney (1989) indicates
that many modern community-based organi-
zations were originally grounded phitosophi-
cally in the work of Paulo Freire (1970). who
asserts that learning to take control and
achieving power are not individual objec-
tives. For poor and dispossessed people.
strength is to be found in numbers. and social
change is accomplished in unity.

The Freirean liberatory programs that mul-
tiplied during the 1970s (Heaney. 1989) gave
rise to national networks of liberatory educa-
tors who attempted to adapt methods used by
Freire in other countries to the ghettos and
barrios of North America. These programs
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occupied storefronts and abandoned schools,
for educators in community-based organizi-
tions were denied access to funds readily
available to schools and community colleges.
Yet Heaney asserts that the ¢8O programs
were more effective than those oftered by the
well-funded institutions, when eftectiveness
is defined as high enrollment. retention. and
completion rates. Heaney states that as long
as a program is considered “methodologicatly
distinet but not different in its social and cul-
tural consequences.” itis tolerated as a varia-
tion on traditional systems of adult literacy
education (p. 24). Thus. some €BOs were able
to build cooperative relationships with tradi-
tional institutions, as well as to apply for gov-
crnment or state funding. These alliances
wore tormed at a high cost to their missions,
hawever, when their emancipatory efforts
were blocked by economic sanctions imposed
by their institutional sponsors.

Such problems persist today. A visitto a
neighborhood CBO serving a community of
Spanish-speaking adults in the heart of a large
midwestern U.S. city revealed that emancipa-
tory initiatives are blocked if the ¢BO accepts
federal or state funds. The director and one of
the founders of this center said she was pon-
dering the eventual consequences of the
center's recent acquisition of sLIAG funding
(from the State Local Impact Assistance
Grant program. jointly sponsored by the
Ilinois State Board of Education and the
United States Immigration and Naturalization
Service). Since receivirg the SLIAG grant. the
center has had to devot: much time and ener-
gy to meeting federal and state priorities.
There are rigid requirements for teacher certi-
fication (a problem for this particular center.
where former students often become tutors
and teachers) and accountability. SLinG fund-
ing prohibits students from doing volunteer
work. At this center students have heretofore
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taken pride in participating in decision mak-
ing. as well as in sharing the responsibilities
of building upkeep.

The director is grappling with the issue of
what has been and will be sacrificed in order
to retain sLIAG funding, She remarked that the
center had managed with little money prior to
obtaining the grant and would survive if its
members felt compelled to refuse the funding
in future because of state interference with
the center’s mission. She agrees with Heaney
(1989, p. 24) that “cooperation with main-
stream educational institutions takes its toll
on staff for whom the himited interests of their
sponsors dictate priorities and moderate ac-
tion.” There is often little time left for “criti-
cal teaching and transforming action™ after
fulfilling these obligations.

Literacy and Social Change

The missions of successful community-
based literacy organizations have typically
been linked to issues of empowerment. social
Lobility, and equality for program partici-
pants. In this context. literacy education s
focused on humanitarian principles and on
raising the ability of learners to participate
more fully in a democratic socicty. Although
acquisition of basic entry-fevel employment
skills may be a part of the program, it is not
usually the program’s sole focus.

By contrast, traditional literacy programs
sanctioned and tinancially supported by the
United States government stress literacy for
increased workplace productivity and mainte-
nance of the status quo. For many adult non-
readers. that status quo includes a standard of
living well below the poverty level.

Federal funds and private donations are
readily available for institutionalized literacy
programs that typically fack student invoive-
ment in goal setting and are laden with insti-
tutional values. While some administrators
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and adult literacy instructors ponder the effi-
cacy of whole language as compared to phon-
ics or skills-based methodologies for teaching
adult nonreaders. others express concern re-
garding the inability of literacy programs to
attract and serve large sectors of the nonread-
ing adult population. llsley (1983a) theorizes
that adult literacy programs such as those
offered by many CBOs threaten the established
social order because one of their goals is stu-
dent empowerment.

Community-based organizations are in-
volved in the education of marginalized social
and cultural groups. many of whose members
belong to racial minerities. Some fear the
inevitable social changes that will occur
when these groups educate themselves and
begin to express values counter to those of
the dominant social group.

The United States has traditionally looked
for economic returns from its literacy pro-
grams. We may do well to ponder the wisdom
of Botkin. Elmandjra. and Malitza (1979)
who in No Limits to Learning: Bridging the
Human Gup noted as tollows:

It is neither proper nor necessary 10 assess such

literacy programs o terms of immediate eco-

nomic returns: while literacy may bring eco-
nomic advantages m the long run. the most
immediate concern is o start a process that

Jeads to increasing hunian dignity and to break-

ing the vicious circle of poverty and marginal-

ization (p. 911,

Can we as educators meet the chalienge of

viewing literacy not only as a technical prob-
lem. but as a social and political issue? Will
we dedicate our efforts to development and
use of superior techniques and methodology
for working with adults who are nonreaders?
We must without hesitation focus our efforts
on eventual resolution of the social and politi-
cal issues just addressed. We have the energy.
means. and enthusiasm with which adult lit-

eracy education may be transformed into a
vehicle dedicated to the pursuit of equality.
As Heaney (1989) points out. most eman-
cipatory or liberatory literacy programs have
been sustained by governments for only a
brief time following either a revolution or a
declaration of independence. For these pro-
grams to proliferate and survive. he counsels
that their directors. founders, and teachers
must “maintain the vision™ and “await the
revolution and attempt to prepare learners for
political options not yet available™ (p. 25).
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Issues

Stages in the Reading
Development of Adults
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an stages be identified in the read-

ing development of adults? The

answer to this question has more

than theoretical significance since
this information could be very useful in plan-
ning reading programs for adults.

Tuis article reports a study in which 123
adults, reading at grade levels 1-8, were
assessed to determine the strategies they used
as they read. Oral reading miscues were ana-
lyzed in terms of reading processes and com-
parisons were made across levels. Results
generally revealed two stages of reading
development across the levels tested. In the
first stage. at reading levels 1-3. the adults
relied equally on print-based and language-
based strategies as they read. but initially they
had difficulty integrating these two knowl-
edge sources. Near the end of the first stage.
an increase in integration was evident and
this was followed in the second stage. at read-
ing levels 4-8, by a marked increase in the
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ability of adults to use language knowledge to
integrate and to predict as they read.

Stages Among Children

Stages in the reading development of chil-
dren have frequently been postulated but per-
haps the most comprehensive attempt to
delineate stages is that undertaken by Chall
(1983). who outlined six stages of reading
development. Stage O is fabeled “prereading.”
and the focus is on meaning. with knowledge-
based strategies used to reconstruct stories.

For children. school entrance signals the
start of Stage I. which involves initial reading
or decoding and lasts for one or two grade
levels. In this stage the reader is “glued to
print,” focusing on print-based rather than
meaning-based processing. Stage 2 is a tran-
sition stage occuring at about Grade 3 reading
level and is labeled by Chall as “confirma-
tion. fluency. and ungluing from print.” The
reader begins to integrate print-based and
knowledge-based strategies through exten-
sive reading but the major focus is still on
decoding. Stage 3. which corresponds to
grades 4-9, involves “reading for learning the
new.” The focus is on meaning and on use of
knowledge-based strategies.

Chall’s final two stages are also meaning
based. Stagc 4 occurs from grades 9-12 and
involves “reading for multiple viewpoints.™
and Stage 5 involves “construction and recon-
struction” to gain a “world view.” While
Chall’s major focus is on children, she does
suggest that Stages 1-5 are appropriate for
conceptualizing the reading development of
adults.

Jones’s Three Adult Stages

Few adult educators have attempted to
delineate stages in reading development but
Jones (1981) is one exception. He describes
three phases which cover a continuum with

2
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end points of learning to read and reading to
learn. In Phase |, which involves “using lan-
guage for reading.” the focus is on reading as
a language process and on use of knowledge-
based strategies. Once the reader has estab-
lished a basic understanding of what reading
is. the focus turns to “refinement of word
recognition ability” or print-based strategies
in Phase 2. Finally in Phase 3. labeled "read-
ing to learn.” the emphasis is on deriving
meaning from print with the adu!c relying
heavily on vocabulary and background
knowledge.

There is considerable similarity between
Chall’s Stages 0-3 and Jones's three phases.
although Chall does not view Stage ) as hav-
ing relevance for adult learners. Neither
scheme has been verified by research with
adults and in fact there have been few at-
tempts to provide empirical support for any
notion of stages in the development of adult
literacy. If. as both Jones and Chall suggest.
there are instructional implications arising
from stages in reading development, the
results of research in this area could have
considerable significance in planning and
implementing programs for adults engaged in
literacy programs,

Three Studies of Adults

The possibility of stages in the reading
development of adult illiterates was evident
in the results of two of our previous studies
(Malicky & Norman. 1982, 1983). It ap-
peared that changes in reading strategies
were related to level of reading achievement
and that it might he possible to identify
stages in reading development by analyzing
the strategics used by adults at increasing
levels of reading proficiency. The purpose of
a third study. reported here. was to investi-
gate this possibility
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The sample for the study involved 123
adults reading from grade levels 1-8. They
were attending three different literacy pro-
grams, one at a vocational center as part of a
program in academic upgrading. one at a uni-
versity as part of a research project. and the
final one in a community literacy project
sponsored by the provincial government.
Hence, a fairly comprehensive cross-section
of adults in literacy programs in the area was
obtained. Of the 123 adults. 56 were males
and 67 were females. They ranged in age
from 18 to 63 with the majority in their 20s
and 30s.

Each adult read passages increasing in dif-
ficulty from a first to an eighth grade reading
level. Reading was discontinued when frus-
tration level was reached. Oral reading mis-
cues on all passages except those at frustra-
tion level were analyzed using categories
from the Reading Miscue Inventory (1972):
(1) graphic similarity. which retlects print
processing: (2) grammatical and (3) semantic
acceptability. both reflecting knowledge pro-
cessing: (4) meaning change: and (5) success-
ful corrections. which are thought to indicate

integration of print-based and knowledge-
based processes.

A Shift at Level 3 for Adults

Percentage scores were calculated for each
aduit for each miscue variable and statistical
comparisons were made across reading grade
levels 1-8. Results revealed a significant
change between grades 3 and 4 on three of
the miscue variables: grammatical acceptabil-
ity. semantic acceptability. and meaning
change. These results support the hypothesis
of two adult stages in reading development.
At grade levels [-3, there was little differ-
ence in the ability of adults to use print-based
as compared to knowledge-based strategies.
but at reading level 4. there was a marked
increase in use of language knowledge and to
a lesser extent background knowledge to pre-
dict words while reading. In other words. an
important change at reading grade level 4
involved increased reliance on knowledge-

based strategies but little change in relative
use of print strategies. Hence. increased reli-
ance on print strategies was not a significant
factor in reading proficiency for the adults in
this study.

Figure 1
Diagnostic Indicators of Aduit Reading Stages

Adult Stage 1

Print-based processing

Adult Stage 2
Integrative processing

Level of reading:

Able to read material at grade levels
1-3 with adequate comprehension

Able to read material at grade levels
4-8 with adequate comprehension.

(word identification may be ade-

quate at a higher leveD,
Miscuce profiles:

or the ratio is 50:50.

Halt or more miscues show graphic
similarity to the stimulus: less than
half are grammatically scceptable:

At lcast half the miscues are aceept-
able gramnmatically and more show
grammatical acceptability than
graphic similarity.
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[t is important to note, however, that the
increased use of meaning-based strategies by
more proficient readers was accompanied by
an increase in miscues which maintained the
author’s meaning. Thus. the adults aft levels
4-8 not only made greater use of knowledge-
based strategies but they were also generally
able to integrate these strategies with those
for processing print to maintain the author’s
meaning.

When the results on meaning change were
examined more closely, it was apparent that
the increase in ability to integrate print-based
and knowledge-based strategies. while evi-
dent on levels 4-8. began at level 3. What
appeared to be happening at reading level 3
was a consolidation or integration of strategies
used at earlier levels, with little change in the
relative use of either print- or knowledge-
based strategies. Correctional behavior. as
found in previous studies with adults (Malicky
& Norman, 1982, 1983), was not indicative of
increased integrative functioning.

Agreement on Two Adult Stages

The two stages identified in this study are
similar to those postulated by Jones (1981)
and Chall (1983). Adult Stage 1 of reading
development is consistent with what Jones
referred to as “refinement of word recogni-
tion ability™ and Chall as "glued to print.”
Jones notes that the focus for adults at this
stage is on word identification. and while that
does not preclude use of knowledge-based
strategies. it does result in considerable reli-
ance on print. For Chall. this first stage is also
print based. and while the adults in our study
at reading grade levels 1-3 could not be de-
scribed as completely “glued to print.” they
definitely made less use of their background
and language knowledge than adults at the
second stage of reading proficiency.

The second stage evident in our data.
Adult Stage 2. was consistent with what
Jones called reading for learning™ and Chall
called "reading for new learning.” They both
described readers at this point as being more
concerned with meaning. and this was reflect-
ed in our study in an increase in the percent-
age of miscues with high grammatical and
semantic acceptability at Grade 4 reading
level. There was also some indication in our
data of what Chall referred to as “confirma-
tion, fluency. and ungluing from print.”” Near
the end of our Adult Stage 1. which encom-
passed reading levels [-3. a consolidation of
reading strategies was evident in the increase
in miscues which retained the author’s mean-
ing. This ability to integrate print-based and
knowledge-based strategies may be necessary
before the adult can begin to rely more heavi-
ly on his or her language and background
knowledge. Without an ability to integrate
information sources. an increase in the use of
knowledge-based strategies may lead to con-
siderable inaccuracy in reconstruction of an
author’s meaning rather than to an increase in
reading proficiency.

A question which remains unanswered is
whether a prereading stage can be identified
in adults. A major difference between the
positions of Jones and Chall is that Jones
feels that a prereading phase is crucial in
work with adults who are almost totally illit-
erate, whereas Chall suggests beginning with
decoding. This has important instructional
implications. since most current literacy pro-
grams. such as Laubach. focus heavily on
bottom-up processing. bypassing any pre-
reading stage.

Teaching Aduits at Different Stages
The distinction between the two stages of

reading identified in this study has implica-

tions for planning reading programs for
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adults. To assist literacy teachers in identify-
ing which stage students have reached. criti-
cal differences in reading level and miscue
profiles are presented in Figure [.

Almiost every-me would agree that adults
at reaaing levels 1-3 need to develop print-
based strategies, but there is a difference of
opinion regarding when and how this should
be done. Chall suggests that work with illiter-
ate adults should begin with decoding: Jones
as well as Rigg and Kazemek (1983) recom-
mend focusing on decoding after the adult
becomes aware that reading is communica-
tion and knows what written language sounds
like.

There is little doubt that the people in our
study who were at Adult Stage 1 believed in
the power of print-based strategies. This was
reflected both in their miscues and in their

comments about the importance of “sounds™
and “words” in learning to read. Clearly then.
some focus in this area is indicated, but in
light of the need for adults to integrate print-
and meaning-based straegies before they can
move to a more advanced stage. it is ques-
tionable whether instruction should focus as
exclusively or intensively on cues within
words as many programs do.

When adults reach Adult Stage 2. at which
their major focus is on meaning. Jones and
Chall both suggest the need for them to take
more responsibility and to a large extent
direct their own learning. It is at this stage
that adults are able to take full advantage of
the extensive knowledge which they bring te
the learning situation.

Independence appears to be necessary for
this to occur and Thistlewaite (1983) suggests

Figure 2
Patterns of Oral Reading Miscues Among Partially Literate Adults

Adults at Stage |
(reading grade levels 1-3)

Graphically similar

Grammatically OK

l

Semantically OK

l

Changed meaning

L

Selt-corrected

—

Adults at Stage 2
(reading grade levels 4-8)

—

Dark bar indicates significant difference between Stages T and 2 (statistically).
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that a comprehension-based model of reading
provides a means for adults to work indepen-
dently and take responsibility for their own
learning. Without this independence adults
may fearn how to read but never become
“readers.”
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n a recent study. Norman and Malicky
(1987) obtained data that provide support
for stages in the development of adult lit-
eracy. [The report of this study is reprint-
ed in the preceding article.] Two stages were
identified for adults reading at grade levels |
to 8. and these stages appeared to have clear
pedagogical implications. What was not evi-
dent from the study was the nature of reading
concepts and strategics of adults who have not
vet reached a Grade 1 level of reading profi-
c.ency.
relatively little attention has been devoted
to stages in the literacy development of adults
and more particularly to adults who are virtu-
al nonreaders. However, Chall (1983) has
outlined six stages in the reading develop-
ment af children end has hypothesiz J that
these stages are similar for adults. with the
exception of the beginning stage. For children
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Chall delineated a Stage 0 in which the focus
is on meaning and children use knowledge-
based strategies to reconstruct stories. She did
not hypothesize a corresponding stage for
adult illiterates but suggested instead that
adults at beginning levels can be more appro-
priately characterized in terms of her Stage 1.
which involves a strong focus on decoding.
She describes readers at this stage as “glued
to print.”

Jones (1981) disagrees with Chall. He
feels that the focus of the first stage for adults
involves “using language for reading™ or. in
other words. reading for meaning and using
knowledge-based strategies. An examination
of most materials developed by publishers for
use with adults at the beginning level reveals
that they are more consistent with Chall’s
rather than Jones's hypothesis regarding
stages.

The purpose of the study reported here was
to explore the nature of illiteracy for adults
who have made no or minimal progress in
learning to read or write. and to draw implica-
tions for planning effective programs for
them.

Concepts and Stralegies

Severul researchers have attempted to
determine through interviews how reading is
viewed by illiterate adults. When Taylor.
Wade, Jackson, Blum. and Gould (1980)
interviewed 17 participants in literacy pro-
grams in Washington, D.C., they found two
general patterns. One group defined reading
in terms of decoding proficiency: the other
recognized the necessity of integrating the
decoding process with comprehension.

Most researchers have found that adult
illiterates generally fall into the first group.
Gambrell and Heathington (1981), interview-
ing 28 good and 28 poor adult readers. found
a significant difference between the two
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groups in how they viewed reading. Only
21% of poor readers gave a meaning-centered
response, as compared to 79% of guod read-
ers. Similar results were obtained by Keefe
and Meyer (198(). Of the 100 adult disabled
readers they interviewed. 85 perceived read-
ing as processing of words rather than as
making meaning. Amoroso (1984) inter-
viewed 44 adults from prison, adult basic
education, and alternative high school popu-
lations and also found evidence of a restricted
view of reading. For most, reading meant
operations on words. In a local study by
Norman and Malicky (1986), only 2 of 25
adults interviewed recognized the importance
of comprehension. but even they viewed it as
something apart from reading—e.g.. "I can
read well but comprehension of vocabulary is
low.”

None of the studies noted above focused
specifically on nonreaders. although it is like-
ly that a small number of adults at very low
levels of reading proficiency were included.
In addition, few of the researchers related
how adults say they read to how they actually
do read.

Another line of research has focused on
how adults interact with print as they read
aloud. In an early study, Raisner (1978) ex-
amined the oral reading miscues of adults and
found that they focused primarily on print-
based cues and made far less use of context.
The reading levels of the adults were not re-
ported, so it is impossible to determine wheth-
er this was true for adults at all reading levels.

The possibility of differences in reading
processing between adults at different stages
of development was indicated in two of our
carly studies on adult literacy (Malicky &
Norman, 1982, 1983). In the first. adults in a
literacy program who made progress in read-
ing were compared with those who did not.
Findings revealed that the no-gain group
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entered the program demonstrating heavy
reliance on print-based processing but limited
use of context clues. By the end of the pro-
gram. this tendency was reversed so that the
adults more nearly resembled those in the
high-gain group. [t was hypothesized that
adults needed to rely more heavily on knowl-
edge than on print in order to make gains in
achievement.

In the second study. differences were ev-
ident between reading strategies of adults
at reading grade levels 1-2 as compared to
those at levels 3-6. The more proficient read-
ers made more effective use of their knowl-
edge to predict words as they read.

A turther study was designed to focus
specifically on the question of stages in read-
ing development of adults (Norman &
Malicky, 1987). Oral reading miscues and
unaided retellings of stories were collected
from 123 adults reading at grade levels 1-8 in
a variety of literacy programs. Results
revealed two stages across these reading lev-
els. In the first stage. at reading grade levels
1-3. the adults relied equally on print-based
and knowledge-based strategies as they read.
The second stage, which corresponded to
reading grade levels 4-8. was indicated by a
marked increase in usc of language knowl-
edge. with liitle change in use of print-based
cues. However, this study did not include
adults below a Grade 1 level of reading

_achievement and hence did not provide infor-
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mation regarding the strategies of adults who
are just beginning to learn to read.

The Adults

Most of the 22 adults in this study were
either just entering literacy programs or had
been in literacy programs tor less than 3
months. Only one adult had been in a literacy

program longer, and hence a strong impact of

that program on concepts and strategies for

RIC

reading was considered unlikely. The adults
were attending literacy programs in two
urban centers and most were urban dwellers.
They ranged in age from 20 to 65 with most
in the lower age ranges. There were 15 males
and 7 females. The group presented a general
picture of social and economic disadvantage
as reflected in education. employment, and
income. Half had either not attended school at
all or had gone for less than 4 years. Only two
had been to high school. Their parents also
had limited education with very few going
beyond Grade 6. Only six were employed at
the time of the study (even though most were
in part-time programs). and only two of these
earned more than CANS10.000 per year.

An examination of backgrounds indicated
that 16 of the adults were Canadian born and
that of this group. 7 were native Indians. Only
one of this native group had gone beyond
Grade 3 in school. Of the foreign born, three
came from war-ravaged countries and two
trom poor Caribbean families in which edu-
cation had been sacrificed for survival. The
other two were women of East Indian origin
who had had limited educational opportuni-
ties prior to coming to Canada. Overall. this
group of nonreaders was more disadvantaged
than the majority of illiterates as described in
the Canadian literacy survey conducted by
Southam News (1987).

Assessing Response

~ Each of the adults in the study was inter-
viewed individually to gather background
data and to assess concepts about reading.
Questions were adapted from Davis and
O Brien (1985). Paris and Meyers (1981). and
Gambrell and Heathington (1981). A series of
literacy tasks was used to determine how the
adults interacted with print. The first was a
task in which familiar printin the environ-
ment (store names. product labels, etc.) was
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presented in three formats: picture context:
sign. trademark, or logo in isolation; and
typed words in isolation. The adults were
asked to tell what each said and how they
knew. They were also given a local newspa-
per and asked to locate and read any parts
they could.

The second type of task involved passages
containing familiar language of both pre-
dictable and unpredictable nature. The pre-
dictable. familiar material involved common
songs (e.g., “Jingle Bells™ and O Cunada™),
and the unpredictable material a language
experience story generated and dictated by
the adult in the testing session. '

Finally. the adults were asked to interact
with unfamiliar material. Rhymes from Jazz
Chants (Graham. 1978) were predictable
though unfamiliar, and selections from the
Bader Reading and Language Inventory and
Laubach Way to Reading provided unpre-
dictable material. The adults were asked to
attempt material first without assistance. If
they were unable to attempt a piece. it was
read .irst to them orally and then they were
asked to try to read it on their own. All but
two of them attempted to read at least some
of these passages.

Responses on the interview. environmental
print tasks. and reading passages were rated
in terms of relative use of print-based and
knowledge-based information.

Concepts About Reading

When asked why they wanted to learn to
read, the adults gave a wide range of answers.
Some clearly involved functional literacy—
e.g.. "if I go places.... so I can read the signs.”
These reasons seemed to be related to the
adults” desire to gain increased control over
their lives. and these and several other
answers reflected a theme of independence.
Said one student, “You feel you could do a lot

of things. Like nobody will have to push you
or tell you this or that.”™ Some indicated that
reading is important to gaining knowledge.
but a few recognized the even more profound
influence literacy has on our lives—e.g.., “This
is sorta like a reading world. If you can’t read.
you're not a part of it. sorta outside.”

While their reasons for wanting to learn to
read were broad and encompassing. their
notions about reading itself were much more
restricted. We asked questions such as
“Which would be easier to do, read word for
word or for the general meaning?” or “When
you are reading, what do you do if you don't
know a word?” The adults generally gave
responses that reflected a concept that print
rather than meaning is paramount in reading.
On the question about identifying hard words,
only two adults gave a response indicating
they could use context cues.

Strategies for Reading

All the adults in the study were able to read
some of the 24 environmental print items cor-
rectly when provided witn picture context.
The number of items correct ranged from 3 to
20 with a mean of 12.2, The adults did almost
as well on the logo format (mean = 11.8) but
performed more poorly on the typed print for-
mat (mean = 7.4). The relatively high level of
accuracy on the logo format suggests that
these adults were beginning to use print cues,
although certainly the distinctive shapes of
the store signs and product labels were of
more assistance than the letters and words
themselves. On this task. ten of the people
performed better on the picture than print
format (7-point difference or more). suggest-
ing reliance on picture context (meaning-
based) cues. Eleven people performed at a
similar level on the two tasks. suggesting use
of both print-based and knowledge-based
information.
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Survey of 22 Adults
Reading at Less Than Grade 1 Level

Mean seore in reading 24 environmental print
items:

Picture context. 12.2

Logo. 11.8

Print. 7.4
Self-reports on cues used on environmental print
task:

Pictures or experience. 10

Picture and print. 7

Print. 4
Nature of oral reading miscues:

Grammatical in context. 41

Meaningful in context, 35

Graphically similar to cue. 253

Phonically similar to cue. 17%
Performance adequate:

In a print-based miscue category. 15%

In a knowledge-based miscue category., 40
Adequate use of knowledge:

On predictable passages. 56¢¢

On LEA stories. 64

On unfamiliar. unpredictable passages. 36

Based on a study of 22 adult urban nonreaders in
Canada. age 20-65. 15 male. 7 female. just enter-
ing a literacy program or in a program for less than
3 months,

Itis interesting to note that self-reports on
cues used were relatively consistent with
actual performance on this task. Most report-
ed using picture or experiential information
(n = 10) or both print and picture cues (n = 7).
Only four reported heavy reliance on print,
and this was generally reflected in letter-by-
letter naming or sounding. Self-reports to the
general questions asked during the interview
reflected a far greater print bias than did
responses to questions during the environ-
mental print task. Hence. these nonreading
adults were much more accurate in reporting
their reading strategies when engaged in a

specific task and asked to comment on how
they did it than when asked more abstract
general questions.

When miscues were combined across all
passages. there was a clear-cut trend toward
areater reliance on knowledge than on print
cues. This was reflected in higher scores in
the grammatical area (41% of miscues were
grammatical in relation to passage context)
and in meaningfulness (35% were meaning-
ful in refation to passage meaning) than in
categories assessing graphic similarity (25%
contained half or more of the letters in the
text word) and phonic similarity (17% con-
tained halt or more of the sounds in the text
word).

When scores for individuals were exam-
ined. it was found that over half of the adults
met the criterion set for adequacy (40%) on a
knowledge-based category. as compared with
only 15% who met this criterion on a print-
based category. The adult nonreaders in this
study were not “glued to print™ (Chall. 1983)
despite the fact they had reported reliance on
print in the interview. Instead. they attempted
to make use of the knowledge they brought to
the page in their efforts to interact with print.

[t was difficult to compare differential
strategy use on different materials because of
the small number of miscues subjects made
on some types of passages. However. there
was a trend toward greater use of knowledge-
based strategies on predictable and language
experience stories than on unpredictable
unfamiliar passages. with 56% of the adults
demonstrating adequate use of knowledge-
based strategies on predictable passages. 64%
on language experience stories, but only 36%
on the unfamiliar unpredictable passages.

[t appears. then. that predictable and lan-
guage experience materials foster use of
knowledge-based strategies. While use of
unfamiliar, unpredictable passages did result

G
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in somewhat greater use of print cues, only
about one-fifth of the adults made adequate
use of these cues and half were unable to ade-
quately use either knowledge or print cues on
that type of material.

implications

The results of this study provide support
for Jones's (1981) contention that the first
stage in reading development of adults
involves using language for reading. Only
two of the adults in this study focused heavily
on print and these were both Lebanese immi-
grants, one of whom was in a Laubach litera-
¢y program at the time. In relation to concepts
about reading. quite different results were
obtained when adults were asked in general
terms about how they read when compared to
what they said when completing a specific
task or what they did when actually attempt-
ing to read various types of passages. The
results on general questions were similar to
results obtained by others (Amoroso, 1983,
Gambrell & Heathington. 1981).

Brown (1980) has suggested that metacog-
nitive deficiencies “are the problem of the
novice, r2gardless of age™ (p. 475). However.
the metacognitive abilities of the adults in this
study were adequate when they were asked
to do a specific literacy task and comment
on how they did it. This has implications
for both rescarchers and those assessing the
literacy concepts of adults entering literacy
programs.

In an carlier article (Norman & Malicky.
1986). we suggested that instruction for
adults in the carly phase of literacy develop-
ment should focus on whole language rather
than on isolated words and letters. The results
of this study provide further support for
whole language programs. We believe that
programs should begin with and take advan-
tage of what the adults already know. Without

prompting, most adults in this study sponta-
neously relied on their knowledge as they
approached environmental print tasks and all
types of passages. The material most con-
ducive to use of knowledge-based strategies,
however. involved language experience and
predictable passages.

Results of this study provide support for the
suggestion of many (Jones. 1981: Newton.
1980: Rigg & Kazemek. 1983: Schneiderman.
1978) that the language experience approach
be used for adult beginning readers. The un-
familiar unpredictable passages found in many
of the widely used beginning literacy pro-
grams appear to be less appropriate for adults
at a beginning stage of reading developiment.

Perhaps the most significant implications
of this study. however, derive not from the
results on concepts and strategies for reading
but rather from the nature of the nonrcaders
themselves, These adults were far more dis-
advantaged than adults who attend postsec-
ondary institutions and even than most of
those who become involved in adult basic
education programs. Chronic poverty and
unemployment were pervasive aspects of
their lives, with many viewing literacy as a
means to greater control, increased indepen-
dence, and also a greater sense of self-worth
and belonging. These goals provide further
support for a language experience approach,
as it begins by acknowledging and valuing
what adults already know and provides the
opportunity for daily concerns and problems
to serve as the content of literacy classes.
Language experience stories need to be sup-
plemented by functional literacy activities,
however, so that adults can gain control over
specific aspects of their lives involving print.

Finally, in order to enlarge self or. in
Bhola's (1981) words. to enter the "magical
circle of the literate.,” adult nonreaders need
to read a range of other material as well. In

320
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the beginning. the use of predictable material
such as poetry will foster use of knowledge-
based strategies as veell as introduce a signifi-
cant part of the literate culture.

What will be critical as well, considering
the degree of deprivation reflected in the lives
of most of the adults in this study. is aware-
ness that literacy programs alone are not the
solution to the social and economic problems
of most adults at beginning levels of literacy.
As several writers (Hunter & Harman. 1979:
I.ind & Johnston, 1986: Ryan, 1985) have
pointed out. literacy programs need to be part
of a more comprehensive solution; this is par-
ticularly true for adults at early stages of read-
ing development.
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Issues

Some Assumptions
About Adult Reading
Instruction

R. BAIRD SHUMAN
JANUARY 1989

Fark has just earned a master’s

degree in reading at a U.S.

urban university in the west

coast city in which he has been

a public school teacher for the past decade.

His career began in an inner-city middle

school where he taught English and social

studies for 3 years. He soon realized that his

students were not in a position to learn much

about English or social studies because most

of them could not read the textbooks desig-
nated for their grade levels.

When Mark was assigned to teach social
studies in a high school in the same district.
he found his students were still plagued with
reading problems that blocked their access
to the ideas around which he wanted his
course to be structured, and as he had in the
middle school. he soon turned himself into a
teacher of reading. He felt ill equipped to
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teach reading. having had only one reading
course during his undergraduate education.
He decided that if” he was to teach success-
fully. he had to learn more than he knew
about the basic skills of communication. so
he entered a master’s degree program in
reading.

Now. with 10 vears of teaching and a mas-
ter's degree behind him, Mark felt better able
to meet the needs of his students. He realized
that while he was trying to help students im-
prove their reading ability. he had to seek out
material in which mature ideas were present-
ed in a form his students could deal with. He
knew that he had to engage them intellectual-
ly if he was ever to teach them either subject
matter or reading skills.

He also acknowledged that some students
with more severe reading problems would
need special attention. He wanted to create
an atmosphere in his classroom that would
make his students feel secure and positive in
their approach to learning. By now he had
overcome the initial discipline problems that
tace most new teachers. and he looked upon
himself as an effective teacher who could
make a difference in the way students learn.
It was at this point that the school principal
asked Murk if he would be interested in
teaching two sections of a district-sponsored
adult reading class. “Improving Reading
Efficiency.” that was to meet at a local com-
munity college. Each class would enroll no
more than 15 students and would mect for
one hour two evenings a week for 16 weeks.
Mark welcomed the opportunity to work
with adults. and before the first session. he
wrote down some assumptions about the
adult learners he planned to teach. Mark’s
assumptions, followed by a comment he
made about cach at the end of the semester,
are presented here.
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Mark’s Assumiptions

Assumption {: These students are well
aware of their reading problems and will be
eager to remedy them. The reading level of
my adult students ranged from Grade 2 to
Grade 10. The greatest problem I faced was in
gctting them to admit that they had reading
nroblems. The fact that they enrolled in this
class indicated that they felt a need to do
something to improve their reading abilities.
The weakest readers. however, were deeply
ashamed of their inability to read and did
everything they could to mask it. as they had
been forced to do throughout their adult lives
Many who could not rcad a newspaper with
real comprehension always carried one with
them and sat before class with the paper open.
appearing to read it. I made the mistake of
calling on some of these apparent readers to
read aloud in class and found that they could
not do so. My calling on them embarrassed
them and I soon learned that when reading
aloud is appropriate. it is best to ask for vol-
unteers. If no one volunteers. teachers are
well advised to read to the class themselves.

Assumption 2: Teaching classes that ure
half the size of my high  hool classes will be
easy. I soon learned tha wthough my classes
were relatively small. they were extremely
complex. The broad range of abilities among
my students presented a major challenge. |
found that 14 of my 30 students had reading

problems directly related to interference from

the dialects they spoke naturally, Three ditfer-
ent major English dialects—-black. Chicano.
and Asian American—were represented.,
Eleven students were nonnative speakers of
English, and their native language back-
grounds included Romance. Germanic,
Slavic, Arabic. Indic. and Oriental languages.
Each language group had different identifi-
able types of learning and reading problems
in English. I soon found that although some
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ot these foreign students had scored low on
the pretest. they were adequate readers in
their own languages. so their pretest scores
were misleading.

Assumption 3: These students will be well
motivated to learn. To a large extent this
assumption proved reasonable. These stu-
dents. with the exception of two who attend-
ed class to meet the conditions of their proba-
tions. had chosen the class voluntarily. The
title of the course, “Improving Reading Effi-
ciency.” was selected <o that those who took
it would not have to admit by their enrollment
that they were deficient readers. When they
registered. test scores were used to divert stu-
dents who read reasonably well into a course
that emp'husized increasing one's reading
speed and comprehension. entitled “Advan-
ced Reading.” Despite my students’ inherent
motivation. however, I soon realized that
some of them had worked at demanding jobs
for such long hours during the day that they
dozed in class. I assumed correctly that if 1
could encourage them to move around rather
than just sit at their desks, they would be
more likely to stay awake and accomplish
something.

Assumption 4: These students, because
they are well motivated, will present no disci-
pline problems. This assumption was largely
correct, although I was faced with having to
decide what to do when a student dozed off.
Besides providing opportunities for sleepy
students to move around. [ found that I had to
make a conscious effort to keep the room
well ventilated so the physically spent stu-
dents would not be breathing stale air for an
hour. I had to move quickly from one class-
room activity to another to keep interest high
and to add as much variety as 1 could to the
course.

I faced some problems 1 had not anticipat-
ed. As students came to know and trust me,
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they began to tell me things that I was not
comfortable in hearing. I became <ort of a
father confessor for a chronic shoplifter and
was uncomfortable in the role. One student
told me that she couldn’t stand to hear her
baby cry. and she beat it whenever it did. She
real.zed that she needed help. and I suggested
how she might obtain it. Many of my students
had few people with whom they could talk
about their lives and frustrations. so they
would come to me using some element of
their work as a pretext. but they would then
divert our conference into something not
related to the course. At times this robbed me
of the opportunity to give other students the
kind of individual attention they required. I
soon had to learii how to get our conferences
back on track without alienating students who
wanted to t- " about their problems. Although
I had noov  discipline problems with these
two classes. | had to assert my leadership to
keep some elements of the situation from
deteriorating to the point that learning was
affected adversely.

Assumption 5: These students will have a
positive attitude tosard school. This general-
ization was true for about half of my students.
The other half were school dropouts whose
memories of school were unpleasant. Any-
thing that reminded them of their past school
experiences stood in the way of their learn-
ing. For this group. I had to create learning
situations that were far removed from those 1
would have sought to create in my regular
teaching position. Adult students with nega-
tive attitudes about school are better at
obscuring thera than high school students are,

~ but the attitudes can exist. nevertheless. |

found as I came to know my students well
that many of them had had to work hard to
overcome their negative attitudes before
enrolling in the course. Several had enrolled
because they were catled upon to read at

work and could not afford to acknowledge
their inability to do so.

Some parents could not help their chil-
dren with school work unless they could
read. Several admitted to me having shouted
at or even hit their children when badgered
to help them do their school work. They did
not want the children to know they couldn’t
read. so they yelled things like “Do your
own damn homework™ or “You gotta learn
to do your own work, you lazy good-for-
nothing!" Giving their children a hard whack
immediately diverted attention from the par-
ents” inability to read to the injustice of the
punishment and to their children’s reaction
to it.

Assumption 6: Every adult can read to
some extent. Although this assumption
proved largely true. I found that two of my
American-born students initially were virtu-
ally unable to deal with the written word at
any level. To try to understand how they
coped and how they projected the impres-
sion of being able to read. I thought back to
the time I had been in a small town in Japan.
I could read no Japanese. and the English-
language assists I had depended upon in
Tokyo and Kyoto were not available to me. |
had to depend on nonprint clues for all the
information I processed. and I quickly be-
ciume expert in using every nonprint source
available so that 1 could function in that
milieu, in which I found myself to be an
illiterate.

The two students who seemed to be virtu-
ally unable to read were far from stupid. They
had honed their senses to the point of being
able to extract meaning {rom every nuance.
from cvery nonprint source. and they were
able to function pretty well as long as they
were not called upon specifically to read. In
teaching them. I had to start from point zero
as far as print media were concerned, but

36,
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their maturity level was high. so we could
have mature discussions. I showed my gen-
uine respect for their intelligence. It took
great tact to lead them into reading while
never acknowledging to them that I knew
they could not read. Other nonreaders can
read words but read so slowly and with so
much difficulty that they cannot comprehend
and are. therefore. dependent upon nonprint
sources for their information.

Assumption 7:If I can find interesting
books. I can teach anvone to read. The prob-
lem word in this assumption is hooks. People
with reading problems equate books with
defeat. I soon learned that [ had to use every
means available to me to get students to read
from sources that enable one to absorb infor-
mation without realizing that actual reading is
taking place. Because they abound in non-
print clues. I found signs. advertisements. cat-
alogs. automobile repair manuals. cereal
boxes. cans of fruit and vegetables. and other
such props good starting points for readers
who are severely disabled.

I soon learned that miy students succeeded
best it several of their senses were simultane-
ously engaged in the reading process. I dis-
covered that if students could listen to a tape
of someone reading. could follow the printed
text of what the person was reading by run-
ning their index finger along the lines of the
text. and in time could come to read along
with the person on the tape. they were chal-
lenged by what they were doing. The situa-
tion was a competitive one. but students were
competing only with themselves. and they
rose to the challenge. A more advanced step
in this process is for individual students to
play the tape for the first paragraph or two,
then to turn the volume all the wav down and
conlinue to read the text for two or three para-
graphs before turning the volume up again to
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see whether they have kept pace with the
reader on the tape.

Similar Assumptions

People who teach reading to adults com-
monly make assumptions about their students
similar to Mark’s. Often it takes only two or
three class sessions for them to realize that
their initial assumptions are not all valid.
Certainly those who teach reading to adults.
most of whom have fragile egos and are
ashamed at not being able to read easily. have
to recognize the assumptions and prejudg-
ments they have made about their students.
They have to be vigorous in challenging these
assumptions and prejudgments as they face
the realities of the adult ciassroom. Resear-
chers in the field constantly challenge the
same sorts of assumptions in order to point
the way to new and better ways of dealing
with adult literacy than have emerged from
the old assumptions educators and the public
have held. Encouraging headway has been
made in such programs as The Adult Perform-
ance Level Project (APL). sponsored by the
U.S. Office of Education in the 1970s.

Freire. long an advocate of the oppressed.
considers illiteracy to be “one of the concrete
expressions of an unjust social reality.” He
calls illiteracy “not a strictly linguistic or
exclusively pedagogical or methodological
problem [but rather] political. as is the very
literacy through which we try to overcome
itliteracy™ (1985, p. 10). Undeniably. literacy
has generally been defined in our society to
suit political ends. Yet. as Kazemek and others
have pointed out. it is difficult to speak cate-
gorically about what illiteracy is (Freire, 1970,
1985: Kazemek. 19854, 1985b: Levine, 1982).

Functional Competency

The apL Project concluded that the notion
of competencey, broadly speaking. is meaning-

g

A




Q

less unless it is placed within a cultural con-
text. The project discovered that functional
competency is bifurcated: it involves a set of
skills such as reading or writing and a knowl-
edge base as well, such as legal or medical o:
financial knowledge. Certainly the latter of
these two branches in essence represents the
philosophical stand of Hirsch in Cultural
Literacy: What Every American Needs to
Know (1987). which has stirred such heated
controversy.

The APL Project found that adult compe-
tency has as much to do with social require-
ments at a specific time in the development of
a society as with the individual abilities of its
populace. Tlie project also discovered that
“functional competency is directly related in
a mathematical sense to success in adult life.”
Northcutt calls this "an operating assumption
which underlies all APL research activities™
(1975, p. 3). and this conclusion seems indis-
putable when one considers that functional
literacy is measured most frequently by three
criteria: level of education. annual income.
and occupational status.

Levine insists that no empirical measure-
ments exist for deciding which standards
might be used to define functional literacy for
whole societies. He contends that functional
literacy “seems to require a preexisting notion
of functionality™ (1982, p. 260).

Another misapprehension about adult liter-
acy is that it can develop quickly given the
proper circumstances. Kazecmek. questions
this assumption: “Admittedly. a 30-year-old
brings a tremendous amount of world knowl-
edge. tanguage tacility, and so forth to the
reading and writing processes that a 1(-year-
old does not.” But “learning to read ditferent
texts for different purposes and learning to
play the whole range in writing take time,
experience, feedback, and developing aware-
ness” (1985b. pp.

Kuazemek insists that adults with literacy
problems do not become literate in 6 months.
He reminds his reader that Goethe at the end
of his life still considered himself to be en-
gaged in learning how to read. indicating that
Goethe's definition of literacy was quite dif-
ferent from most definitions today.

An Inner Struggle

Probably no level of reading instruction is
more engaging and rewarding than that
found in adult reading classes. with their
highly diverse populations of students who
realize more fully than almost anyone else in
our society how important it is to be able to
read. Most of these students have not had
easy lives. They risk a great deal when they
come to an adult reading class. They are will-
ing to do so. however, because they are con-
vinced that learning to read will provide
them with the means for a more fulfilling
life. As adult students. they come out of the
closet. as it were, because many of them
have been masking their illiteracy or limited
literacy for a long time. and going to classes
like Mark's exposes it.

Sometimes the first meeting of such a class
is the culmination for them of an inner strug-
gle that has gone on for years. The teacher
who realizes the social dynamics at work in
classes of adults who have reading problems
is in an admirable position to give these peo-
ple the encouragement they need to be more
accepting of themselves and to be more pro-
ductive in society. Teachers who build on
what their adult students know and on the
areatly varied life experiences they I'ring with
them will help their students to develop and
build on their strengths while they begin
simultuncously to pay less and le«s attention
to their weaknesses. In time. through effee-
tive tutelage, adults who want to become effi-
cient readers will do so. but often not within
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the time frame they anticipate or we expect.
The key to helping these students learn how
to read is to allow them their dignity at all
times and to respect the aspirations that have
brought them into a setting in which many of
them initially feel terribly threatened.

Cervero reminds his readers that adult “lit-
eracy is not something that can be measured
in an absolute sense, such as body weight”
(1985, p. 50).'He concludes that “the effort to
achieve a common definition would not be a
technical process aimed at discovering the
objectively best definition of literacy. Rather.
it should be viewed as a clash of competing
value positions. ideologies. and power struc-
tures™ (p. 54).

It cannot be denied that adult literacy is. as
Cervero and others cited in this article attest,
a politically charged issue. The realization of
this fact. however. cannot be the excuse for us
to forget that those who try to teach adults to
read are dealing with individuals whose need
is great, whose motivation is real, In the last
analysis, what Eugene O'Neill designates
“the human equation™ will count for them
more than any ¢lement in their learning of the
skills we need to teach them,
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dult illiteracy is a persistent con-

cern, but one that varies with the

economic and political climate. In

the United States. policymakers

express greatest concern when the need for

cconomic development or recoupment seems

most pressing. A similar response oceurs in

Third World countries. There, an even more

direet link is made between economic pro-
ductivity and literacy.

Since many policymakers identify adult

literacy as a condition for cconomic develop-
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ment. their concern is often directed toward

the literacy skills of a nation’s most impover- .

ished citizens. those with the most visible
need to improve their economic well-being.
Although many such citizens live in inner-
city neighborhoods. many others live in re-
mote rural communities. In the U.S. as well
as in numerous Third World countries, the
rates of adult illiteracy are highest in rural
areas (Behrstock. 1981: Hunter & Harman.
1979). For a variety of reasons. however. lit-
eracy programs may be difficult to sustain in
rural areas.

This article examines the current status of
adult literacy programs in rural areas. Relying
primarily on works that consider two topics.
adult literacy and rural adult education. the
article synthesizes the issues that confront
rural literacy workers. We examine four key
questions: (1) What goals do rural adult liter-
acy programs espouse? (2) What are the
needs of adult illiterates in rural areas? (3)
What types of programs are reported to be
effective? (4) Which conditions support—or
limit—the widespread influence of effective
programs?

Goals of Adult Literacy Programs

Why do educators, policymakers. and
political reformers all stress the importance of
adult literacy? According to Knox (1987).
adult basic education—including literacy
instruction—serves one of four purposes: to
promote cconomic productivity, to under-
write political change. to effect social equity,
or to enhance quality of life.

In the U.S.. literacy efforts on behalf of
rural citizens most frequently address the first
of these purposes, Akenson (1984) traces this
theme in his comparison of the Southern Lit-
eracy Campaign (1910-1935) with current
efforts in the rural South. “Industrial efficien-
ey was a watchword of earlier programs:

today similar results are expected from pro-
grams that prepare rural workers for the
“information age.” Throughout their history.
such literacy efforts have emphasized one
outcome: improved rural economies (Aken-
son. 1984).

Another goal of literacy efforts—particu-
larly in the Third World—has been to sup-
port political reform or national unity. Muller
(1986) cites developing nations in which
governments have used literacy initiatives
as a way to instill citizens with a sense of
national identity. The work of political ac-
tivists like Brazilian educator Paulo Freire
characterizes this approach. By enabling
peasants to give labels to their feelings of
oppression and anger. literacy campaigns of
this sort involve citizens in the determination
of their own political destinies. Recent argu-
nments (e.g.. Aronowitz & Giroux. 1985) sug-
gest that such efforts might improve the
plight of the underclass in more highly devel-
oped nations as well.

Closely allied to the political aim of litera-
¢y work is the goal of promoting social equi-
ty. a goal that faces a particularly troublesome
challenge. Literacy workers have noted that
the nation’s poorest citizens. whether rural or
urban. are those least likely to participate in
programs (Quigley. 1990). Consequently. lit-
eracy efforts may actually widen the gap be-
tween the haves and the have nots. According
to some writers, this effect does not occur
often—even the poorest citizens acquire
incremental benefits as a result of the
increased literacy of their more fortunate
neighbors. Cameron (1987) reasons that
“both participators and nonparticipators gain
cconomically. As programs prepare better
gualified and motivated people for occupa-
tional advancement. lower level jobs become
available for less skilled or less experienced
workers”™ (p. 175).
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A final perspective on aduit literacy. how-
ever, rejects this logic. Proponents like Kozol
(1985) see literacy as a worthy end in itself.
They interpret literacy—like oral language—
as the birthright of all humans, and they stress
the role of literacy in cultivating human po-
tential. From this perspective, all political.
economic. and social improvements depend
on universal literacy.

Literacy Needs of Adults
in Rural Areas

Though educators attempt to draw a pro-
file of the adult illiterate, generalizing to all
such members of the population is unwarrant-
ed. Just as communities vary, so do the needs
of the peopie within those communities—
both rural and urban. There aie. however.
some recurring characteristics that can be
used to describe the rural adult learner in con-
trast to an urban counterpart.

Rural residents often do not value formal
education (Theobald. 1988). These prevailing
attitudes originated at a time when the local
economy required that even relatively young
children be available for work on farms.
in fisheries, and in the mines (Butterworth
& Dawson. 1952: Duncan & Moyer. [981).
Moreover, the curriculum offered in schools
was not perceived as a means of attaining
more desirable forms of work or of improv-
ing work skills (for example. see Duncan &
Moyer. 1981). Even today. when rural econo-
mies are considerably more complicated.
rural residents sometimes overlook the bene-
fits of formal education.

As aresult of the place accorded formal
schooling in many rural communities, rural
adults usually have spent fess time in school
than their urban counterparts (Behrstock.
198 1: Sher. 1978). They have completed
fewer years in school and these years likely
have contained fewer required days

S 3

(Butterworth & Dawson, 1952). Conse-
quently. rural adults may lag in the basic
skills of reading. writing. and mathematics
(compare to Noor, 1982).

Rural adults also have access to fewer
community services (Bhola, 1981). Because
of their lower tax base. rural communities
have fewer resources (Sher. 1978); but be-
cause of the poverty in many rural areas, such
communities actually need extensive ser-
vices. In addition. geographical constraints
make it difficult for rural residents to make
use of services that are available (Bhola,
1981). The rural adult who maintains one and
sometimes two jobs has time constraints that
make it difficult for him or her to travel to
urban areas where better services—including
education—might be found (Treadway,
1984).

Considering these general characteristics
of rural adults, what factors should be consid-
ered when developing a literacy program in a
rural area? Numerous authors (for example.
see Hunter & Harman, 1979; Lucas. 1985:
Treadway. 1984) have concluded that rural
adults need a program based in the communi-
ty. A program of this sort is self-generated
and -sustaining because it depends on the
continuous involvement of the individuals
whom it serves (Noor. 1982). A community-
based program is owned by its participants
and is responsive to their needs.

Not only do rural aduits want to be involv-
ed in planning and directing education pro-
grams. they want education to be relevant to
their situations (Noor. 1982). In most cases.
therefore. they need programs that go beyond
basic literacy to provide continued job train-
ing and retraining. Without extensive practi-
cal training, rural adults may continue to lack
the skills necessary for access to economic
angd social opportunities within the communi-
ty. Morcover. some rural residents want com-
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munitv-based education programs that give
them access to opportunities outside of their
communities. Optimally such programs
ensure some measure of job security by
increasing the competitive advantage of rural
residents (for example. see Nickerson. 1985).

Rural Programs to Improve
Adult Literacy

Literacy programs in rural areas vary in
accordance with the definitions of literacy
they adopt. Chall. Heron, and Hilferty (1987)
identify three types of programs that define
literacy in different ways. Volunteer programs
work mainly with illiterate adulis. These pro-
grams address the needs of adults who read
below the fourth grade level. Competency-
based programs work with adults who already
have elementary reading skills but who need
to acquire more advanced academic skills in
order to be functionally literate by modern
standards. These programs tend to define
functional literacy as the minimal skill neces-
sary to receive a high school degree or its
equivalent (for example, the GED or General
Equivalency Diploma).

Fingeret (1984. p. 23) describes programs
of these first two types as “individually ori-
ented.” She faults them for approaching adult
illiteracy as deficits of individual persons.
These programs, she claims. offer instruction
that emphasizes reading skills in isolation
from their meaningful context.

Both Chall. Heron, and Hilferty and
Fingeret distinguish the first two types of pro-
grams from community-oriented programs.
These seem more consistent with the needs
that rural residents express. Rather than
ascribing value to just one kind of learning.
community-oriented programs assume that
adults can determine their own learning needs
based on the norms of the communities in
which they live. Community-oriented pro-

grams, therefore. provide instruction that may
or may not have an academic focus.

A variety of postliteracy opportunities sup-
plement and enhance the effectiveness of the
three basic types of literacy programs. Post-
literacy programs offer those who are newly
literate the chance to continue their educa-
tion. practice newly acquired skills. and effect
positive changes in their lives (Ouane. 1982).
Such programs are extremely important for
sustaining literacy gains in rural areas. espe-
cially when limited economic opportunities
keep literate adults from applying their new
skills in more challenging jobs. When adult
students see literacy as worthy in itself, they
may be more likely to maintain and develop
their literacy. whatever the local economic
situation.

Recognizing that technology increases the
potential to reach adults in rural areas, pro-
grams both in the United States and in the
Third World attempt to incorporate out-of-
school strategies using media— films. news-
papers. radio programs. records. audiotapes.
periodicals. and satellite broadcasts—to reach
the target population. In addition. some litera-
cy and postliteracy programs have direct ties
to business and industry. and others make use
of resources available in two- and four-year
colleges (Chall. Heron. & Hilferty. 1987:
Hone. 1984).

* Rural literacy projects in the United
States. Among adult literacy programs in
rural areas, some offer a single service (Lucas.
1985). Alaska’s Centralized Correspondent
Study Handbook for Grades 1-12. for exam-
ple. provides the framework through which
rural residents can complete correspondence
course work at no charge. Teletcacher, a
telephone-based system in Virginia. cnables
rural residents to have access to academic

assistance 24 hours a day.

4 ’7.42..




Other rural literacy programs provide a
variety of services (Lucas. 1985). An
Alabama program uses a statewide educa-
tional television network. learning centers.
and home tutors as three different ways to
reach adults in rural areas. A weekend pro-
gram in New Jersey offers a variety of coun-
seling services. sponsors independent study
projects, and administers subject area exami-
nations.

Some extensive projects offer a wide range
of services to a large clientele (Lucas, 1985).
Project Communi-Link. for example. reaches
26 selected rural communities in 14 western
U.S. states. An inter-organization linkage
system. this project works to help rural com-
munities improve the social and economic
well-being of residents through expanded op-
portunities for Adult L.asic Education (ABE)
and GED preparation. Two Pennsylvania pro-
jects. Regional Utilization of Resources to
Aid Literacy (RURAL) and Grass Roots Alter-
native Diploma Study (GRADS) also exempli-
fy this approach.

o ["ternational projects. Though interest
in promoting literacy is gaining momentum
in the developing world. such efforts vary
widely in scope, content, and ideological
purpose. Noor (1982) claims that many of
these programs have a single focus: they are
designed to fulfill particular objectives of
their sponsors—religious institution, employ-
er. or public service agency. He describes
other programs—those directed toward a
mass audience—as nationalist in focus and
dependent on the support of the political
hierarchy.

Literacy programs range from beginning
literacy training to postliteracy and continu-
ing education. The majority of students are
from among the rural poor. They are often
malnourished. have high fertility rates and
short life expectancy. and are in poor health

(Fisher. 1982). Programs such as ones in
India and Thailand focus particularly on edu-
cating rural women (Naik. 1982). but many
programs that serve women have limited
effectiveness. Social conventions in some
countries restrict women's access to educa-
tion and narrow the range of instructional
options available to them (Clark, 1983).

Delivery systems vary among regions and,
within a region, from country to country.
Among such programs. there is use of both
trained and untrained teachers, use of varied
sites including private households and learn-
ing centers, and inconsistency in conducting
program evaluations. In some instances there
is reliance on technology, as with Pakistan's
functional literacy efforts.

One major problem of literacy programs in
the Third World is the difficulty in selecting a
specific language for literacy instruction
(Noor, 1982). Many countries have as many
as 300-400 different languages in use. When
the program imposes instruction in a language
that differs from the native language of its
clients, it may be perceived to be irrelevant
or—in some instances—suspect (Ouane,
1982).

The hope that improved literacy and post-
literacy skills will eventually lead to a change
in attitudes and a change in living and work-
ing conditions remains part of most pro-
arams. According to Muller (1986), countries
committed to bringing about change in their
socioeconomic system (for example, Viet-
nam. China, Cuba, Burma. Tanzania. Ethio-
pia. and Iraq) are more likely to develop and
offer successful postliteracy and continuing
education programs for newly literate adults.

Conditions for Effective Programs

Literacy programs—even those claimed to
be effective—have had a limited influence on
adult literacy rates in rural areas. Some condi-
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tions limit the scope. and sometimes threaten
the survival. of such programs. Inadequate
funding reduces the possible impact of litera-
cy initiatives (Kozol. 1985). The funding that
does exist may be divided among a variety of
agencies. all competing for a share (Chall.
Heron, & Hilferty. 1987). These agencies
base their claims on the superior effectiveness
of their own programs (for example. see Kitz.
1988). This competition makes it difficult for
such agencies to coordinate their efforts and.
on occasion. results in one agency attempt-
ing to undermine the efforts of another (for
example. see Chall, Heron, & Hilferty, 1987:
Taylor. 1989).

Moreover. the implicit goal of many rural
literacy programs—to increase the economic
productivity of rural regions—poses a threat
to even the most effective programs. Despite
this implicit goal, these programs tend to
define their effectiveness in terms of in-
creased literacy, not economic improvement.
If the advertised economic benefits fail to
develop. these programs may lose the support
of their external funding sources.

In spite of difficulties. however, some rural
literacy programs manage to persist. These
programs often share certain features. Hone’s
(1984) analysis of effective rural programs

suggests some reasons why: effective adult -

programs address local needs. satisfy the
expectations of their clients, entail coopera-
tion among agencies, and advertise their ben-
efits in clear language.

Several authors (e.g.. Kozol, 1985: Noor,
1982) emphasize an additional source of suc-
cess. Involving community members in the

development. promotion. and evaluation of

literacy programs gives rural residents a stake
in making these programs work.
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Theoretical and
Organizational
Issues

Views of Personal
Literacy Within a
Prison Population

T. STEVENSON HANSELL
JEAN A. VOELKEL

MARCH 1992

hile educational researchers

continue to study the problems

associated with learning to

read, there is little information
available about how incarcerated adults, who
are not trained in the field of education. view
factors related to their own literacy levels.
The population in U.S. prisons represents the
single highest concentration of nonproficient
readers from among the general U.S. popula-
tion (Kozol, 1985). Rosenthal (1987) estimat-
ed that 50-65% of the prison population was
functionally illiterate, in contrast to 10% of
the general population. In 1983, an estimate
of US$6.6 billion was given as the minimum
annual cost of prison maintenance for an esti-
mated 260,000 inmates (of the total 440,000
imprisoned in the U.S.) whose imprisonment
has been correlated with functional illiteracy
(Kozol. 1985). Functional illiteracy among
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“

juvenile offenders in 1987 wus even greater at
85% (Rosenthal. 1987).

The number of years spent in the educa-
tional system varics considerably between the
prison population and the general population.
In 1987. 75% of all U.S. prisoners had not
completed high school (Rosenthal. 1987). as
compared with only 25% of the general popu-
lation. This suggests that research is needed
about the roots of illiteracy and the school
dropout rate among prisoners.

Much research has attempted to explain
the process by which humans learn to read,
define the factors that intfluence this process.
and identify factors that retard literacy. Major
investigations have centered around four vari-
ables of education: (1) nonschool environ-
ment. (2) school environment, (3) the learn-
er's physical characteristics. and (4) the
learner’s psychological characteristics (Harris
& Sipay. 1980). These four werc also the cen-
ter of our own analysis.

Our study examined the opinions of two
groups within a prison population regarding
their personal literacy development. We
addressed two questions:

1. To what factors do the male inmates of a
close-security correctional institution in the
midwestern U.S. who are enrolled in a prison
literacy program attribute their current read-
ing levels?

2. Do inmates who serve as tutors for other
inmates view these factors differently from
those who are students in the program?

Two Types of Prison Inmates

We studied a group of 32 male prison
inmates who voluntarily participated in the
Chaplains’ Literacy Dynamics Program. One
morning a week. seven community tutors
provided aid. supervision, and tutoring sup-
port for up to 25 tutor inmates who simulta-
neously supported up to 25 student inmates

with individual instruction. The community
tutors had been trained with Laubach materi-
als and a variety of other approaches.

Of the voluntary survey participants, 16
were enrolled as students; 16 were serving as
tutors. The student group had a lower level of
reading ability than the tutor group. as indi-
cated by standardized test scores. The years
of schooling completed ranged from 7 to 12
for students and from 9 to 15 for inmate
tutors. The age range was 19 to 52. The
group’s racial mix was 72% African Ameri-
can. 25% Caucasian. and 3% Hispanic. On
the day of the survey. the ratio of Caucasians
to other racial groups among the inmate tutors
was 3:1. Childhoods were spent in various
parts of the U.S.; one man was from Mexico.

The survey (see Figure 1) was prepared to
address four areas, namely educational. envi-
ronmental. physical. and psychological vari-
ables of reading as prisoners remembered
them. The survey consisted of 20 statements
to which inmates responded “yes™ or “no.”
Figure 2, which sums up the responses. also
shows how the survey statements relate to the
four categories of variables. The number of
items for each type of variable was reason-
ably balanced apart from a stronger emphasis
on psychological variables.

The statements used as survey items were
phrased in nontechnical. nonthreatening lan-
guage to encourage participation. Because the
test group included low-ability readers who
may or may not have received assistance in
reading the survey, we tried to use words that
were easy for adults to read. The Fry Read-
ability Scale indicates that the survey had a
readability level of fifth grade. The state-
ments. as well as a final comment that respon-
dents were asked to complete, were formulat-
ed to collect personal opinions according to
the respondents’ perceptions and memories of
influences on their current level of literacy.
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Figure 1
A Survey About Reading

I'am in the Chaplains™ Literacy Dynamics Program.
Tama _student tutor. (Please put v in the correct blank.)

Fhave finished the 1 234567891011 1213 1415 16 grade.
(Please circle the correct number.)

This is a survey about you as a child. It"s about what you remember about learning to read. It's
about your family. It's about what you remember about school.

Your experiences as a child were different from those of the others who are taking part in this sur-
vey. So your answers will be different. There are no right or wrong answers. Choose the answers that
show what vour think.

Some sentences are listed below. Read each sentence. Then think about vourself as a child. If the
sentence is true for you. put.vin the blank beside “Yes.” If the sentence is not true for you. put v in
the blank beside “"No.™ If you would like to tell more about your answer. you may write in the space
below the sentence.

What I remember about when I was a child

. My parents wanted me to do well in schoel. 31 Yes I No

. Someone in my family read to me. 18 Yes 14 No

. My teachers liked me and thought I could do well. 27 Yes 5 No

. T liked to go to school. 17 Yes 15 No

. I 'tried hard to do my school work correctly. 24 Yes 8 No

. Someone helped me when homework was hard. 22 Yes 10 No

. My friends wanted to do well in school. 23 Yes 9 No

. I'watched television a lot. (If yes. what did vou watch?) 25 Yes 7 No

. I elt tired and sleepy in school. 19 Yes 13 No
10. I missed school a lot. 15 Yes 17 No
I'l. The other students fearned faster than I did. 23 Yes 7 No
12. T felt dumb in school. 13 Yes 18 No
13. There were many books I could read in school. 24 Yes 7 No
14. Reading aloud made me feel scared and nervous. 15 Yes 16 No
15. The books were dull and boring. 11 Yes 20 No
16. The words in books and writing on the chalkboard were hard to see. 7 Yes 24 No
7. It was hard to hear the teacher., 3Yes 28 No
18. It was hard to understand the words when the teacher talked. 10 Yes 21 No

How I feel as an adult
19. 1 read as well as T want to. 17 Yes 14 No
20. T want to read better than I do now. 30 Yes I No

Please complete the following sentence:
Ithink I read like I do because

If you would like to sign your name. it would help the volunteers of the Literacy Dynamics Program to
Anow vou better. No one else will see this paper. If you do not want to sign vour name. that's QK.
Thank you for sharing what you think about learning to read.

This survey was administered to prison inmates in November 1989,
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Figure 2
Prison Inmate Responses to 20 Survey items by Category

Survey
Hem
number

Types of
variables

Number of responses
“Yes”

Tutors

“Yes™
Students

Educational variables (4)

Environmental variables (4)

Physical variables (3)

Psvchological variables (7)

19
20
10
18

General statements (2)

15
11
10

12
11
[4

6

15
6
9

1
8

9

18
16
14

1
17

21

N = 32 prison inmates (16 literacy students, 16 tutors), One inmate tutor responded only to items 1-10.
Items 10 and 18 (general statements) fit more than one category of variable,

The final comment gave them an opportunity
to express their opinions in their own words.

We administered the survey at the begin-
ning of a literacy session. in late autumn. Be-
cause of time and personnel limitations., tutors
and students completed their surveys indepen-
dently. following briet instructions. Tutors
helped latecoming students. who missed the
instructions. to complete their surveys.

Euch survey was given a respondent num-
ber for tabulation purposes. Respondent 18. a
tutor, neglected to answer questions §1-20
and to complete the final statement (these

A¢

03

were on the back of the page). Although no
provision was made for an answer of "1 don't
know.” Respondent | (a student) wrote, ']
don’t know™ as an answer to statement 15
which asked if textbooks were dulf and boring.

Question 1: Attributions

To address the first research question (To
what factors do these male inmates of a close-
security institution attribute their reading lev-
els?). overall scores and open-ended respons-
es were examined by category. As might be
expected. no one area (educational. environ-
mental, physical, or psychological) scemed to

3.
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Figure 3
Responses to Survey Items Showing Substantial Agreement or Clear Split
Number of
Types of Survey item responses
variables number Statement in survey item “Yes” “No™
Statements most inmate respondents agreed with:
Environmental l My parents wanted me to do well. 3l |
Psychological 20 I want to read better than [ do now, 30 |
Physical 17 It was hard to hear the teacher. 3 28
Educational 3 Teachers liked me and thought I could 27 N
do well.
Environmental 8 [ watched Tv a lot, 25 7
Physical 16 Words on the chalkboard were hard 7 24
to see.
Statements to which responses were split:
Environmental 2 Somieone in my family read to me. 18 14
Psychological 4 I liked to go to school. 17 15
General 10 I missed school a lot. 15 17
Psychological 14 Reading aloud made me feel scared 15 16
and nervous.
Psychological 19 I read as well as I want to. 17 14

N = 32 male prison inmates (16 literacy students. 16 tutors). One tutor inmate responded only to items

I-10.

predominate for the total group, In the group
of items where most inmates answered “yes.”
all variable areas were represented. However,
where responses were evenly split. the items
related most often to psychologicu
as shown in Figure 3.

Up to 10 of the 32 respondents may have
had physical limitations. Three reported that
it had been hard to hear the teacher and seven
responded that it had been hard to see the
words on the chatkboard. Furthermore, all
three of those who reported hearing problems
and five of the seven who couldn’t sec the
chalkboard were in the student group. This
suggests that half of the 16 students might
have had a physical basis for learning prob-
lems and that environmental classroom con-

ariables.
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ditions might have hampered learning (see
Figure 2).

However. more frequent responses from
the student group included missing school.
not liking to attend school. and feeling ner-
vous or scared about reading aloud in school.
These responses suggest psychological as
well as environmental and physical influ-
ences, This interpretation seems supported by
the general agreement that “teachers liked me
and thought T could do well™ and by the free
response statements. which are reported in
Figure 4. 1tis clearly possible that the inmates
responded that teachers liked them because
they had accepted the societal view of them-
selves as less valuable than authority figures.
It also seems possible that these incarcerated
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Figure 4
Prison Inmates’ Open-Ended Responses About Their Reading Ability

Responses to staterent ~' think 1 read like | do because...”

Student inmates® responses
1. 1 try to read fast and lose track of what I'm reading.
2. reading haven’t never been a problem just math. I guess since [ have been out of high school so
long!
. I don"t understand big words.
. of missing days in school also not completing my education.
. because, I am not able to read English as was T want to be able to.
. Ididn’t take school as serious as I want to. But now I'am in school tuking care of my reading
problem.
. I need help.
. I need more help.
. growing up 1 didn’t take it seriously,
. Ididn’t take time to read.
. I do not read that much.
2.1 like to read some.
. I am learning from my tutor.
. slow lecarned
16. —

Tutor inmates’ responses
17.1"ve continued to read and feel the more that 1 read. the better I'1l become at i
18, —
19. because it enhances my ability to comprehend and understand.
20. it is best for me in the world today. Besides that I love reading God's Word daily.
. there was a lot of interesting books and 1 love reading 1 couldn’t get my nose out of a bunk.
. Hike to spend as much time reading a« 1 can.
- of all the hard work and the help I had while growing up.
. I have good reading comprehension and T spell words excellently: also, T give 1004 eltort to the
reading task.
. of my attitude toward reading.
. L read books as often as I can.
27. as I grew older in life I started to enjoy reading. This made me want to read anything that I could
put my hands on.
. Lenjoy reading.
29. Now [ understand the importants of reading and why one should read more.
30. 1 finally applied myself to learning to read.
31 iryed to read and got better. Eread alot better today than T did in my vounger days,
32, Tstrive to achieve perfection inany and all social and/or informal. formal endeavors [ pursue.

All responses given are shown,
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men had had higher priorities than lcarming to
read while of school age.

Question 2: Studenis vs. Tutors

The results of the survey were analyzed by
means of the chi-square statistic through the
$AS vomputer program to determine if inmates
who served as tutors viewed these factors dit-
ferently than did those who were students.,
When we used the 0.05 level of significance
(95% of the samples drawn from this poputa-
tion would furnish the same result), items 2,
7. 14, and 19 (discussed below) showed «ig-

nificant difterences between the responses of

tutors and students. However, item 7 ("M
friends wanted to do well in school™) had few-
er than five responses in the negative cell and
was therefore incompatible with the chi-
square statistic,

Surprisingly. on item 2 signiticantiy high-
er mumbers of students (12 of 16 than tutors
(6 of 16) <aid that someone in the family read
to them. One interpretation is that student
immates responded to the recent past rather
than the preschool frame intended by the sur-
vey authors. Students also responded with
significantly more “yes™ answers toitem 14
about being scared to read aloud—11 of 16
students marked “ves” to this item while
only 4 ot 15 tutors did. This result 1s not sur-

prismg. Inmates who accepted the role ol

tutor would prebahly feel more confident
about reading than those who clected to be
students, Similarly, for item 19 it is under-
standable that significamtly more tutors than
students felt that they read as well as they
wished.

Interpreted this was, we get little mageht
fromi the “yes oF no™ responses into variables
thiat may have caused differences between
the 1w o group~. As nowed in Fagure 4, howes -
ot student responses o the open-ended gues -
tior 1 think | read ke Tdo becanse 7 show

N
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clear differences of focus. Student responses
dealt primarily with the past while tutor re-
sponses reflected vurrent purposes and intent,
A few student statements clearly indicated
personal causes for inadequate reading skills:

I Ty o read fast and lose track of what
I'm reading.

~

. I'don"t understand big words.
4. of missing days in school....

6. 1 didn't take school as serious as T want
to....

10, Fdidn't take time to read.
15. slow leamed

These statements reflect the psychological
factors only. Physical factors are not men-
tioned,

In light of current enticisms of educational
institutions, it is interesting to note that no
comments degraded teachers, materials, or
the general environment. Again, this is pos-
sibly because these men view themselves as
being in a position from which they cannot
denigrate authority, Comments from tutors
support this emphasis on personal responsi-
bility with addcd emphasis on having clear
purposes for reading:

17. 1 ve continued to read and feel that the

more | read the hetter Il become at it

20, it is best tor mie in the vorld today. Be-

sides that Tove reading God™s Word

daily,

21 there was a ot of interesting books and
[tove reading and couldn’t get my
nose oug of i book,

strive to achieve pertection inany
and all social and or intormat, formal
cadeavors T pursue.

In response tocour fiest rescarch question
P o what bactors domale inmates o aclose-

q *' U
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security correctional institution attribute their
current reading levels?”), the data provide
interesting insights. Figure 2 shows the range
of responses by the total group. clustered by
the type of variables involved.

Figure 4 presents the full list of free-
response statements provided by the men at
the end of the questionnaire. Our interpreta-
tion of these free statements is that those men
in the <tudent role discussed the past and
dealt with problems (e.g.. T didn’t take much
time to read,” 'l don’tunderstand big words").
Tutors. on the other hand. focused on the pre-
sent or future ("1 enjoyv reading.” "Now |
understand the importants of reading™) and
on purposes for reading (tenjovment. improse-
ment, understanding, and salvation).

Beiter Readers Have a Purpose

To judge from the results of this survey. it
appears that those inmates who have devel-
oped proficiency see reading as having a pur-
pose: they feel competent cnough to enjoy
reading. or they feet they can tearn about
themselves and the world through bools.
Those inmates who did not develop profi-
ciency may have been influenced by physical
or environmental Habidities, They reported
that they did not read as well as they wanted
to and that they did not work at learning to
read while in school. Perhaps they did not try
because, as reported, they felt nervous about
reading atoud. Fhe ansic ty may have carried
over into alt reading. Furthermore., it seems
likely that that anxiets was bused on aware-
ness that in fact thes did not read as welf as
their classmates.,

Answers o this survey rebect the opinions
of the adult male prison inmate literacy pro-
wrdi patticipants on o particular day. based

on their individual memories of childhood
and school experiences. This sample is not
necessarily representative of the entire popu-
lation of the institution or penal system.
These men have chosen to participate in the
literacy program and their attitudes may have
differed from those of the general prison pop-
ulation. Theretore, caution should be used in
interpreting the survey findings to the general
population,

A varicty of causative factors in the respon-
dents” backgrounds could have influenced
their responses. Accuracy of memory should
not be discounted: Factual information regard-
ing literucy development and background of
the inmate participants was not studied. Given
the high percentage of nonproficient readers
among incarcerated persons. it would seem
that more extensive research and intensive
instruction in this area would be beneficial.

While no specific causal factors can be
isotated through this study, 1t seems safe to
conclude that better readers in this population
have a clearer sense of the purposes of read-
ing. Better readers read for a reason while
poorer readers do not see through the trees
of words to the forest of gaining knowledge
or enjoyment. Teachers and administrators
might use this information to tind methods
and materials to encourage student enjoy ment
and sense of purpose.
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Understanding is not cued knowledge: performance is never

the sum of drills: problems are not exercises; mastery is
iol achieved by the unthinking application of algorithms.
In others words, we cannot be said to understand something

unless we can employ our knowledge wisely,

"

fluently, flexibly, and aptly in particular and diverse contexts.
—WIGGINS, 1993, 2. 200

nhis review of assessment, fohnston

(1984) Issued conclusions that still hold

true. He complains that, even though
recent research has tended to emphasize
process over product, educators and re-
searchers persist in depending on the more
conveniently obtained product data. The arti-
cles in this section address process as well us
product. Metz cites programs that attempt
alternative assessment with adults. Padal.,
Davidson, and Padak detail easy-to-use
strategcies for informal assessment. I inlay
and Harrison discuss standardized tests ver-
sus competenes-hased assessment. Fareo and
Collins started out lookine for answers on
hose ter e aliate adudt beemmine readers and,
inthe process, learned how liberatine the
richt interview guestions can he, found ways
tooredesicn rescarchin progcress, and devel-

oped Feener obsersation of ther osen teach-

ing. Ash reports on a six-year project to eval-
nate the te.ts used in « large-scale merit svs-
tem. Murphy et al. provide a test designed for
health-care professionals to use to identify
low literacy levels in patienes. Padak and
Paduk provide guidelines for adult literacy
progrant evaluation in the categories of per-
sonad, programmatic, and external fuctors.
Guarera and Pearson 1 1991) hold as a basi
thesis that the kexs to meeting the assessnent

needs of a diverse student population are a

Hexible approach to assessment and o dru-

matically improved teacher knowledge hase,
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A s sess ment

Issues in Adult
Literacy Assessment

EL1ZABETH METZ
MARCH 19906

vist array of adult education pro-

grams are offered across the

United States and wround the

world. There are programs offered
through state education oftices and public
school districts, Gther programs are provided
by volunteers through Literacy Volunteers of
America, Laubach Literacy International. and
public libraries tGaughan. 1986: Literacy:
The Kev o Success, 1988 The US. govern-
mient provides Hiteracy programs ticd to the
Joh Training Partnership Act and through the
Departments of Agriculture, Defense, Heulth
and Human Services, Interior, Justice, and
Labor (Newman, TO86), Private industry also
ofters literacy clinses.

To further complicate matters. some pro-
grams are lear »r centered. some competency
based. and some job centered. The instructors
may be found anywhere along a continuum
from volunteers. who have reccived only a
few hours of training provided by their spe-
cific program, to certified professional adult
cducators. How does one assess literacy
under such circumstances? It is very difficult
to develop standards when adult learners”
needs are so dissimitar and the programs are
so varied. One common goal is that the
assessment procedure used should integrate
both curriculum and student-identified goals
and needs. Jeanne Chall states that “there are
few tests specifically meant for adults (and)
there seems to be i hesitation in using them™
{see French, 1987, p. 7). The commonly used
Test of Adult Basic Education (TABE) until
recently was normed on children. Most
normed and criterion-reterenced tests are
scored using grade level equivalents similar
to those used for children. French calls this a
“legacy from our definition of literacy as a
levet of achievement™ (p. 4.

There are tew rescarch-based models avail-
able for assessment of the muny different pro-
agrams. French (1987) suggests that informal
testing would be one direction to follow which
would allow for a more personal perspective.
In informal testing the learner can be actively
involved in his or her own assessment. While
ihere are w number of viewpoints about adult
literacy assessment, no one perspective seems
to-dominate the field at this time.
Representative Programs

The Center tor Literacy in Phitadelphia,
Pennsylvania, provides a curticulum based on
the individual fearner’s gouls, interests, and
needs. Their underlying assumptions are that
literacy i~ social and that the fearners come
with their own goals and objectives, The
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Center for Literacy uses planning conferences
during the intake session and every 6 months
for assessment. Items such as the learner’s
everyday life. reading and writing strategies.
interests. and goals are considered. A portfo-
lio of the leamer’s accomplishments and cur-
rent work is also kept (Lytle, 1986).

The U.S. federal prison system reading
programs use standardized tests. Each inmate
takes the Adult Basic Learning Examination
{ABLE) on entry. Although ABLE is used by the
prison system, cach institution may develop
its own basic education program (Muth.
1988). Project LEARN. in Cleveland. Ohio,
uses volunteer tutors trained in the use of
Laubach literacy materials. Assessment of
learners begins at the intake interview, and
progress is closely monitored in the early
lessons. Project LEARN ulso uses the Wide
Runge Achievement Test (WRAT) (Pasch &
Oakley. 1Y85).

Comprehensive Adult Student Assessment
System (CASAS) is used in all California pro-
grams that receive U.S. Adult Basic Edu-
cation Act funds. Assessment is linked direct-
Iy to alist of identitficd competency statements.
Materials used in the program are coded to
this hist. When learners first enter the pro-
gram. their needs and skills are assessed
through an interview. The program has had
diftficulty in record keeping and plans to usc a
computerized management system (Rickard
& Stiles. T98S). Given the range of assess-
ment tools highlighted above. field-based
personnel continue to note limitations of
these instruments and suggest changes.

Towards Allernative \ssessment

It appears that both standurdized tests and
competency-based assessment poorly serve
the adult learner. Standardized tests are ofien
refated to former failure in school, are intimi-
dating, und give a one-sided view of o multi-

RSP

sided problem. Since each adult had his or
her own reasons for coming to a literacy pro-
gram. these reasons rarely match up with the
skills measured on standardized tests. Com-
petency-based programs also have a similar
problem. In such programs, competencies
tend to be imposed on a learner rather than
the learner choosing competencies that match
his or her goals.

Assessment of the adult learner can be
conducted on an informal. nonthreatening
basis. The cultural. physiological. psycholog-
ical. and educational characteristics of the
learner can be noted through a series of infor-
mal interviews over a period of several ses-
sions. Learner interests and goals can be dis-
cussed on an ongoing basis by the tutor and
lcarner. Reading level can be determined
through an informal reading inventory and
the learner’s reading strategies can be
assessed using nuscue analysis.

While these methods of assessment may
take more time than a standardized test and
formal intake interview. more appropriate
information can be obtained. Rapport would
be built between learner and tutor. the self-
image of the learner would be enhanced as
the program would be learner centered. and
the goals and needs of the individual learner
would be met. Success would be built into the
program. Progress would be noted as each
goul of the learner is reached. and new goals
would be established as part of an ongoing
assessment progriam.

References

French, J. (98T, Adudr leeracy- A sonrce book
and gieede. New York: Garland.,

Gaughan, K.K. (195360). Literacy projects in
Hibraries, Libvary Drends, 33, 277-291,

Lieracy: The kex to success A ucracy handbook.,
(19881, (2nd ed.y Utica, NY: Mid-York Library
System. [ 303 [80}

Lytleo S.U 1986y Literacy theory in practice:
Avvessine the readime and writing of low - literate

) U




Q

ERIC

PAFullToxt Provided by ERIC

adulis. Paper presented at the annual meeting of
the American Educational Research Association.
San Francisco, CA. 65 pp. [ED 278 675]

Muth. W.R. (1988. September). Federal prison sys-
tem reading programs. Paper presented at National
Adult Literacy Symposium, Washington. DC.

Newman. A.P. (1986). An evaluation of the impact
of the Advertising Council’s “Volunteer Against
Hiiteracy™ campaign on public awareness of
and resources devored to adult literacy for 1985.
Bloomington, IN: Indiana University. 677 pp.
{En 293 979]

Pasch. M.. & Oakley. N. (1985). An evaluation of
Project: LEArN. Paper presented at the annual
meeting of the American Educational Research
Association, Chicago. IL.. 25 pp. [Ep 255 759]

Rickard. P.L... & Stiles. R.L. (1985). Comprehensive
Adult Student Assessment System (CASAS)
design for effective assessment in correctional
education programs. Journal of Correctional
Education. 36, 51-33.

Assessmemnt

Exploring Reading
with Adult Beginning
Readers

NANCY D. PApAK
JANE L. DAVIDSON
GARY M. PADAK

SEPTEMBER 1990

elping adult basic education learn-

ers become competent, avid read-

ers is a major challenge facing

ABE teachers and tutors and a
major goal for most ABE programs. Under-
standing these adults as readers i$ the first
step toward meeting the challenge and achiev-
ing the goal.

Most ABE programs rely on standardized
tests to yield information about reading abili-
ty. However, both standardized testing and
the results it yields have limitations that
restrict its usefulness for ABE instructional
planning. Many learners are intimidated by
standardized testing, perhaps because they
arc reminded of unpleasant prior experiences.
Moreover. test results do not provide infor-
mation for planning instruction. An adult who
scores in the 5th percentile on a standardized
test may indeed need assistance in reading,
but the test score does not provide specifics.
Does the adult enjoy and value reading? Read




for meaning? Have a workable strategy for
identifying unknown words?

These problems with standardized tests are
aggravated with adult beginning readers, who
are even more likely to fear formal testing sit-
uations and to score poorly. Furthermore,
test-taking fears may counteract attempts to
create the positive initial experiences so
important to retention in programs. Fortunate-
ly, several alternatives to standardized testing
can yield diagnostic insights. This article will
explain several strategies for exploring begin-
ning adult readers’ perceptions about reading
and their abilities.

Exploring Ideas About Reading

An intake interview of some sort is usually

“part of registration or an early instructional
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session with the adult beginning reader.
During these interviews, teachers typically
ask about background, interests, and goals
(Davidson. Padak, & Padak, 1989): Tell me
about your family. Where do you live? Where
have you worked? What are you interested
in? What do you do in your spare time? V/hy
are you interested in this program? What do
you hope to accomplish?

Discussion surrounding these questions
provides the teacher and adult with opportu-
nities to learn about each other and begin
establishing rapport. Additionally, informa-
tion shared about interests and background
can be useful in planning instruction. For
example, Ray told his tutor that he’d probably
miss a session in the spring because he had
attended every Cleveland Indians home open-
er for the past 25 years. Knowing about Ray’s
interest in baseball helped his tutor select in-
teresting materials.

Questions about reading should be asked
during intake interviews as well. What read-
ers do during reading is determined, at least
in part, by what they think they should be
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doing. An adult who believes that “saying
the words™ is the goal, for example, will
probably approach reading differently than
one who believes that “getting the message”
is the goal. Furthermore, mistaken notions
may impede the teacher’s efforts to help the
adult grow as a reader. Interview questions
that explore the adult’s notions of the reading
process and awareness of reading strategies,
can provide useful instructional insights.

Questions like these can be useful (Burke.
1980: Padak. 1987; Wixson, Bosky. Yochum,
& Alvermann, 1984): Who's the best reader
you know? What does this person do that
makes him or her such a good reader? How
would you explain reading—what would you
say that it is? What should readers do? Why
do people read? Do you think that you're a
good reader? Why? What'’s the best way to
become a better reader? Why?

The adult’s awareness of reading strategies
can be explored through interview questions
such as these: What do you do when you
come to a word that you don't know? How do
you try to figure it out? What do you do if
that doesn’t work? Do you ever find that you
don’t understand something that you've read?
What do you do to try to figure it out? What if
that doesn’t work? What do you do when you
want to remember something that you've
read? How well does this work?

In evaluating responses to thesc questions,
it's important to differentiate between strate-
gy awareness and strategy use. An adult
might mention context as a means to identify
unknown words, for example, yet show no
indication of using context while reading: the
reverse may also be true. Nonetheless, the
adult’s awareness of his or her options as a
reader, as well as ideas about the process of
reading, can provide the teacher with useful
insights for planning instruction.
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Exploring Comprehension Ability

Knowledge about the learner’s compre-
hension ability is critical; after all. compre-
hension is what reading is all about. Two
informal strategies for gaining preliminary
information about strengths and weaknesses
in comprehension are described in this sec-
tion. The strategies are based on text read to
the adult, rather than reading he or she does
independently.

Although listening comprehension and
reading comprehension abilities may differ.
they also share important features. Both
involve sampling, predicting. and confirming.
Both depend upon inferences that are based
on the aduit’s prior knowledge and informa-
tion presented in the text. As such. knowledge
about the adult’s ability as a listener can be a
useful source of hypotheses about his or her
ability as a reader. Besides that, if the adult
cannot read independently. we cannot exam-
ine reading comprehension directly.

(1) Active readers make predictions about
what they expect to read and then confirm or
refine their predictions based on evidence
from their reading. This process allows the
reader to construct the author’s message. to
comprehend. These same thinking processes
are involved in listening to an unfamiliar

‘text. One way to explore listening compre-

hension, then, is to ask the adult to make and
evaluate predictions about’a text being read
to him or her.

The Directed Listening-Thinking Activity
(DL-TA) (Davidson. Padak. & Padak. 1989:;
Stauffer, 1980) is an instructional technique
that works well for this diagnostic purpose. In
bricf, the DL-TA involves asking listeners to
make predictions about text content and pro-
vide reasons for their ideas. A portion of the
text is then read. and listeners are asked to
evaluate their predictions in light of what they
have heard. They are then asked to speculate

about what may be presented next and to
explain why they think so. Two questions
typically facilitate the discussions: What do
you think? Why do you think so?

Responses during a DL.-Ta can be analyzed
to formulate preliminary hypotheses about
comprehension. Three aspects of the respons-
es are important: willingness to predict and
evaluate, plausibility. and demonstrations of
text understanding. Willingness to predict and
evaluate provides an indication of the adult’s
understanding of the reading process. That is.
adults who predict and evaluate freely most
likely know that their thoughts are important
to reading and listening, while those who hes-
itate may not. The plausibility of predictions
can be determined by judging whether the
ideas are possible. given information provid-
ed in the text. Finally, demonstrations of text
understanding are frequently shown in state-
ments such as "I think . because
it said

(2) Analyzing an adult’s retelling is a sec-
ond way to explore his or her listening com-
prehension ability. After an unfamiliar text
has been read to the adult. the teacher can
invite retelling by saying “What was this all
about?” or “Tell me everything you remem-
ber about what [ just read.™ After the adult
has completed an initial retelling, the teacher
can ask for further response: “OK, what
else?” or “Good. What else do you remem-
ber?” Prompts such as these encourage elabo-
ration without providing clues to text content.

The teacher should make extensive notes
during the retelling or tape record it. Either
way. analysis of the retelling should be based
on several guidelines that involve judging the
extent to which the adult understood what
was heard (Padak. 1987):

. How fluent was the retelling? Did the
adult retell freely or was a great deal of
prompling necessary? Was the retelling well
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organized? Good tiction retellings recreate
the plot in the sequence presented. For non-
fiction. maintain:ng the author’s sequence
might not be as important as other aspects of
organization, for example. recalling which
details belong with which major topics.

2. How complete was the retelling?
Excellent retellings need not be verbatim
accounts of the text—rote memorization is
seldom. if ever. a goal for either listening or
reading. Instead. the teacher should analyze
the retelling to determine presence of main
ideas and significant supporting details.

To a certain extent. teachers need to keep
open minds when analyzing retellings. Since
comprehension depends heavily on the listen-
er’s or reader’s prior knowledge. the teacher’s
notion of what’s important may not always
correspond to the adult’s. Nonetheless. ana-
lyzing retellings for fluency. sequence, and
breadth can be helpful in understanding an
adult beginning reader.

Exploring knowledge of Words

Dictation by the student (Davidson. Padak.
& Padak. 1989: Stauffer 1980) is an excellent
diagnostic tool for exploring the beginning
reader’s abilities as a reader. including his or
her knowledge of words. The advantages of
dictation over other means of diagnosis. such
as word lists or standardized tests. are many.
Understanding is ensured. and meaning is
inherent in the learner’s dictated accounts of
experiences or ideas. Moreover, since dicta-
tions are recorded verbatim, vocabulary and
language patterns will also be familiar to the
adult. Finally. the diagnosis should be con-
ducted in a supportive atmosphere, and work-
ing with dictations creates a supportive atnio-
sphere.

The first step in taking dictation is to facili-
tate discussion about a topic. Discussing
responses to interview questions during the

RIC

intake session, for example, could easily form
the basis for dictation. Next. the teacher asks
the adult to summarize by providing informa-
tion to be recorded on paper. Each statement
should be recorded exactly as spoken.
although standard spelling. capitalization, and
punctuation should be used. Here is Will's
dictation. taken during his first session in an
ABE program:

I'm pretty nervous about coming back 1o school.

It been a long time. and I wasnt so good at it

hefore. I didn’t have no luck in school. [ figured

I was pretty dumb. but now I'm not so sure.
Well. T can give it a try.

After the dictation is complete, the adult
is asked to read it aloud. The teacher looks
for ease and fluency and notes the words
read successfully. After the adult has read
his or her dictation. the teacher directs atten-
tion to words correctly identified and asks
the adult to say each word. Words identified
quickly and accurately are sight words.
Later in the initial session. or at the next ses-
sion. the adult is asked to read the dictation
again, this time silently. and to underline all
the words he or she knows. This process is
completed twice. Finally. the teacher asks
the adult to say each underlined word. An
indication of the adult’s ability to learn new
words is given by comparing these respons-
es with initial responses. This procedure can
help teachers determine the extent of an
adult beginning reader’s sight vocabulary
and his or her ability to learn new sight
words in the context of familiar material. Of
course. it's unlikely that working with one
dictation will tell the whole story. If addi-
tional information is needed before instruc-
tion begins, the entire process can be repeat-
ed with another dictation.

It's fairly easy to form hypotheses about
possible word identification strategies during
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work with a dictation. Making note of the
adult’s reaction to problems is probably the
best way to do this. Does he or she seek help?
Try again? How? Does the adult try to use
context? Phonics? Sometimes the reader real-
izes that there's a problem. but doesn’t know
what to do about it. If so. a quizzical look or a
comment (“That’s not right™) may be the clue
to understanding. In cases like this. it's usual-
ly helpful to seek additional information:
"You look puzzled. What's the matter?” Ob-
serving reading behavior. with particular
attention to attempts to solve problems, can
help teachers form hypotheses about the
adult’s reading ability and repertoire of read-
ing strategies.

Making Instractional Decisions

Diagnosis involves asking questions and
looking for answers. As questions are
answered. a picture of the adult as a reader
begins to emerge. Data and anecdotal infor-
mation collected from all sources need to be
consolidated in order to clearly see the pic-
ture. What is now evident about the adult’s
reading performance and what is not
evident?

Holistic Reading and Writing Assessment
for Adudts (Davidson. 1990) contains sets of
continuums in the following areas to think
about in making instructional decisions: rcad-
ing for meaning. using functional strategies
for word identification. vocabulary-concept
development. fluency. self-esteem related to
reading. values related to reading.

Information collected about an adult’s
overall reading performance is recorded on
appropriate continuums. thus allowing for
progress to be plotted. over a period of time.
on the assessment sheet. Instructional deci-
sions and information about progress can

then be easily plotted. shared. and discussed
with the adult learner. As teacher-tutor and
adult learner gain additional insights about
the adult as a reader. these insights can be
recorded and dated. thus providing an ongo-
ing means of justification for instructional
decisions and activities.

All instructional activities need to be both
meaning based and learner based. The most
effective activities are those based on learn-
ers’ strengths and needs that represent a high
degree of authenticity. Adult learners must be
actively involved in highly personalized liter-
acy instructional programs. They must have
critical roles in the instructional decision-
making process and in recording progress
toward their own goals. After all. they have a
lifetime of literacy ahead of them.
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hich of these quotations gives
the most accurate picture of the
de gree of success of adult liter-
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acy tuition? Or are both true’?

The majority of adult literacy participants do
not accomplish meaningful. practically signifi-
cant reading improvements and leave training
without having achieved functional literacy.
(Diekhott, 1988, p. 625)

The finding that the majority of learners enrotled
in literacy schemes in the period in question
were evidently making progress in their acquisi-
tion of skills related to reading and writing. and
that the majority of titors and learners were sat-
isfied with the rate of progress being made,
appears to provide turther evidence of the bene-
ficial effects of the initiatives that have been
tahen in recent years to extend and improve the
provisions made for the teaching of literacy
shills to adult students. tGorman, 1981, p. 198)

An examination from a United Kingdom
perspective of the background and nature of
provision and curricula, as well as considera-
tion of what is meant by success and the
means of assessing it. may help us decide.
Are there research results which confirm
whether or not Adult Basic Education (ABE)
tuition in reading is successful? Who judges
success—students. tutors, or others? How is
success currently being assessed? What is
being assessed under the broad heading of
reading. and are current methods appro-
priate?

Background

The first major impetus in the United
Kingdom for adult literacy. as ABE was then
called. did not occur until 1975 with the
establishment of the Adult Literacy Re-
source Agency. now superseded by the Adult
Literacy and Basic Skills Unit (ALBSU). With
so brief a history it is not surprising that
assessment philosophy and assessment tech-
niques specific to ABE are still in their infan-
¢y when compared to other areas of educa-
tion.

During ABE's brief existence. changes have
occurred which affect the nature of provision
and curricula—concerning what is offered
and the way it is delivered. Two of the more
significant changes are the move away from
predominantly individual tuition to group
tuition and the inclusion of numeracy with
the traditional reading. writing. and spelling
originally offered, At first most tuition was
carried out one-ta-one with volunteer tutors
(as a result of which the term tiror rather than
teacher is common in ABE). As the movement
gained strength and more paid staff were
recruited, an increasing number of students
were directed to group tuition in ABE classes
instead of being offered tuition in cither their
own or the volunteers” homes. Volunteers are
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still encouraged in many classes, and individ-
ual help is usually available when necessary.

Changes in curriculum. together with a
move to using more paid staff instead of rely-
ing so heavily on volunteers, may have
delayed the development of an established
assessment code of practice in ABE. The lack
of statutory minimum training or qualifica-
tion requirements for paid staff may also have
implications for the assessment issue.

In the past 10 years. various government
initiatives from the Department of Employ-
ment in the United Kingdom have had an
impact on the provision of ABE classes, hich
have become associated with Employment
Training. the Youth Training Schemes. and
the Training and Enterprise Councils. This

adds further complexity to the great variety of

provision available. which is generally based
around projects and classes funded by local
government, and taught in schools or further
education colleges (which are similar to U.S.
junior colleges). In addition. there are other
specialized areas such as English as a Second
LLanguage and centers for those with learning
difficulties. and special provision offered in
prisons and the armed forces. Owing to the
potentially conflicting criteria of success
among these very different reference groups,
discussion of success within this article will
be limited to the most common type of provi-
sion: for example. that provided by the
Berridge Centre (1990):

NottinghamsInre Education Authorits provides

a comprehiensive service tor adulis who need to

improve therr skills 1o reading. writing, spelling.

math, and English tor speakers ot othier Lan

srges. It caters for people at the beginning

stages to those who wish to brush up thew shidls

W pre-Gesk fan examination taken at the end ot

compulsors education in Epglandj tevel tor

work, study or personal interest. (p. 1

Assessment

Although this article is about success.
assessment forms a large part of the content,
as without it. how can success be demonstrat-
ed? It is needed so that progress may be mon-
itored and the achievement of goals—the
essence of success—recognized. It is in the
interest of all involved parties, students,
tutors. funders. and so forth. Any method of
assessment incorporates assumptions about
success., and as different parties in the success
debe > will have different criteria of success,
one would expect any assessnmient method to
reflect the criteria of the person making the
choice.

If it were simply a matter of transferring
the criteria used to judge the success of chil-
dren’s reading to adults” reading. there would
be less of a problem in defining success and
in agreeing on ways of assessing it. Charnley
and Jones (1986) maintain that many tutors
and ABE organizers are former primary school
teachers who to some extent assess and judge
success by virtue of their capability to remem-
ber approximate measures of reading age and
to apply them to their adult students. But
sarly on in the success debate there was a
general fecling that this was an inappropriate
way to test adults, particularly as students had
by definition alrcady failed at school and
were not inclined to view testing lavorably.

Furthermore. no widely used adult read-
ing tests were in existence in England.
although individual organizations some-
times produced their own schemes. For
example. the Warwickshire Literacy Place-
ment Guide (Mowat & Nicholls. 1976) was
intended to help in forming an initial assess-
ment only. The result of the absence of a
nationally recognized test, together with a
dislike of formal testing. led to the view that
subjective judgments by tutors and students,
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rather than formal tests. were the acceptable
face of assessment.

Charnley and Jones (1986) give an
account. based on a survey of tutors” and stu-
dents” observations. of typical tutor and stu-
dent perceptions of success couched in these
terms. Their exploration of the concept of
success for ABE students not only rejected for-
mal tests in favor of subjective judgments.
but introduced affective and cnactive criteria
as well as the more usual cognitive ones asso-
ciated with standardized testing. They were
not the first to suggest informal methods with
this group of students. Kohl (1974) had
already advocated using this approach and
had drawn up sample assessment forms to aid
tutors and students come to joint agreements
on initial and ongoing assessment,

Unlike Kohl. Charnley and Jo~:s do not
provide an assessment method. Their contri-
bution lies in their analysis of the collection
of responses made by ABE participants during
thzir research. The resulting classification of
responses into cognitive, affective. and enac-
tive categories attempts to show that achieve-
ments in the affective domain are more val-
ued by students than any other kind. Their
findings have been influential in giving
acceptability to the school of thought which
uses atfective achievements as a major mark-
er of success,

The strengths of the above approach do not
mean that it can be uncritically accepted. A
range of assessment methods might have
varying degrees of formality. One may think
of the assessment situation as a continuum
with standardized objective testing at one end
and informal subjective assessment at the
other. A variety of opinions may be found in
relation to different positions on the continu-
um. It would also be interesting to investigate
whether the degree of success elaimed for
ABL teaching correlates with the writer's pre-
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ferred ty pe of assessment on the formal-infor-
mal continuum.

Standardized Assessment As a
Measure of Success

A key assumption behind standardized
testing is that success in reading can be
reflected in test performance. Success is thus
judged on cognitive rather than affective or
enactive grounds. The assumption as far as
cnactive achievement is concerned is that
cognitive gains will be transferable to enac-
tive situations with the concomitant implica-
tions l'or “functional literacy™ that this
assumption makes. For the reasons given
above. standardized testing of reading has
been little used in ABE in the United Kingdom.
but in the United States a different attitude
prevails. It is worth considering U.S. testing
methods and contrasting these with those
used in the United Kingdom.

Current U.S. attitudes and tests in use in
ABE programs are described by Sticht (1990).
In his report. which also covers testing and
assessment methodology, Sticht quotes the
Ad' .« Education Act which requires U.S.
adult education agencies to collect standard-
ized test data as part of their evaluation activ-
ities. Some freedom of choice is allowed in
that the tests chosen may be norm refer-
enced. criterion referenced. or competency
based. but whichever type is used. it must be
based on a systematic sampling of behavior,
have data on validity and reliability. be ad-
ministered and scored according to specific
instructions. and be widely used. No such
requirements exist in the United Kingdom
although in a recent paper a1 Bst (undated) is
explicit about the importance of monitoring
progress in evaluating effectiveness. How-
ever. this advisory document lays down no
guidelines s to how success in reading
should be measured or defined other than to
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say that it should be recorded on a regular
and systematic basis.

In Sticht’s report (1990), four ABE tests in
the United States suitable for both initial and
ongoing assessment are reviewed by G.
Jackson. He selected ABLE (Adult Basic Learn-
ing Examination. 1967-86. The Psycho-
fogical Corporation, Order Service Center,
PO Box 839954, San Antonio, TX 78283-
3954. USA) and TaBE (Tests of Adult Basic
Education. Forms 5 and 6. 1957-87. Pub-
lisher’s Test Service. cTB/McGraw-Hill, 2500
Garden Road, Monterey, CA 93940, USA)
because they are the most widely used. group
administered. norm referenced tests of adult
basic skills: casAs (casas Adult Life Skills—
Reading, 1984-89. casas. Sun Diego. CA,
USA) as an example of a group administered
competency-based test and READ (Reuading
Evaluation Adult Diagnosis [Revised].
1972-82. Literacy Volunteers of America,
5795 Widewaters Parkway. Syracuse. NY
13214, USA) because it is used by volunteer
adult literacy groups for individual testing in
one-to-one teaching situations,

ABLE and TABE receive some criticisms
from Jackson: for example. the reading com-
prehension subtest in ABLE is criticized on the
grounds that it demands inappropriate back-
ground knowledge and the TABE on the
grounds that the lowest level of the test will
be daunting for students with les« than Grade
3.0 skills. The background knowledge issue is
arguably a particutarly important one for dis-
advantaged readers. since their lack of famil-
farity with print makes it likely that they have
missed out on the sheer gquantity of knowl-
edge fluent readers have access to.

The situation is analogous to the Matthew
effect (Stanovich, 1986) as regards the ditfer-
cnces in volume of material processed by
skilled and less skilled readers. The criticism
of the Tant regarding it~ only ascessing a

minimum achievement level of third grade is
equally significant, considering that ABE
classes cater to beginner readers and upwards.
It is these beginner and struggling readers,
rather than those students who attend to brush
up their English skills, with whom tutors tend
to be most concerned.

CASAS is reviewed less positively than
cither ABLE or TABE, s, although the testis
adult in tone, the specified competencies are
measured by an insufficient number of items,
For example, the competency “identify
months of the year and days of the week™ is
assessed by only two items. This makes it
unsuited to specific competencies. How much
this is a drawbuack depends on how one inter-
prets “functional literacy.” Does one take a
general or specific view of competency -based
teaching? This is an issue to which we shall
retum.,

Sume American ABE schemes, like British
ones, use volunteers as tutors, instead of pro-
fessional staff, The rEAD procedure., which
was developed for use by volunteers, might
appear to be particularly suited to the United
Kingdom. which still relies on volunteers fo
some extent. However, eriticisms made by
Jackson (in Sticht, 1990) and Fox and
Fingeret (1984 cast doubt on its reliability
and validity. The procedure is also described
as awkward to administer,

Are these 1S, tests indeed capable ot
demonstrating success in North American
ABE programs”? The ideal way to show this,
either by pre- and posttests or by obserying
progress at intervals, is made difficult by the
attrition rate within programs. Darkenwald
and Valentine ¢1955) report that a number ol
follow-up studies have been unable to secure
response rates equaltling 4077 or more of the
original sample. This makes it difhicult to
assess programs” etfectivencss,

Where tollow -up studies have heen carned




out, they typically reportincreases of appros-
imately 1.5 reading grade Tevels per year
(Diekhoft, 1988, This may seem i respect-
able rate of progress when one constders that
this s o faster than ascerage rate of increase
tor sehiood children in tull time cducation. I
this rate of increase were to be kept up, con-
siderable gains would be miade, but as most
students only remain i programs tor fess
than 18 months tharkenwald & Valentine,
1OKS), total gains are not great, Ifimpiove-
ments i reading prade fevels alone are the
eritenia of suecess, then according o Diekholt
(19XS) st 1 not being very successinl

Reasons for \ecepting or Rejeeting
Staudavdized fests

The existence and wodespread use in the
United States of these tests show that s
possible to both devise and admimaer <tan
dardized tests in spite of the diftwealties.
Critivisms made of then above hase not pre-
vented their wse. This does not necessarily

incan that they are desirable, and practition-
cistentieisme of them find growing supporg
i the hierature. Desivners may il to taky
aceount of subjects" teehings about tests and
the ettect ot this oo results. Nooatter how
welldesigned trom a cognitise perspective a
test s, it wlb il to give an acenrate pactuse i
the human subjectisn’tm a bt state to tahe it
Sticht 1199 pomts out what many titors
By e eapuerienced, namely, that new students
are often pervous b st mecting, Ths ans
icty, which tay beosevere, may be ageravated
by thewr unpreparedness tor test-taking strate-
giess et chey may underachieve nna
pretest. When postiested ther garns may
appear greater than they really are becaose
Fatmbanty and assocraded velavation have
contnbuted to improved pesformance,
Footwrther Cloud the vesie, Sticht sas s thas
PO 2 oot student s coore berter o the
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pretest than the posttest. He attributes this
“negative gain® o various causes including
guessing, rearession to the mean, and change
i test performance strategs, which ironically
may fead to the use of a poorer stratewy,

Another consideration o« the question of
the wity informition frony tests is presented as
readding ages or grade fevels, with the assump-
tion that one can generalize trom pertor
manee on i test to performance ina real-hife
sitation. Ehringhaus (1990) points out the
impottinee of ceotogical viidity and sts rele-
vanee tor functional Biteracs assessiment,
Undess testing takes this into gecownnt, how
can one be sure that the adult will perfoinin
read Tife in the siune way that she or he puer
tormis during i test? When the eHects of con
Hidence on pertormancee are dso taken into
doeount, it seems possibile that signiticantly
improsed performance on Gashe ot matier o
the student way oceur and so the refativels
sl gains wade m erade level might niash
farger gains o reab tenms

Thiv might lead to the view that despite the
lack of evidence trom test data, wr programs
are i reahity successbul, Kilbey $ 1985y, in
UK study, showed that the increase inread
iy dpe that vcuried over | sear was accom-
panied by anmercase i eonhidenee. Trgs
mteres time that he used o Bhosh test desapined
tar chuddrew N cale Anadyvsis of Reading
Abnhtor and Jound o ssnvbar oreae e in pead
g ape CF A3 yearsto that made in U8 saud-
s s rets Tor aduhs,

More theoretical support for the antitest
lehbstenre ronn the chaim that standaidized
test-design phifosophy assumes an mappro-
priate model of test on which o baae e
s tests mas et e testing what s actoaliy
taugrht bt rather what 1vom theory taught
Such des backs call iter goe-ton ther Clane
ed testers that they are oble toacomate ]y
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demonstrate the suceess ar fiiture ol tuition
in reading by testing.

Support for the suggestion that tests used
on adults are based upon an tnappropriate
muodel of test theory comes from evidence
assembled by Street 11984 who proposes
that Western civilization has traditionatiy
viewed testas artenomons, By this he means
that test wselt, unlike speech, is viewed as
mdependent of the sitsation in which it is
produced. Tos as it the text producer had a
angle, moded reader i mind who represent
cd all possible types of reader. One could
infer lrom this theory that the moded views
any one ket a product o aow ity system
in v hich symbols are related to units of Le
cieere and not e coneepts or ideas, Farther
more, correct reading s notdtinguished
trom comprehension o that the model
inphies that the surtace stroctare and deep
structure are identeal

I contiast to the autonomous model,
Street proposes an wdeelogieal model
which more than one vahid imterpretation of
a ety be inade according to the conted
mowhich the test s read o seenrding Lo the
backeround bnowlodee of the reader. Some
tests by thew natwre fend thenselves more to
an autenoniogs iterpretation while othes
ate better viewed as ideotovical, The
asstnptiods of the autonomous ipodel are
trat evers reader walb interpret the test inoan
ubeptical wav st <he or he s readimyg it cor
reuthy and that ol veaders voll b usie the
sl straleys,

A tou tests review ed by Jacksontin
Sucht tuem ehied enreadine comprehen
STON Pa-sases dor part ol the et reatennad and
alb conld thoretore hedescribod as o unmny
that the anmtommnoss model apphes nothere
nratersalb anmd that the b boromnd bneadebe
ob th rcader, tuating, ol
cHestontestnnder o

Swonbd oy e ne

1

Hill and Parry (1988) have used Strect’s
theory to support their view that standardized
testing is unsuitable for ast students, The
taBn in particular is singled out by them as an
unsuitable test for assessing adult reading
progress, and they maintain that an alterna-
tve to standardized tests is @ necessity, One
weakness of using Steeet’s argument as area
<on for abandoning certnn types of tests s
that afthoush it could be used to justily reject-
ing reading comprehension tests in which
only one rivhtanswer is aceeptable, it conld
be uved as an argument tor replacing them
with word recopnition tests, and not testing
compreliension atabl The isaae here s partls
one ol gencializobility: Teseems that fora
number ob reasonsoat s mote dithcalt to
establisds the construct vahdss o veneraliz
ability of testaan the s population. One reg
<on lor this inay he the s ors vreat range ol
vducational and cognitve backgronds of (the
chients within the pepulation, which ioeer-
Lty creater than s the case with schood a-
dents, tor whiom the magority of geading ests
sere wiitten,

Related to this isane i the guiestion ol e
Iteracy needs oF cach student The prosahing
phtfosophy in the Unieed Kimgdom s that
cach ~tudent nepotiates a personal <y ilabos
and i persona] ases ment progiam. How one
detines and estimates suceess will depend on
the nature of the student™s specibic st
teon, and whether one is assessany a student
by external evternn or estimating how well
stud b has met s or her owon enterna of sue-
vose Crictal to this s the issue of functional
Pteraes and compaotencs boesd e anent

Fane Honal Biteracs aid Competepy-
yased Assessient

I theors vach wne ctedent neeotiates vwth
atuton teopre e o imdecdua ) s labees G-
Bt ap ooiter coda aothiot o elent o

by
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ing for help with reading is provided as fur as
possible with customized reading materials,
Few wob students are complete beginner
readers. Most have some reading expertise,
but it is insufficient to meet the demands
madve on them, henee Charnley and Jones's
definition of the adwlcilliterate as “an ithiter-
ate aduft is an adult who thinks he has o read-
ing or writing prohlem™ ¢1986, p. 171, For
evample. o cardener might ask tor helpin
reading hotticultural socabulars in order o
cope better with his work even though he
already has some reading abidity,

Tl students were bepinner readers when
tirst enrotling, initial and subsequent assess
ment would be a ditferent matter. But the dit-
fering degrees of competence of pew students
combined with their ditferimye necds makes o
tunctionad approach the ideads and it mas
theretore be helptul o consider success in
tunconal ternes, speattied uniguely tor indi-
vidual students, T totoss elaim thes are atter

e hnctional diteracy tuition but m practice
are sliermg a moie general sy Habus, there
may bea msanateh betseen what o sand 1o
be alfered and what in Yact takes place. fo
Sl case the assesement proceduie mas nol

assess what was teht or mas assess what
has boen taughit bot not v hat has been want
cd Thie contusion over definitions of fune-
tioma! Biteracy s described by Valentine
cluser who distinguishes between the
reguiiements of tunctiona Titeracs based on
the needs ol the commumity and functional
Bitcracs based on thie needs of the mdioidual,
Te argues that teachers contuse the two and
are ustnally concentiatinge en the fonmer and
por e Lttty

Feadhets mrend tetea b lomctonal hic
oy but they often aeome that s means o
ity g pasbace of sdentoab matesns) e abl
odent b ed tor ey on tead e
vl

e drom s okl B ar cne ctedent

functional literacy needs may be quite differ-
ent trom those assumed in the production of
the common functional fiteracy package. Ia
common package is in use, then itis possible
to produce o standardized test such as casas
or Wordpower (City and Guilds, Foundation
Level, 1UY0) to measure progress in aceuir-
ing what is taught, hut it cach student is pur-
suing his or her own sy Habus, such standard-
pzed methods will be snvalid. Instead.,
custonnzed tests to match customized taition
are needed.

Can such customized Tearning and assess-
mient work in practice”! Haves and Vilentine
(19891, in o comparison ol the self-reported
needs and self-reported learning gains tor
Functional literacy tasks, indirectdy ansvwer
the question o how closely student needs
correlate with the otlered tition. Fhey took
20 items by pical of Tunctional fiteraes tashs,
tor example. readmy mail, or reading and
vxing road maps, and asked students how
much they needed o kpow about cach, usine
4-point, Likert-ty pe items to format the
taske. From this data, mean trem scores were
cidetlated Tor cach tunctional Iiteraey tusk
atied the tashs were ranked m terms of sample
AT

Atter 6 months" tntion, indiyidual iteme
were ratthed agram, asiny the same methods
as previonsty, according to vams made
tunicional competence. When the two ranks
were compared. the stads did not demon
strate the agreement which one wotld espet
i tstors had stecesstully provided instruction
in accordance with stadents needs o
cuample, the thiee selbaeported neads tasks
ptbed B2 and Vaie ranbed T90VS and =,
pesprectsehe e terms o selbrepotted (i

Ohne Conthd arvue that seane e are easaer
teo gpresee than nthersc bot the de Srepanctes
Potween the ioeds tanb e and coms naskny
are o rreat Hat o coeme peasviablo tooone
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clude that tutors were not successtul in teach-
ing the students what they needed. If success
in such cases is to be measured by perfor-
mance on a stondardized test tor general liter-
acy, such as the 1yBE, oF on a measure of
common functional literacy, for example the
competeney-biased CASAS, then such a rank-
ing may not be important, but if success is
defined in terms of meeting the students”
needs, then the Hayes and Valentine study
shoves how a program may be Tailing to pro-
vide the students with opportunities to
hecome successtul inarcas important to
the,

One may conclude that increase in compe-
tence incarrying onl tunctional literacy tisks,
however detmed, iva goal of instruction, and
achievement of competency in careying out
stuch tisheis one mciare of suceess. tn the
absence of <tandardized tests of functional
competence, the introduction of @ nationally
recognized certficate tequiring ondy i low
fevetbot hiteraey is seen by somie as ameans ol
giving the possibibity of succe s~ to stadents,
aewelbas providing information for emplos -
¢ who would otherwise have only their
ov i and their tatoss” inlermal assessments on
revond.

Thi~ i~ the beliet underlyving the
cotpeteney -bised Wordpower, the Certih
cate e Communication Skills aw arded jointly
by the City and Guilds of Fondon Tnstitute
and A sstoand fiestintroduced m 1989 1.
currenthy bewe oftered af v classes i
Foctand wah sarymy degrees o) enthusiasm,
Mibough the higher stages require one o be
compretent reader, for example, able to pead o
pesspaper.at Foandation leved the stadent i
required to cope ondy cath simple tesd, Fos
the hiestfonr tashs the tator i iediucted to
prrovade festowhich are oo mere than one
paractaph, comprisie <hort snnple phie o
ol suhforioes

RIC

Success on Wordpower depends on com-
pleting the tasks and acquiring the certificate,
not necessarity in making progress. It pro-
vides the opportunity for some students who
would not othernwise be able to do so to obtain
adqualification, but it is not 4 measure of
progross in reading ability, [Uis geared
tow ards commaon functional needs, not spe-
citic ones, although there is some leew ay for
tutors to orient material towards students’
areits of jnterest,

In the United Kingdon, thowe students not
working towards a qualitication have general-
Iy been assessed by the combined subjective
judgments of tutor and student, a proceduse
which has obvious weaknesses. Holland
{1989y reports that the combination ol ABr
praciitioners” expressed needs for a model of
assessment and the assessment and account-
ability ethos of the 198OS provided the motive
tor the deselopment by arnst ofits “Progress
Profife™ which seeks to provide o structure
tor informal tesiimg. This protile incorpurates
initial and ongoing assessment together with
astrategs tor planning and implementing o
student-negotiated syHabus, Tt altow s for spe-
citic tunctional titeracy to be taught and
issessed,

Anohjective element is to some estent
included. m that the stadent and ttor may set
spocihic goals, The student then acts as the
arbater of success by deciding at rezular inter-
vals whercabouts she or he is on i continaum
ranging from “ve started™ o Um contident
about this ne 7 Support to justify the priori-
ty given o specitic lunctional literacy tuition,
exemplihied in the Progress Profle approach,
ever general literaey comes Trom Sticiht
CIORS. po X360 “the transier Trom specitic hr-
tratning to reneral hiteracy abibity 1
areater than the trasster from general fiteracy
i oot literaey <hfhs

UTaUA




Conelusion

There is no simple answer to the problem
of defining success in Bk, Two groups of
isstes stand out, First. does one take o formal
cognitive stance and interpret suceess purely
in terms of an inerease in reading tests scores,
or is an informal affective approach accept-
able. with the students” teelings of increased
contidence a sotficient marker? Second, how
should assessment in asrk take account of the
functional or general content of the curricu-
lum and the resulting implications for refating
assessment to what has been taught? These
isstes have had their eftect on practice in the
United Kingdom to such an extent that the
current situation iv a confused one. with
tutors and organizers hiving a great degree of
Ireedom in choosing for themselves, with the
only regular guideline given them being that
record keeping and assessment are in princt-
|"lc desirable,
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Assessment

Learning from
Researching: Literacy
Practitioners and
Assessment of Adulis’
Reading Progress

JEAN E. FARGO
MARILYN COLLINS

NOVEMBER 1989

nthusiasm about teacher or class-
room-basced research has been in the
air for well over a decade now. More
and more educators are syste-
matically exploring questions that have
evolved from their own teaching and learning
situations (Queenan. 19871, and discussion
has emerged about the ways teachers best fit
into the research process, Many in the ficld
(for example. Patterson & Stansell. 1987, and
Goswami & Stillman. 1987) are strong advo-
cates of the teacher-researcher role. Others
(tor example. Applebee. 1987) view teachers
as valuable partners in rescarch but question
how: far that role should extend.
Unaware of these differences of opinion
about the teacher-rescarcher role, we ¢ ried
out a small research project at Literacy Vol-
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unteers of New York City. We were inspired
by reading about classroom-based research
and were spurred by the need to solve a prac-
tical problem in our adult literacy organiza-
tion. We focused on the problem of how to
effectively evaluate the progress of the adult
beginning readers with whom we work.

We undertook the project to get informa-
tion for dealing with this specific issue.
However. it turned cut to be a rich learning
experience in many ways. by (1) giving us
insights into designing and carrying out
research in general. (2) broadening our under-
standing of the way students learn about the
learning process. (3) enriching our everyday
teaching and interaction with students. and
(4) helping us view research by others in a
new light,

Identifying the Research Problem

The development of effective assessment
procedures has concerned our staff for a num-
ber of years. We had worked on procedures to
supplement standardized tests, but either they
proved inadequate or were never fully devel-
oped. This time. rather than exploring such
idcas piecemeal. we set out as a team, in a
carefully organized way. to develop and test a
comprehensive assessment tool. Basic to the
educational philosophy of Literacy Volunteers
of New York City is the view that students
should take charge of their own learning.
Along with this. some of us had become con-
cerned more and more with ways students’
learning is affected by their perceptions of the
learning process and the ways they think
reading and writing should be taught. Qur
current assessment procedures. however,
have not reflected these concerns and values:
rather. they have been shaped by state require-
ments for standardized test scores and by lim-
ited stall resources, These evaluations, which
are carried out after every 50 hours of tutor-
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ing, consist of administering standardized
silent reading tests and having brief confer-
ences with students and tutors to discuss
these tests and other ways in which students
feel they are progressing.

Our first task was to reconfirm the goals
of the assessment tool. It would need to look
at the ways students viewed the reading
process. probe the strategies they were using
and the ways these were changing, and
actively involve the students in the evalua-
tion process. Once we had the broad view of
the assessment goals, we zeroed in on the
specifics of the tool itself. We knew we
wanted the majer evaluation tool to be an
interview. with discussion between a student
and a staff member using a consistent set of
questions. At this point our main concern
became: What questions should we be asking
in the interview to get the information we
wunted about each student? We decided to
fieldtest a set of interview questions and see
where that led us. We would: (1) develop the
questions. (2) ask them of a representative
sample of students. (3) record the responses
verbatim. (4) review and categorize the
responses. and then (5) generalize about
what kinds of responses were elicited by a
specific question. Those questions that
proved to elicit information that would help
in accomplishing the assessment goals would
become the basis of a regular assessment
interview-discussion.

The interview we developed contained 30
questions grouped into categories such as
“Other-than-school knowledge.” “School
experiences,” “Perceptions of self as a read-
er.” and “Perceptions of ways adults should
be taught to read.” We viewed it as a first
draft of the interview we would eventually
carry out regularly. The fieldtest involved
interviewing 16 students. who represented a

.l
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cross-section of our student population. The
interviews averaged 1-1%: hours each.

Looking at the Data

The purpose of our project was not to test
any particular hypothesis or to make a com-
parison with other data. We would examine
the content of each student’s response in
order to discover: “What was the response to
this question mostly about?” and “Were the
responses to this particular question useful?”

We worked on this separately and then
compared our results. Having two people
working on this task turned out to be espe-
cially helpful in providing a good system of
checks and balances. Working alone gave us
the space to think out our own conclusions.
Coming together to compare and revise our
work helped us to step back and be more
objective. An interesting phenomenon com-
plicated this process. however. We found we
had already begun the process of assessing
the responses as we listened to the students
during the interviews. We had begun to make
immediate. impressionistic judgments that
sometimes got in the way of our later work.

As practitioners who are usually immersed
in responding directly to our students” learn-
ing needs, we were drawn toward thinking
about ways to handle the issues raised in the
student responses. The structured process of
having to classify responses according to
their content helped to move us into another
mode of thinking. We had to step back from a
more immediately responsive and intuitive
“teacher style.” to 1« more removed and ana-
lytical “researcher style.” The process of
identifying the content of each response was
interesting in another way. The original cate-
gories into which the questions were grouped
helped us identify the main thrust of a stu-
dent’s comments, but at the same time these

I.:('S
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categories would also bias us as to their actu-
al content.

For example. one of our main concerns
was to discover which interview questions
would help us learn if a student’s view of
reading was based more on seeking meaning
or more on reading words correctly. The
questions that we felt would give us this
information were those we grouped under the
headings “Students’ perceptions of the read-
ing process™ and “Ways students think adults
should be taught to read.” We examined the
responses to these questions most closely for
this information. It was not until we decided
to exan:ine all the questions for information
on meaning-based modeis of reading that we
found that nearly all the advanced students
brought up the issue of meaning when they
answered one of the questions in the category
“Perceptions of progress.” specifically “How
will you be able to tell that you are a good
reader?”

Further. in reviewing the data. we found
that we had been somewhat inconsistent in
asking the questions precisely as written.
This, of course. affected the reliability of our
findings. It brought up an important issue,
however: that practitioners will not always
ask questions as formulated. particularly if
they do not seem appropriate for a specific
situation, This would always be a concern,
whether we were doing individual student
assessments or trying to compare responses
among a group of students. The variations in
data resulting from the personality and style
of interviewers is a problem that may not be
solvable, but we may be able to find ways to
minimize or identify these variations.

Learning aboul Students
The goal of this research project was o

determine the usefulness of a particular set of
interview questions. As we reviewed the

responses. however. we could not help think-
ing beyond the content to how the students
came to answer in the ways they did. What
we began to look at were the different ways
students described their reading process and
learning process. Following are the responses
of five different students to two different
questions. They show a range in perceptions
of and ability to discuss these processes.

Can you describe what you do as yvou read?

Curl (below Grade | reading level): I got
to go over it about ten times before I know
what the page means.

Dwavne (below Grade 1 level): I take the
whole word apart picce by picce. letter by let-
ter. Then I piece each letter together. Then
sound each letter out and put it back together.
And sometimes I can figure it out.

Geraldine (Grade 1 level): If I don't have a
lot on my mind, I read better. If the teacher is
here every time, 1 read better too. I can spell
now. | couldn’t before.

Peter (Grade 2 level): I try to read my les-
son. Make out the words. Break them down.

Robert (Grade 3 level): I read the story. |
underline words 1 don’t know. I look up the
words in the dictionary. I reread the sentence.
I break the words down. I use the letters to
help me. If I can’t get it, I ask someone.

What would you do in a lesson if you were
teaching a beginner how to read?

Carl: First teach ABCs. Then get a book
like an ABC book. A for apple, B for boy.
Teach them how to spell, like car, cat.

Dwayne: Start from scratch. Start with
ABCs and spelling words. It would be like a
format.

Gerualdine: 1 would teach them to read one
page till they got it good. I would give them
homework. Give them a word and have them
spell it and write it down. 1 would see if they
could write things out of their head and spell

‘(“7 T2
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things about that subject. I would not have
them jump from page to page. The student
should read a lot. The tutor should be there
often.

Peter: 1 would do the same things [as my
teacher]. The way my teacher is helping me.
Breaking down words, syllables, in different
ways.

Robert: 1 would give them easy books. I
would read it to them. I would help them read
it and help them with the hard words. I would
have them listen to it on tape. ['ve been
through the process. I think I could teach
someone.

One reason for these differences could be
the student’s general articulateness and ability
to describe what he or she does. Beyond this,
however, it seemed to us that such differences
also likely reflected the opportunities these
adult beginning readers had had (o discuss
their learning process and to learn the lan-
guage that describes reading and writing. In
many cases. students may not have even con-
sidered that they should have a role in look-
ing at the ways they learn.

Revision during Researching

As we carried out the research itself. ques-
tions emerged about the timing and integra-
tion of assessment into the educational pro-
gram and about ways to facilitate students’
taking a directive role in the assessment
process. During the early stages. we took for
granted that the new interview and discussion
would simply be integrated into our current
procedure of regular 50-hour tests and confer-
ences. Further. we assumed that asking stu-
dents about their reading process. in itself,
would cause them to assume an evaluative
role.

The amount of time involved in interview-
ing became a major concern. Lengthy inter-
views would not be practical for busy practi-

tioners. The question was: how could we
organize the interviews so they would be
manageable timewise and also fit into the
rhythm of the educational program? This led
to our first major revision in the assessment
procedure resulting from this research—~a
restructuring of the interview process.

Rather than one long interview every 50
hours, we decided on a series of short ones.
They would take place: (1) when a student
entered the program. (2) after the student’s
first few weeks, (3) when specific student-
related issues emerged (such as attendance
problems or difficulties in getting along with
other students or staff). and (4) during period-
ic evaluations (every 50 hours of tutoring).
These interviews would have different tocus-
es. based on student and staff concerns most
relevant at that time.

Observations about students” limitations in
describing their learning process led to a sec-
ond major change in the assessment proce-
dure. which coincided with the first. Along
with revising the timing and focus of the
interviews, we reorganized the original ques-
tions and added new ones to help students
look more closely at their own learning and
give them greater responsibility for evaluat-
ing it. For example. in the interview that
would take place after a student had been in
the program a few weeks, we decided to
include such questions as: “"How will you be
able to tell that you are a good reader?”
“When you come to a difticult word how do
you figure it out?” “What are some things
you can do to help yourself in learning to
read?” “What do you hope to accomplish in
the next few months?™ After 50 hours of
instruction. we would follow up with such
questions as: “In what ways do you think
your reading has changed since you took your
last test?” “When you come to a difficult
word when you are reading. what do you do




Q

E

PAFullToxt Provided by ERIC

to figure it out?” “What are you doing now to
help yourself learn to read? “"What have you
accomplished in the last few months? How
do you feel about that?”

We also made another revision to the pro-
cedure. We developed a set of questions to
use during ongoing teaching. Here our goal
was to help students look at learning as it was
taking place, rather than doing this only every
6 months or so and separately from the read-
ing and writing experience. These included
such questions as: "What do you think about
what we are doing? What is the most helpful
or interesting or difficult?”” “What are some
questions you have about what we have been
doing?” Do you have any ideas about what
we should do next?”

Bringing Research to Gur Teaching

Because we were literacy practitioners,
elements of the research experience spilled
over into our teaching in a very immediate
way. Some of this was by design. some was
anticipated.

Jean Furgo's experience

In the midst of our researching students’
perception of their reading process, I initiat-
ed a spelling class with a small group of
adult beginning readers. Being immersed in
thinking out the evaluation process and the
ways to draw students into that process, |
thought it only natural to try it in a real teach-
ing situation.

My plan was. at the first class session. to
ask students a few questions about how they
thought spelling should be taught. and after
several months to ask these same questions
again. The assessment rescarch project pro-
vided a source of ideas for possible questions.
The questions | asked were: “Have you tried
to learn to spell in the past? What happened”™
and "If you were me [the teacher] how would
you teach a spelling class?” The adults’ re-

sponses to the preclass questions provided
quite general information. One student wrote:
“I never been in a school. I didn"t have a
chance to go to school....” Another: "I look af
the word and say the word.” And another: "]
would try to give you the sound of the word
and the pronunciation of the word.” [Original
spelling corrected. ]

1 was rediscovering what we found in the
original research project—that adult begin-
ning readers often know very little about the
ways reading and writing are learned and
thus have difficulty discussing their learning
in ways that are immediately helpful to a
teacher. Well, I thought, it will be interesting
to see how each student’s ability to discuss
such questions changes. The responses also
made me wonder whether or not these were
the best questions. Did I need to be more
specific?

In the first few weeks of the class, I taught
the students two ditferent spelling strategies:
one emphasized hearing sounds: the other
focused on visual memory. During the next
stage | planncd to have students identify pat-
terns of errors in their own spelling and work
on their particular needs. Before we went on
to this step. I decided to ask another set of
assessment questions. This seemed a natural
time for an evaluation. and I was curious to
see how the students had integrated the strate-
gies into their thinking about spelling. They
were asked to write about what they had
learned and ways their ideas about spelling
had changed since we began.

My expectation was that they would
describe ways they were successfully using
the strategies we had worked on together.
Instead. even before writing. Amelia began to
talk about her constant spelling preoccupa-
tion—"1 still can’t hear the sounds.” Dora
defended her tutor’s insistence on interrupt-
ing reading to look up words in the dictio-
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nary. "1 fiend that I s{till] look up wlords] in
the d[ictionar]a. That hope me.” More rele-
vant was Ajka’s response. She wrote describ-
ing that she had begun to think about spelling
during her reading: "Wen I reding. I se the
wort so meni tiem and I luk at [them alot].
This wey I thenk 1 go to remember it.” I was
disappointed. Struggling to find a positive
response. I pulled back a bit. Then, without
consciously deciding to do so. I found myself
beginning to create a mental chart for catego-
rizing each student’s responses.

Later I went over their answers carefully.
having learned that first impressions are often
inaccurate. I found that Amelia did mention
the visual memory strategy and that Dora did
note hearing sounds at the beginning. middle.
and ends of words. But most important. they
were discussing spelling in an informed and
focused way.

While I certainly espouse that teachers
should always look at the process of their stu-
dents” learning rather than the product, and
try to practice this. the student research expe-
rience was providing me with additional tools
to do so.

Muarilyn Collins's experience

This research project gave me a new view
of the ways questions can be liberating.
There's so much students have to tell us about
how they learn. how they feel about how
learning is going for them. and what works
for them—if we only give them the chance.
This was demonstrated to me by a new stu-
dent at the time 1 was involved in the research.
Students often ask me to give them my opin-
ion on their progress. This time it was Dawn
who approached me with "How do you think
[ am doing?” Because " had not yet had a
chunce to observe one of her fessons (she is
taught by a volunteer tutor I supervise). 1 told
her 1 didn’t really have enough information to
give her a good assessment. Instead. T asked
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her how she thought she was doing. "I'm
learning a lot. a real lot.” was her reply.
Instead of patting her on the back and leaving
it at that, as I might have. my experience with
the research project prompted me to ask.
“What do you mean?” She then told me,
“Well, now I write stories 1 never wrote
before. And now I read books. I hadn't picked
up a book in vears. And sometimes I read to
my son. And I"'m going for help now for my
stress. so 1 can concentrate better on my
learning.”

This experience helped me realize that the
type of questions we had been developing in
our research took the power out of the ques-
tioner’s hands and gave it to the student. We
were asking questions that would help them
think through and gain insights into them-
selves as learners. It's likely that Dawn. her-
self, hadn't realized the breadth of the changes
caused by her new reading experiences until
she was given an opportunity to articulate
them.

Now. rather than asking. ~"Did you do your
homework?" I ask. "How do vou figure out
words when you're working at home? What
kind of homework really helps you learn?
What can we show you that will make home-
work easier?”

This process was gratifying because I saw
how this style of questioning was becoming
part of my ongoing work with students. 1 have
found that students enjoy answering questions
about learning—it brings to light for them
things they have never realized before.

Wavs rescarch strategies can aid teaching
Practitioners traditionally sce the purpose
of research as providing a body of new data
that helps answer a particular question. But.
when the researcher is also a teacher, the
rescarch expericnee can make another vilu-
able contribution—providing a framework
that affects one’s behavior during teaching.
oy
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As described earlier. we found that this:

» Creates an environment that fosters
keener observation of our own teaching.

* Trains us to have carefully thought out
questions in our heads as we teach. help-
ing us to better catch key information.
Provides a strategy for revising our prac-
tice in an informed way. using an order-
ly. analytical. methodical eye for gather-
ing data. and standing back to organize
and finally analyze it.
Infuses our everyday work with new
energy through the joy of discovery.

Learning from the Research
Community

Once we had become imniersed in the
research experience. we found that we read
research reports by others in a new light. The
distance between ourselves and these authars
diminished. Their work became less theoreti-
cal and abstract, we found more ways to
make use of their ideas. and we began to feel
part of a larger research community.

The ideas of Odell (1987) and Applebee.
especiatly, immediately touched our experi-
ence. Gdell because his work supports and
illuminates the discoveries we made abaout
our rescarch pracess, and Applebee because
he raises questions about the kind of rale we
took on in our research project.

Learning from QOdell

Odell's articte “Planning Classraom
Research™ helps us see our own experiencees
more clearly. His description of developing
the rescarch question (p. 1300 is especially
relevant:

No one can predict exactly when or how we

witl arrrve at the tial version of aresearch

question.... Research questions usually arise
from a complex reciprocal process in which the
cotlection and analy sis of data may lead to g

-
..
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revised question, and that question may lead to
more data gathering, which in turn may require
further revision of the question.

In our case, our first question "What infor-
mation does a particular question elicit™ kept
being transtormed from “Which questions
should be used?” to “When should we ask
this question?” to "How can this question
change the student’s role in the evalution and
learning process?”

As the rescarch proceeded, that is, as we
learned from it, a new vision of aur needs
emerged. This led to taking action through
revising our practice. We decided that student
centered. process oriented assessment needed
to be integrated into everyday teaching. It
also raised the need for more research to
determine if these revisions were indeed tak-
ing us in the direction we wanted. Odell puts
it this way (p. 158):

As we continue to do rescarch. we continue to
grow. We continue to learn. Our work cannot
bevome stale. because we are continually
redefining it. And this provess of continual
redefinivion and renewal helps us retain the
enthusiasm and commitiment that brought us
into this profession in the first place,

Learning from Applebee

Applebee has important gquestions about
the rale of teachers in rescarch projects. He
points out (p. 6) that:

Though the knowledge that teachers bring to
cducational rescarch is ditfferent from that
brought by revearchers trained in the vanons
academic disciplines. swe often treat it as though
i shondd tauther's emphasisy be the same....
Rather than cncouraging systematie retlection
on the spectal expertise that teachers have. this
puts the focus mstead on the methodological
and driserplinary skhitls they don™tChave, and
don’t need tohase inorder to be exceilent
teachers Instead of a powerful model in which
the rescarch s enrched by the didtermg exper-
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tise of the participants, we have a weakened
model that inads ertently undercuts the contri-
bution that teachers can make.

We agree with Applebee that we must be
concerned with the roles and expertise of
teachers who carry out research. We felt we
could have benefitted from more knowledge
of experimental research. We especialy need-
ed information about scientifically sound
strategies for determining a research sample.
improving reliability among rescarchers col-
lecting data, and creating rescarch designs
that allow for replication and for comparison
across studies.

Further. we should be scrupulous in
acknowledging what we are capable of.
Rather than try to imitate experimental
rescarch. and do it poorly, we should find out
what we can do well because of our particular
position, immersed daily in the learning-
teaching situation.

We discovered that because we were teach-
ers—the agents of change—we were able to:

e Carry out a research project that could

meet current needs. without spending
precious time waiting for funding or
searching for outside rescarchers.
Redesign aspects of the rescarch while
it was in progress, shaping it to our
emerging knowledge and re-vision of
the isste,

¢ View the problems and new issues that

RIC

emerged during the research as chal-
lenges to take on and solve, rather than
as shortcomings of the research that
might detract from its value.

Apply our findings immediately to our
educational program.

We found this teacher-researcher project
complex and rewarding. We learned more
about research. about our students, and about
our teaching. as well as about ways to carry
out assessment. In describing our research
experiences. we have tried to discuss some of
the advantages and limitations of this
approach. Literacy practitioners come smack
up against tough problems each day and are
eager to solve them. We discovered that a
modest teacher-rescarcher project can be an
effective approach to finding answers.
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Assessnwent

Reading Difficulty of
Tests for Job
Placement

PHILIP ASH
APRIL 1992

valuation of the reading difficulty of
,'4 tests—including cognitive tests
with high verbal loadings. personal-
ity and aititude inventories, and
similar questionnaires—although not much
attended to. is an important aspect of test
validity. In both employment selection and
educational pracemient. a significant discrep-
ancy between the reading level required to
succeed on the job or in the educational pro-
gram and the reading demands imposed by
testing instruments can result 1 misplacing or
screening out otherwise qualitica students or
Job applicants, and might also fead to charges
of discritaination against minorities.
Colleagues and 1. during the course of a 6-
year project to evaluate the tests used in a
major statewide imerit system in the United
States., evaluated about 200 of the system’s
tests, We found that many of the tests then
used had reading (educational attainmenty
levels appropriate Tor high school or high
school graduation. while th- positions for
which they were wed to evaluate appheants

—
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had reading grade requiremients that were
nominal (for example, sixth grade or below ),
especially for service (for example. animal
care) and low-level maintenance jobs.,

In fact. a major reason for undertaking the
project was the pereeived danger of adverse
impact by the tests. The reading level of
cmployment selection tests should be a bit
tower than the job's educational requirements
so that the applicant can concentrite upon the
test’s content,

Readability is an important factor in any
written test, because of its effect on test relia-
bility. but measurement of the reading ditti-
culty of merit system tests may be affected by
the use of jargon (usually common words
used in burcaucracies. trades, and professions
with speciil meanings). Jargon increases
reading difficulty. especially in ficlds in
which common words have been redefined
Tor special purposes. In Oymputereze, the
meuanings of such words as bue, monse. virus,
and hit. to name a few, have little relation 10
their everyday meanings.,

Checking on the reading difticulty of tests
and inventories that purport to assess the indi-
vidual's qualifications is important. We must
c¢nsure that the measurement instrument
imposes a reading requirement upon the
examinee that is commensurate with the read-
ing requirements of the tasks or assignments
that individual will fater face on the job.

[Information about the 6-year project men-
tioned here can be found in Philip Ash, “The
Reading Difficulty of Merit Svstem Tests,”
Froceedings of tie 1973 Amervican Psycio-
logical Associution Convention, Washington,
DC: American Psychological Association.
1074 and Philip Ash, N Taylor, and . Hocl.,
“The vessi: Update a Merit System.” College
and University Personnel Asvodiation
Journal, 234, 1977 pp. 21-35,)

3
L




PAFullToxt Provided by ERIC

d s ses s ment

Rapid Estimaie of
Adult Literacy in
Medicine (REALM):
A Quick Reading Tesl
for Patients

Praoy W, Nuereiny
Terry C.Dawvis
Savbry W, LonG

Roprrr H, JACKSON

Barpara O, DECKER

Ocroper 1993

rubessionads i health caree settings

ofren assunte that patients are able o

read the asual cducationat brochures,

writlen instructions, consenl forms,
prescription lubels, and health guestionnaires.
However, adult patients with fow frteracy
shifls often iy to hide their reading deficien-
cies so potential probleme with patient under-
standing are not recognized tDav s, Croudh,
Wills, Miller, & Abdchon, 1090, Poak, Doak,
& Root, TORSy. The diserepanes betveen
patient readiny ability and readabibiny ol mied-
icd information can he a cracial lactor in
paticnt health care comphance, paoticipation
s preventive care, and clineal research

Data from the English Fanguage Pro:
Brereney Stady «ULS, Department of Conn
mivree, Burcan of the Census, TOS2y and the
FONO LS vensus suepest that atnphy percent
agre al patients cared tor i public health chin-
s ate ot tadls hierate, Previons studies Ty
onte ol the authors, Terrs Davis, sesvealed Tow
redding tevelds of patients in severol public
chimes e b owsiana i Daves etal, T090),
These tudies contirm and extend presious
nodings thoak etal, 1983, Powers, [ush:
Zwtc & Nvan, TURD) that patient eduvabion
brocizures, health guestionnaire . amd consent
toine, cotmonly used m poblic climics are
written on i feveb tar above the averaee read
iy ability ol pubhic clinic patients, These
strdhies whso comtirmed previous tinding: that
patient educiationad ~tatus s ot a valud
mdicator of reading abhits (havis etal.,
FOOT: Doak et all, 1985 Jackson, Dasvy .
Barrnstather. & Gantt, 1091, Patents in
these studies read four to frve erade Tevels
Bt the wrade thes Listattended.

Drirect tesom: i the most reliable wan bor
health care providers to identihy poatents wath
Inited reading shifls tDouk et al, 1Sy
Pablic health care prosiders are realizing the
Huportance o} screviing paticiis tor fow
rewding lesvels so that education materrals and
prevention program- can be redestgned to
meet their needs. Inaddition. imyesigatons
feceiving support from the Natiowal Insttutes
of Health for community presention projects
are being ashed o saeen abjects tor reading
abddits (D Nency Santanclo, Natienai Heart,
Fang & Blood Institate. National Institutes of
Health, personal connmnunication, September
27,1990

Health care protessionats have loohed to
the reld of education toy instrunents to
sareen patient reading abthitv, Howeever, the
comnen ~tandardized decoding and compre-
hension reading e taare not practicdl for v
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1t husy prinkes vire and public health wet
tings. These tests are cither o lenvthy or not
applicable tor medical settmys,

Foresample. previous rescaich by the
duthor s (havis et wd, 1993 tound paticnts
swere anleeeptive to takng the Stos.on Oral
Readmge Test Revised vaonne ey or the Wide
Range Sclnevenent Test Reveediwp g i
Patients teltuneasy aboud v ing 1o pead e
nray words on the sokt g, and olifer patients,
found the pront saze too ditticult o tead
Readvre wath fimited skabls became rapidly
Foustiated wath the ditthiculty of the inital
items on the w12 aned often Faded to com
plete e e

Phese bidimye s coparestthat the wes
and the sorY R are not dppropiate tests for
adudt patients whose weadiny fevels are below
nth erate The Peabods Indisoadual Achiesve
ment Test Revpcdtenss erwas well tecered
by the patients, batits loneth and el cost
it sts use o basy public cines 1 oobang
tar alternative s, we toond that Proak et al
FPHOR S recommend the cloze technique to
e coampreliensaon
measures the reader s aby v e replace wonds
sy g passagre. One imtation s that e
Tt canstiuction tesery Tibth word s o

e ddee procedure

tedy ay vt allow health care providers to
measure patient understanding ol specihie
infornaton

We swent on tosdevelop g brief instrinmnent
catled the te vt thavis etal FOU N Lo een
patients for low reading levels, The onginal
et which conastd of 125 ©ond s, cone
Fated welb with the sorp wowe stk and
PEAE R (Davis et b 199D Thens inrespon e
to reguests from rescarchers ond clinenans,
the vE s was resrod vad shortened to (i
words Davis etal, 1990 This ke s
e nded o estabhi-h the shiortened v sy
urters and ey mtonn the cducstional commu-
mitv ol s exatenee T one mose opiion

availabic, shoatd health care protessional.
ol oo readders ot jooral for advice

Description of the REALNM

Fhe ve s is o readioy recogmtion tosg
that med-tee s patient abality to pronouney
comnton medieal words and Lay o tor
Body parts and e The teved et con
Lot Bfvword aranyeed o three columns m
aeetihing onder of mumber of soflables aad
screaniny ditbioslty Chirure By Fhe vet s
prnted anpurple papser and has laree type -t
insdels spaced columms, Thewe teature.
ive the v g tnendly nonthreatemng
apparance Phe back of the exammmes s copy
contatca deseniption of the test, standa
teed directions tor adimni ey wind seoting
b abd a Chatt conveiting ravw scores o prade
Tatp'e estinmgle -,

N hnear regriession aondy v enge e
tave scores o predict the raw scores from the
skt R as comducted fooestablish the prade
ranve estimgics of the vesestrlagure 20
Girade equivalents reported tor the sowrg ¢
wore tsedas d prusde to deterine the B
crade range ostimates, The sorr ks seleel
el as i standard of compateen Tor the B
becare st s awodely weed natenalls 1S
standardized test. Both the ge s st aml e
SORE R D cangh con enteatiom ol ssords
foo reandines fev el

Please note that patient scores are inter.
preted as estinastes of hitera v not grade
cyuivalents, Clinecians and res =archer s tise
these Tevels toadentily patients who have
trauble reading words i medi al setting s,
Phe e st st can wleondeniity o nonreader so
medical peraonned nias use repedated oral
instiaction . or apprapriate 1flustiahions and
models. H tor any reason headth cae pro-
viders want g more complety asaessiment ol
rerdimy <hlb L more evrensave insteune nt
canbe adimnistered.
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Rapid Lstimate of Adult Literacs in Medicine t(REALM)y
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Figure 3
Correlation Analysis of REALM with Longer Reading Tests
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thes doadert health care providers to patients
who hase hmited readig skills, Phy sicians
need to he aware that paticents who have
trouble pronouncing vords below g ninth-
srade level wilb probably hase difticatiy
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by selecting words feom education materials
and Forms used o the Louisiuna State
Unisersity hospital clinies. Criterion validity
was evidenced by high correlations between
the 11 M and the sort -R (96, p < 0000, the
PEa 1 0T p < 000b, and the weAT R (8K,
P OO ESee Bigrure 30

The st also appears o have good tave
vididity, o evatuated by physician, <atl, and
paticnt receptivity tothe test and its apphici-
Ditits to medical settimes CARactast, TORS),
Health care prosoders pereerse the test words
tor b related to health care.
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Adininistration and Scoring

The patient is asked to read orally from a
laminated copy of the REALLM, while the exam-
iner record- responses on an individual tes!
form. Patients begin by reading the first
words on List | and continuing until all lists
are completed. F..e seconds are allowed tor
pronunciation of cach word before the patient
is asked to go to the next. After reaching a
point where no additional words can be read.
patients are asked to look over the words
remaining on the lists to see whether they rec-
ognize any of them. Tedting is stopped when

the patient is unable to pronounce any addi-
tionai words correctly.

The test is scored by placing a pius by each
correct response. a check by an incorrect
response, and a minus hy any word not
attempted. The REALM scoring uses a dictio-
nary pronunciation guide (Gove. 1981). Raw
seofes are determined by adding the number
of correctly pronounced words. These can
then be converted to grade range estimates:
third grade and below.. fourth to sixth grade.
seventh to eighth grade, and high school
tFigure 4).

Figure 4
REALM Grade Estin:te

Raw score

Estimated grade range and practical meaning

0-18 Third grade and below

These patients may not be able to read most educational matenals and probably can-
not ¢.en understand simple prescription labels. Repeated oral instiactions will be
needed to enhance compliance: the doctor cannot simply write 24 prescription or give
standurd fevels of instruction and expect compliance. Materials. including simple
video and audio tapes. may be aetptul it o health care worker is present during their
tse and 1 available to answer questions. Repeated oral instructions will be the key to

esablishing long-term compliance.

Fourth to sixth grade

Tremendous potential tor improvement exists in this group They should respond well
todirect instruction by health care providers and should be able to read and compre-
hend materials written on elementary school fevels. Appropriately written materials
mity still require one-on-one counseling for adequate understanding.

4560 Soventh to cighth grade

These patients will certainly benefit from appropriatels written materials, but material
thoth oral and written) should not be too simple cfor example. first grade) or too com-
plex. Materral written for a fourth- to axth-grade leve!l may be appropriate.

Ninth grade and above

These veaders can understand much high school Tevel material presented o them:
theretore. current educational brochures may be etiective, These individuals shoutd

dlso b gble (o converse with their phy sicians about matters of lifesty le,
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Practical Application

The REALM is a practical tool for busy
public health clinics. All patients can be
given this screening instrument during the
standard intake procedure. The REALM takes
about 2 to 3 minutes to administer and score.
Physicians. nurses. social workers, research
assistants. office personnel. and other heaith
care professionals can be trained to adminis-
ter and score the test. It can then be placed in
the patient’s chart to alert medical personnel
to adjust communication with the patient to
a level commensurate with his or her read-
ing ability. When physicians have estimates
of natient reading grade ranges. they can
adjust their patient interaction language to
appropriate levels. They can also s~lect or
design more appropriate written pat....t edu-
cation materials.

Currently. the REALM is being used rou-
tinely with more than 1.000 patients per year
in u preventive medicine clinic at Louisiana
State University Medical Center in
Shreveport. Information thus obtained on
patient reading levels is proving useful in
directing patient-physician communications
and appears to reduce errors due to physi-
cian assumptions that patients understand
commonly used oral and written medical
information.

Conclusion

Experience with the REaLM (Davis et al..
1991: Davic et al., 1993: Jackson et al.. 1991)
suggests several conclusions, (1) The REALM
is useful in medical settings as a quick identi-
fier of patients who have less than high school
level reading abilities (Davis et al., 1991). (2)
The REALM has identified more than the
expected number of patients who may have
difficulty with all forims of patient-physician
interaction because of their limited reading
ability. (3) Patients who read above the 9th-

grade level probably can use standard v.ritten
medical information (most are written on the
1 1th- to 12th-grade level. as assessed by the
FOG readability formula). Patients whno read
below the 9th-grade level will need materials
adjusted to meet their needs. For example,
patients reading at the 3rd-grade level or
below will need simplified written instruc-
tions in large print. with liberal use of cultur-
ally sensitive pictures zad, if possible, audio-
visual tupes. (4) After individual patient
reading ability is determined. appropriate
educational programs can be developed for
identified groups of low level readers.

Implications

Traditionally. nurses have been responsible
for patient instruction, but the medical com-
munity nocw recognizes the need for educa-
tors to work with medical personnel to pro-
vide knowledge about reading and assessment
methods. Educators have skills needed to
improve the health education of patients with
limited literacy skills. Educators may be
asked to help develop patient education pro-
grams. including composing health instruc-
tions. brochures. aud questionnaires. Collabo-
ration between educators and health care
professionals may enhance communicaticn
between patients and health care providers.
improve overall health care. reduce the occur-
rence of acute but preventable disease. and
ultimately lower the cost of healtk care.
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valuation appears to be a particular-

ly problematic aspect of aduit litera-

cy programs and services, Three

recent statewide surveys in the U.S.
have concluded that evaluations are either
seldom undertaken or are reported in ways
that make meaningful interpretation difficult
(Bear, Ferry. & Templeton, 1987; Knudson-
Fields. 1989; Steele. 1989) The haphazard
state of program evaluation has led to a “mis-
interpretation that ‘everything is fine" in adult
literacy” (Diekhoft. 1988, p. 629).

Certain evaluation difficulties may be a
function of the design of adult litcracy pro-
grams. For example, many programs adopt
open-entry policies or employ volunieer
tutors to accommodate as many learners as
possible. Open-entry policies may exacerbate
evaluation problems, however, because sev-
eral aspects of a program must be evaluated.
Attempling (o account for attendance differ-
ences when reporting achievement data. for
example. requires sophisticated statistical
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procedures. These may not be easy to apply
nor appropriate when qualitative or holistic
meastres of growth are being used.

Open-exit poses a related evaluation prob-
lem: Are achievement data about “persisters”™
a true picture of a program’s effectiveness?
Differences in volunteers’ understanding of
instructional principles and practices also
may cause difficulties in evaiuating a pro-
gram’s success. Finally, when evaluations are
tied to requests for funding, natural tenden-
cies to highlight the positive and downplay
the negative may overstate successes and
obscure the program’s weaker aspects.

Despite these difficulties, evaluation
serves at least two critical purposes. At the
individual program level, future planning can
be based on a careful evaluation of present
practices. Moreover, if we seek to itaprove
practice, we need to know what works so as
to "identify and eliminate the barriers to
effective programs”™ (Diekhoff, 1988, p. 630).
Both researchers and practitioners in adult lit-
eracy education could therefore benefit from
increased attention to program evaluation. A
first step in this endeavor is to determine and
evaluate criteria typically used to demonstrate
program effectiveness. This article presents
results of a research review designed to fulfill
this purpose.

We searched for program evaluations or
research reports referenced in three major data
bases (ERIC, Psychological Abstracts, and
Dissertation Abstracts) and in IRA's Annual
Summary of Investigations Relating to Read-
ing (1980 to 1988), seeking information about
criteria. The search yielded 65 citations,
which were then read to determine their perti-
nence for our purposes. In all, 19 program
descriptions or research reports provided data
for the study. Eight of these reported on more
than one program (Balmuth, 1986: Borei &
Shively. 1981: Clark, 1986: Delker, 1981

Fields, Hull, & Sechler, 1987; Gadsden, 1989;
Royce, 1981: Samuelson & Faddis, 1986).

Categories of Program Effectiveness

A list of evaluative criteria used to deter-
mine program effectiveness was created from
an analysis of the 19 program descriptions
and research reports. We then grouped indi-
vidual items into broader categories that cap-
tured typical aspects of program effective-
ness. Three broad categories (each with
subcategories) emerged: personal factors,
programnatic factors, and external factors.
Figure 1 shows the sources for each category
and subcategories.

The personal category included measures
of effectiveness directly related to adult learn-
ers. One subcategory addressed adults’
zrowth as readers in academic terms. Here
the most common form of achievement data
was learners’ gain on standardized tests or
success rates with the General Educational
Development test (GED), although Borei and
Shively (1981) noted that a significant num-
ber (45%) of the 523 programs they surveyed
employed informal assessment of learners’
academic progress as well.

Another personal subcategory focused on
changes in the quality of learners’ lives.
Learners reported changes in self-esteem, in
relationships with others, and in literacy-
related or general self-confidence, and in
some cases these factors were used as indica-
tors of program effectiveness. Learners” per-
ceptions of their own growth as readers and
writers or of progress tow:rd their own goals
were considered occasionally to assess the
strengths of a program.

The second broad category of evaluation
criteria was related to program structure or
content. Such factors as success in recruit-
:aent and the number of adults who enrolled
and regularly attended programs were cited
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Figure 1
Categories for Determining Program Effectiveness

Categories Sources

Personal factors
Academic achievement

Borei & Shively. 1981: Clark. 1986: Delker, 1981: Fields. Hull, &

Sechler. 1987: Gold & Johnson. 1982: Lafayettc Parish, 1987;

Royce. 1981
Quality of life

Borei & Shively, 1981: Delker, 1981: Diem. 1986: Jones &

Charnley. 1977: Lafayette Parish. 1987: Royce, 1931; Topping.

1985. 1986
Programmatic factors
Program structure

Balmuth, 1986: Jones & Charnley, 1977: Lafayette Parish. 1987:

Meyer & Keefe, 1988: Pasch & Ouakley. 1985: Samuelson &

Faddis. 1986

Program content

Balmuth. 1986: Gadsden. 1989: Gold & Johnson, 1982;

Hutchinson. 1978: Jones & Charnley. 1977: Manning, 1978:
Meyer & Keefe, 1988: Pasch & Oakley. 1985

External facters
Context-based

Financial

Clark, 1986: Fields. Hull. & Sechler. 1987
Fields, Hull, & Sechler. 1987: Royce. 1981

as support for effectiveness. Program content
factors clustered around instructional meth-
ods, staff quality. and the availability of staff-
development activities.

Finally, some programs relied upon exter-
nal indicators of success. The subcategory of
context-based external factors involved
assessment of changes in learners™ behavior
or attitudes by persons who were not associ-
ated with the literacy programs. For example.
prison guards might assess changes in learn-
ers” trust in or respect for others (Clark,
1986): job supervisors might assess changes
in learners” interactions on the job or their
performance of job duties (Ficlds, Hull, &
Sechler. 1987).

Financial factors were occasionally used to
determine program effectiveness as well, An
industry-based program was evaluated by
comparing learners’ earnings to those of other

employees (Fields. Hull, & Sechler, 1987).
Another report included an assessment of
financial savings to the community, with data
about program costs and estimated savings
from. for example. persors no longer needing
public assistance (Royce. 1981).

With rare exceptions. program evaluations
were based on more than one criterion. often
from more than one category. but a great deal
of variation was evident within categories
and across programs. Some of this variation
may be a function of differences in program
missions or goals. That is, one expects an
evaluation of an industry-based program to
differ from that of a community program.

Still. our results tend to support the charge
that American adult literacy program evalua-
tion is haphazard. Fortunately. the results can
also form the foundation for developing more
systematic approaches.

L8385,
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Guidelines for Program Evaluation

Adult literacy program evaluation can be
improved by following several important
euidelines (highlighted in Figure 2).

The most important is that evaluation must
focus on the extent to which program goals
have been met. In other words, evaluation
cuidelines should be established when pro-
erams are planned. and the program’s goals
should direct the nature ot evaluation. Such
an approach also assures that the evaluation
will be comprehensive. which is another
important guideline. and it facilitates the later
use of data to identify aspects of the program
that need to be strengthencd.

These notions lead to another important
guideline: Program evaluations should be
systematic. Anecdotal information. while
often interesting. rarely provides the kind of
evidence needed to determine if goals have
been met or to direct program improvement
(Bear. Ferry. & Templeton, 1987). Evaluation
data may take a variety of forms—tormal or
informal test results. results of interviews
with learners or staff. information gleancd
from observations—but whatever the source
of information. it should be gathered and
reported in a systematic manner.

Diversity in the focus of evaluation is to be
expected. due to differences in program
goals. However. as most programs’” goals
revolve around aspects of the three categories
presented in Figure 1. evaluations should as
well. Questions related to these categories,
then. can provide the framework for compre-
hensive, systematic program evaluation.

Personal Growih

Evidence of learners” growth in literacy
must be a part of program evaluation. As
Dickhoff (1988, p. 627) has noted. “Any
cvaluation that fails to document reading
improvement has failed to document pro-

238 I
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Figure 2
Guidelines for Adult Literacy Program
Evaluation

1. Base evaluation on the program's stated
goals.

. Make the evaluation comprehensive,

3. Make the evaluation systematic (not anece-

dotal).

4. Use a variety of assessment forms. both quali-
tative and quantitative.

. Review the evaluation results in terms of the
three categories of program effectiveness:
personal factors, programmatic factors. exter-
nal factors.

6. Use evaluation data to identify parts of the

program that need strengthening.

(5=

N

gram effectiveness.” Although the rescarch
literature indicates that many programs con-
ceive of literacy learning as “reading only.”
documentation of writing growth is equally
important.

Documentation should take several forms.
Most programs evaluate academic achieve-
ment by reporting results from standardized
measures. Growth of 1.3 to 1.5 grade equiva-
lents after several months of instruction is
typical and might be used as a benchmark
against which to evaluate programs
(Diekhoft, 1988).

However these data cannot stand alone to
evaluate learners” literacy achievements.
Standardized test results. for example. pro-
vide no evidence of increased fluency. of
ability 1o solve problems cncountered during
reading or writing, or of the functional use of
reading and writing. Thus. program eval-
uations based solely on results of standard-
ized tests may underestimate program effec-
tiveness.

Informal measures of fiteracy achiceve-
ments. coupled with interview data from

0
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learners and teachers, can complement stan-
dardized test data to provide a more complete
view. Topping (1985, 1986). for example,
asks learners to select a book, read a page or
two aloud. and retell after reading. Miscues
are noted (and later analyzed) and fluency
and the retellings are evaluated qualitatively.
Likewise. informal evaluation of learners’
growth in writing can be done through hofis-
tic evaluation of writing samples. These pro-
cedures. which can be conducted at the begin-
ning and end of cach program cycle. provide
information about reading and writing abili-
ties that cannot be measured through stan-
dardized tests. An additional benefit is that
cach vields useful diagnostic information for
establishing goals for individual leamers.
Interviews. too. with learners and staff
members can provide evaluative data.
L.ecarners should be asked to evaluate their
own progress. As Jones and Charnley (1977)
note. growth that seems minimal when mea-
sured by a standardized test may seem
remarkable from the learner’s perspective.
Moreover, routine self-evaluations encourage
ownership in literacy leaming and metacogni-
tive analysis of reading and writing. Teachers
or tutors might be asked to share their percep-
tions of learners” academic growth as well.
Although academic achievements are an
important indication of effectiveness, pro-
gram impact on other personal factors should
also be evaluated. Participants’ evaluations of
progress toward their own goals. for example,
may yicld perceptions and opinions bevond
their growth as readers and writers (Delker,
1981). Changes in self-contidence or self-
esteem or perceptions of improved relation-
ships with others are logical quality-of-life
factors that might be evaluated through inter-
views or conversations with adult learners.
Learners” comfort with and confidence in

their own reading and writing abilities might
also be probed.

Royce (1981, p. 151) has suggested that a
program is effective to the extent that it
makes “a contribution to the lives of its stu-
dents T Evaluations should address the extent
to which these contributions go beyond acad-
emics.

Program Evaluation

Evaluations of program structure currently
include demographic information about
adults served. numbers and qualifications of
staff members, and typical instructional
blocks (for example, times and lengths of ses-
stons). This sort of information adequately
describes the structure of a program but offers
little about its worth. Is the structure of
Program A more effective than the structure
of Program B because Program A served
more adults? It seems clear that deseriptive
information that also allows evaluative judg-
ments might provide preferable data.

Advice abounds about the program struc-
ture that best supports adult learners’ growth.
Instructional atmospheres described as
secure. comfortable. convenient, and infor-
mal are said to be related to program effec-
tiveness (see, for example. Fields. Hull, &
Scchler, 1981: Mikulecky, 1986: Royce,
1981: Topping. 1985. 1986). If programs aim
to achieve this sort of environment. one goal
for evaluation should be to determine the
cxtent to which the aim was met. Interviews
with adult learners and staff members can
vield information, as can obscrvations of
instructional sessions.

The qualifications of program personnel
may also be reported in progran evajuations.,
Key indicators of staft qualifications might
include educationar experience generally and
trinaing and experience in adnlt education
specifically. Adult learners perceptions of

Jo .00,
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Figure 3
Questions to Guide Program Evaluation

Personal:

¢ Academic achievement

To what extent have learners grown us readers and writers?
To what extent have fearners achieved greater fluency in their literacy?
To what extent do learners and teachers feel that progress has been made toward academic goals?

¢ Quality of life

To what extent has learners” self-confidence as readers and writers increased?
To what extent have learners achieved their own goals?
To what extent has learner self-esteem increased”?

Programmatic:

¢ Program structure

What are the qualifications of program personnel?

What is the quality of recruitment and retention practices?

To what extent does the program structure meet learners” needs?

To what extent does the program show evidence of coordination or collaboration with outside agen-
cies and constituencies?

* Program content

What theoretical principles about reading. writing, and learning underlic program content?
To what extent does the program content meet learners® functional and academic needs and interests?
To what extent do tearners participate in establishing instructional goals and evaluating progress
tow ard them?
What is the quality of the social context for instruction (interactions between and among learners and
teachers)?
What are teacher perceptions of program effectiveness?

External:

¢ Context-hased

What is the rate of participation?

To what extent does the program meet needs identificd by external groups (such as the community or
Joh supervisors)?

¢ Financial

To whatevient has learners” carning power increased?
To what extent doe the program show a return on investment tsavings 1o industry. persons off pub-
lic assistance)?
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their teachers’ strengths and weaknesses
should also be sought. Further, comprehen-
sive and systematic staff development pro-
grams are offered in the most exemplary pro-
grams (Samuelson & Faddis, 1986). so
program evaluations should include data
regarding staff perceptions of inservice offer-
ings and any other indicators of effective staff
development (for example. observed changes
in instruction).

Program content is a critical focus for
evaluation. Above all. literacy instruction
should be grounded in current theories about
the reading and writing process (Gold &
Johnson, 1982; Meyer & Keefe, 19€8). Pro-
grams that are athcoretical or rooted only in
traditional wisdom will have limited potential
for effectiveness. They will also be difficult
to evaluate.

Evidence that learners and teachers collab-
orate in establishing and assessing progress
toward instructional goals provides a strong
indication of program effectiveness (Borei &
Shively, 1981: Royce, 1981: Sumuelson &
Faddis, 1986). Curricula developed to mect
learners’ interests and functional literacy
needs are further indicators of the likelihood
of program effectiveness (Fields, Hull, &
Sechler. 1987; Jones & Charnley, 1977:
Samuelson & Faddis, 1986). Teaching tech-
niques. as well as program content, must be
designed to meet learners” needs (Gold &
Johnson, 1982: Mikulecky. 1986).

Data about these aspects of the program
~an be obtained through interviews with
teachers and learners. by analyzing instruc-
tional documents. by observing class ses-
sions. and by reviewing professional litera-
ture. Interviews with learners might focus on
their own needs and goals. as well as their
interest in sessions and their sense of
progress toward goals. Instructional materi-
als, fesson plans. or student-generated prod-

RIC
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ucts can be examined to learn about the
nature of instruction.

Finally, program goals and procedures can
be compared to advice provided in the profes-
sional literature and to published descriptions
of the reading. writing. and learning process-
es. Such a comparison can be used to evalu-
ate the validity of program content.

Evidence of the program’s impact in a
broader context may indicate its effective-
ness. Links with public schools or other com-
munity agencies and services suggest effec-
tive programs (Royce. 1981; Samuelson &
Faddis. 1986: Villa. 1986). Documented
efforts at coordination with outside agencies
san be included along with other indicators of
increased community involvement (for exam-
ple. students obtaining citizenship or register-
ing to vote).

Members of the community might provide
their assessments of a program’s impact by
writing letters or consenting to interviews
(Royce. 1981). In addition. members of the
local literacy council might be asked to
observe and evaluate the instructional envi-
ronment.

Finally. some have suggested that effective
programs should be able to show clear finan-
cial return on investment (Fields. Hull, &
Sechler, 1987). Such data as change in Jearn-
ers’ employment. earnings. or need for public
assistance may not be directly attributable to
literacy programs, but they can offer some
evidence of a program’s financial effects,
The Veed for Evaluation

Program evaluation data should strike a
balance between quantitative measures and
qualitative assessments of program impact.
Numbers alone, wihether counts and demo-
graphtcs about adults served or results of
tests, cannot reveal the depth and breadth of
program effectiveness. Morcover, since the
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literacy learning that takes place is intended
to have practical applications for adult learn-
ers. some effort to evaluate this external
impact is also warranted.

“An effective evaluation will assistin
future planning....will help to improve pro-
gram offerings for students, and will insure
the accountability of expenditure of federal.
state. and local dollars™ (Willing, 1989. p. 4).
Questions to guide effective evaluations are
provided in Figure 3. Systematic, comprehen-
sive evaluations based on program goals can
provide information with which to judge indi-
vidual program effectiveness. Such an
approach to evaluation can also help the adult
literacy community answer the broader ques-
tion "What works?"
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Genevral

T'eaching

M et hodology

¢

¢
In the last analvsis, what Eugene 0'\eill designates
‘the human equation’ will count for them more than any

”

element in their learning the skills we need to teach them.
-~ SHUMAN, 1989, v, 353

his section provides a varicty of

methods for use with the adult learn-
er. most of whiclh are grounded in
“the human cquation™ referred to above.

Keefe und Mever provide instructional sug-

gestions specific to adults at different levels of

literacy. Following pieces are Biggs on bridg-
ing the literacy gap for African Americans;
Maocker on cooperative learning: Austin-
Anglea onword banks; Danielson on picture
hooks: Ford on storvtelling: Hill and

Rabideaw on high interest=low readability

hooks: Kazemek and Rigg on the reading of

poetry, followed by Conniff. Bortle, and
Joseph onweriting in this genre: Rosow on
consumer advocacy: and Schierloh on clussic
novels. Several picces focus onwriting: Pates
and Evans onwriting workshops: Stus:z,
Scelnvartz, und Weeden on oral history; Solé
on student journals in the workplace st
classroont: D' Annunzio with lunguage expe-

rience for 151 students guided by nonprofes-

stonal tutors: and Best with tips for correct-
ing adnlt students” writing ervors. Interesting-
Iv, two of the picces—those hy Conniff and
Stasz and their respective coauthors—focus
onwriting with women.

The use of cooperative learning and othe
group work described in many of these arti-
cles represents a departure from perceptions
that the adult student prefers to hide his or
her Dteraey difficulties and to work alone,
Meloth (1997) warns us that cooperative
tasks are. by their very nature, high in ambi-
quity and risk. For example, concrete prod-
ucts of discussions may not he easily identifi-
able If goals and strategies are obvious,
stidents may be auble to casily accomplish a
task independentlyv. but if the tasks are overly
complex, it may be difficult for the group to
recognize what they must do. As such tines,
the likelihood that students will simplify the
task increases. Sone group memhbers may be

wncomfortable with any ambiguity and may

9G..04..
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orient the group’s discussion to a comfortable

level. Thus, effective cooperative tasks are

constantly in danger of being transformed
into lovw-level procedural ones that may not
help students improve their reading.

Witl: this in mind. it is interesting 1o reflect
onwhy the cooperative prajects in tlese
picces were successful. Descriptions of the
“trust engendered through equal participa-
tion of all”™ described in Pates and Evans’
writing workshops, the creative freedom in
the painting studio atmosphere described by
Stasz und colleagues. und the comfort for £si.
students i working with bilingual nonprofes-
stonal tutors in the D' Annunzio program sup-
port a soctocognitive rationale for the pro-
Jeats” success. In such a view, attention is paid
to the social purposes to which the literacy
skills are being put (Langer, 1991).

The varied methodology described in this
section’s articles provides a wealth of solid
options from which educators can choose in
weaving together a program appropriate for
their own situation.
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Profiles of and
Instructional
Strategies for Adult
Disabled Readers

DONALD KEEFE
VALERIE MEYER
APRIL 1988

n adult literacy tutor asks: ['ve

been working with Marty for 8

months now. He tries really hard.

remembers to bring his books. and
is faithful about meeting me at the library for
our weekly sessions. [ keep wondering
though. it’s like I'm not sure if he’s making
that much progress.... He rubs his eyes a bit.
and sometimes [ have to repeat directions.... |
thought Marty would be doing much better
by now, maybe even reading the newspaper.
What can I do to really see where Marty is
and where he can go?

This type of question is common for us:
we've been working very closely with adult
literacy volunteers for the last few years
(Meyer. Keefe, & Bauer. 1986). We suspect
the question is not an unusual one. perhaps

10
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asked by hundreds of volunteer tutors across
America who have responded to state and
local appeals to assist adult new readers in
learning to read.

This article describes findings for a pro-
ject called “The Literacy Prescription,”
which has been funded since 1986 by the
Office of the Secretary of State and Illinois
State Library. The project grew out of earlier
research by the authors on adult illiteracy
(Keefe & Meyer, 1980). As project directors,
we wanted to provide a unique support sys-
tem for volunteer tutors and adult basic edu-
cation (ABE) instructors. The Literacy
Prescription provides individualized diag-
nostic testing and ofters instructional sugges-
tions. Our diagnosticians included current
and former graduate students who majored in
reading. In addition to expertise in reading,
many of these diagnosticians had vadergrad-
uate teaching majors in fields such as speech
and hearing. special education, and educa-
tional psychology.

The diagnostic tests varied. but generally
they included the Keystone School Vision
Screening Test (1972). the Wepman Auditory
Discrimination Test (1986). the Basic Read-
ing Inventory (Johns. 1985), the Burke Read-
ing Interview. and the Slosson Intelligence
Test (1984). (The Slosson was used to deter-
mine general strengths and weaknesses in
academic areas rather than as an 1Q measure.)
A series of screening tests based on Jordan’s
Dyslexia in the Classroom (1977) was admin-
istered as appropriate.

Prescriptive instructional suggestions
came from a computer data base of 126 strate-
gies developed by the authors. About one-
third of the stiategies in the data base are tra-
ditional approaches such as the language
experience approach, VAKT, and Anthony
Manzo's ReQuest procedure (Harris & Sipay.
1985). The remaining two-thirds are original

strategies for which we have been provided
feedback about effectiveness by adult literacy
volunteers, ABE instructors, and! the students.

To date. the Literacy Prescription has pro-
vided complete diagnostic reports for 106 cii-
ents. An analysis of the data from the re-
ports established five separately identifiable
groups of adult disabled readers. The remain-
der of this article outlines these five emergent
groups and describes what we consider to be
optional instructional techniques for each.

To organize our data, we simply labeled
our adults as Groups (. 1.2, 3, and 4. A sum-
mary of our project findings appears in the
figure.

Group 0

This is the lowest reading ability group
and constitutes slightly less than 10% of the
population we tested. Adults in Group O can-
not read the simplest preprimer text and at
most can read only a few words. such as their
names. When text is read to them, they can
understand up to the Ist or 2nd grade level.
Without exception, this group had extremely
limited general knowledge and were unable
to repeat short sentences. could not add single
digit numbers. and had difficulty copying
short paragraphs. Approximately 78% of this
group have language disabilities, 89% have
vision problems. and 78% have auditory dis-
crimination problems. ‘

Literacy coordinators and ABE instructors
should be cautious about assigning volunteer
tutors to work with such persons. The volun-
teer tutors or ABE instructors who had worked
with learners from this group often worked
for two or more years and saw very little pro-
gress for their efforts. Limited experiences
(possible borderline mental retardation). mul-
tiple physical disabilities. and severe lan-
guage disabilities made these clients difficult
if not impossibie to teach.
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Overview of Adults Tested™

Group ()
n=9

Group |
n=l4

Group 2
=23l

Group 3
n=20

Group 4
n=32

Reading levels
Independent
Instruction
Frustrational
Listening

Have vision problems*#

Have auditory discrimination problems

Views reading
As “sounds”

As “words™
As “meaning”

Have a specitic language disability
Last grade ~ompleted
Age

=]

Male
Female

56%
4%

1.0 1.6 1.7
1.7 3.0
2.1 2
5.6 6.2

68% 65%
45% 10%

586
26%
3% 256
55% 3%
7.0 10.6
38 : 32

')‘)(X.

2i%

79

684

ARl

P ¢

60%
10%

47%
53%

*Data do not include & category called ~Other”™ (n = §) and do not include adults tested for vision or hearing only.
*% A1l adults who owned glasses wore tnem during testing.

If Group 0 clients are assigned a tutor. we
recommend the following strategies:

. Make a book using a photo album in
which you place environmental print words
your student can rewc -t the advertisements
out of magazines and newspapers with words
such as Coca Cola and McDonald's Place
these pictures on one side of a page. On the
other side of the page. print in large letters the
words taken from the logo or ad. These words
are often a part of most adults” sight vocubu-
lary. even if the learncr is not aware that this
is “reading.” Stress that. indeed. your student
can read something.

2. Find highly predict. “le stories with pat-
terns that lead the reader to “read™ the text.

3. Write sentence stems such as "I can
_ortTlike o U lean walk, T ean tatk,

.97,
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cte.. or I like candy. I like apples, ete. Invite
the student to complete the stems, using his or
her own words.

Group 1

Group | adults had more capacity, fewer
physical and language disabilities than Group
0. and could read “just a little.” Their estimat-
ed capacity to read was suggested by their lis-
tening capacity score on the Basic Reading
Inventory (see figure) and was somewhat bet-
ter than the very low range of Group 0. This
group could answer questions relating to their
age and birthdate. name the days of the week.
and perform simple computation. In all prob-
ability, Group | adults should be able to read
simple texts with individualized help.

We recommend the following types of

10




Q

ERIC

PAFullToxt Provided by ERIC

strategies for Group 1 students. Strategies
from the previous groups should be used if
the learner is virtually a non-reader.

I. Language experience stories are appro-
priate. Student talk about meuningful events
in their lives should be written down exactly
as said, read. and re-read to them. and then
read by them. These stories then should be
taped so the learners can listen to and read
them at home.

2. Since more than 70% of the clients in
this group stated they thought reading was
sounding out words rather than "making
meaning.” we feel tutors should st.ess the
“meaning making™ nature of reading. Learn-
ers should be encouraged to skip unknown
words and continue reading to gain meaning
and self-correct miscues. If no self-correction
takes place. and the miscue is significant,
work with the learners to figure out the word
rather than correcting the “error” during first
reading. The latter assistance may include
“sounding it out.”

3. Encourage learners to take risks and
make guesses. Group 1 adults are low risk
takers with debilitating reading experiences
from their earlicr lives. They worry about
making errors and usually have “their brains
tied up in knots.” Encourage them to guess
and think. For example, give them a popular
advertisement torn into five or six picces. En-
courage them to guess what the ad is. Stress
that they can figure out a lot if they try.

Group 2

Group 2 adults had a significantly higher
reading capacity as determined by the listen-
ing score on the Basic Reading Inventory than
the Group | learners. even though they could
not read much better at initial testing. A high
pereentage of them had language and physical
disabilities which may have accounted for

their low reading level. With a tutor’s help.
adults in Group 2 can read the newspaper.

Recommended sample strategies for Group
2 include previously mentioned strategies, if
appropriate. as well as the following:

I. Readers often will read a sentence with
no idea what it means. They are processing
sounds and words but not meaning. We rec-
ommend Silly Sentences. Make up a sentence
in which one word is silly and does not make
sense: for example, "1 smell with my knees.™
Ask the learners to figure out which word is
sitly, forcing them to look at meaning rathe.
than sounds.

2. Written conversation is an enjoyable
reading—-writing activity for this group.
Instead of talking “out loud™ about some-
thing. the conversation is written. Write about
a specific event, your feelings about home,
children, etc. The conversation is started by
the tutor, who briefly writes down what she
or he wants to say. The conversation contin-
ues, always in writing. Go back and forth and
keep it simple. without concern for spelling
Or grammar.

3. Flash card directions force word callers
to read nore than one word at a time. Place a
few words of direction, such as “Put your
hands on the table.” on a card. Flash each
card. asking the learner to do what the card
says. Often the learners will read only the
first word. Encourage “chunking™ all the
words in one glance. Flash the cards again.
Explain that they must read all the words in
one quick glance. It may take four or five
flashes for the learners to understand and do
what is directed on the card. Explain that
good readers see words in meaningtul
“chunks™ rather than individually. After the
learners have mastered the one-direction flash
card. use cards with two or more related
dircctions.
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Group 3

Group 3 adults were characterized by a
higher instructional, frustrational (2.0 vs.
4.0), and listening capacity level than Group
2. Like Group 2 adults. they viewed reading
as a “sounding out™ or “word calling™ activi-
ty, and tutors must work continuously to dis-
pel this “misnotion.” Group 3 had consider-
ably fewer language disabilities than Group 2
and progressed more rapidly in learning to
read. These learners worked well with begin-
ning tutors.

Group 2 strategies might be used with this
group it appropriate. The following also are
suggested:

1. To dispel cheir misnotion of reading. talk

about the characteristics of a good reader

{(Cooper & Petrosky. 1976):

» Good readers bring what they know
about the topic to the print on the
puge. They are active readers.

* Good readers take chances: they risk
being wrong.

* Good readers guess at or skip words
they don’t know and read on for help.

* Good readers expect the material to
make sense.

* Good readers try not to read too slow-
ly.

These five characteristics need to be
discussed every session until they are demon-
strated. .

2. Instead of looking up unknown or diffi-
cult words in the dictionary or asking some-
one what they mean, we suggest these readers
jot down difficult words on blank bookmarks
titled “List It and Skip It.” Upon completion
of a passage. they can return to the bookmark
list to see if the difficult words were solved
through the use of context.

3. "Alternate model reading™ requires
learners to read faster. The tutor quickly
reads a phrase or longer part of a <entence
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and stops. The students then read on, contin-
uing the sentence. After the learners have
read a phrase or part of a sentence. the tutor
interrupts and quickly reads on again.
Students are encouraged to keep up with
their tutors. read faster, and model them. This
technique forces learners to look. at complete
phrases and anticipate where their tutors are
going to stop or interrupt.

Group 4

While Group 3 learners often were in
Adult Basic Education programs. Group 4
adults were usually found in GED programs.
They had a listening capacity which suggest-
ed that they might be uble to read at the high
school level, appeared to have average range
intelligence. and expressed far fewer lan-
guage and physical disabilities than the other
groups. Group 4 learners had completed more
schooling, usually 10 years. and 25% of them
perceived reading as a “meaning making”
process. They were strong candidates for GED
diplomas and benefitted from work with vol-
unteer tutors.

The following strategies are appropriate
for Group 4 adults:

t. Key-word predicting activites are par-
ticularly powerful with this group. The tutor
first selects a story. a chapter, or an article
and notes 10 “key words™ from the selection.
These words are shared with the learners,
who are asked to predict the piece’s content.
The learners must make “sense™ of the 10 to
15 “key words.” This predicting activity pre-
pares readers for meaning. Next, they should
read the picce to discover if predictions were
right or wrong (confirm or disconfirm).
Adults like this activity. Key-word predicting
works well with Groups 2 and 3 if casier and
highly predictable pieces are selected.

2.7aGIsT  inaking requires readers to
reduce the first sentence of a passage to 3 or

""",
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4 words, then the first two sentences to 5 or
6 words, three sentences to 7 or 8 words.
etc.. until a paragraph is reduced to 15 or so
words that reveal the “gist™ of the puragraph.
This activity requires readers to "make
meaning” and determine their own “key
words.”

3. Prepare directions tor playing a simple
card game, leaving out a crucial instruction or
explanation. Ask the readers to try to play the
rard game with these directions. Ask the
learners to determine what missing direction
or explanation is needed to play the game.
This activity introduces the notion of critical
reading.

Conclusion

This article has described five emergent
groups of adult disabled readers. Patterns and
problems are evident for those involved in lit-
eracy projects.

¢ Of the 11 adults tested, 42% had hear-

ing problems (most often auditory dis-
crimination) and 66% had vision prob-
lems. Of the 66% who had vision
problems, 63% had near point vision
problems. The need for vision and hear-
ing screening in adult literacy projects is
evident.

Almost half the adults in Group | and
more than three-fourths of the learners in
Group 0 were referred by literacy volun-
teer projects. Adults who appeared to

have the most disabilities were tutored
an average of only 14 hours per week.
Almost all activities suggested for our
tive groups center on the notion that the
brain must be activated in a search for
meaning. We favor activities which
force disubled readers to use intuitive
knowledge of language and the world
instead of emphasizing phonics, word
attack, and isolated comprehension
drills.
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o understand and ultimately address

the problems oi the literacy gap

between African American and

European American adults, it is nec-
essary to examine the context in which it
occurs. «nat context shapes our perceptions
about the gap and affects the manner in which
we use our energies to address it.

One aspect of the context is the data that is
available about literacy achievement, much
of which is “unreliable, unrepresentative, or
noncomparable over time”™ (Stedman & Kaes-
tle. 1987, p 10). The data must be interpreted
with its flaws in mind. Literacy achievement
must also be seen in its historical context—
while most groups in America have made
remarkable progress in achieving productive
levels of literacy over the years. African

Americans achieved in the face of unrelent-
ing social, ecenomic, and political barriers
(Biggs. 1992).

The Gap

When Cook (1977) traced the decline of
illiteracy in the United States from the late
1800s to 1970, she noted that while the avail-
able figures can be misleading. literacy rates
improved over the years for both white and
non-white populations. She also noted that
when literacy was defined as the ability to
read and write. illiteracy rates for whites
dropped from 12% to 2% between 1870 and
1959. for non-whites from 80% to 8%.

When literacy is defined on the basis of the
number ot school vears completed. the gap
continues to be evident. Earlier in this centu-
ry, fewer years of schooling defined what it
meant to be literate—completion of fourth
grade, later eighth grade. later still high
school graduation. Recent census figures
describing high school graduation rates show
the percentage of whites aged 25 years and
older completing high school to be 70.5% in
1980 and 77.7% in 1988: completion percent-
ages for blacks of comparable ages were
51.2% in 1980 and 63.3% in 1988. Despite
the fact that both groups made significant
progress in this area. the gap is evident (U.S.
Bureau of the Census. 1989).

National Assessment of Educational Pro-
aress data reveal a similar gap among each of
its age cohorts which includes young adults
(NAEP, 1981, 1985). However. in cach of the
examples cited here, the gap appears to be
closing, with blacks showing the largest de-
gree of positive change. Still. the challenge of
the 1990s and bevond makes it increasing-
ly important to eliminate the gap for blacks
and other minorities at risk and to aim for
higher, more complex literacy achievement
for all groups.
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Closing the Gap

If those of us who are responsible for liter-
acy education are to close the gap. we must
act quickly to begin to reclaim the losses that
accrue when any group is kept from function-
ing at its best. An important {irst step is to
rethink our literacy improvement efforts by
raising and thoughtfully answering questions
like the following:

What kind of assumptions do we make
about African Americans and their ability to
learn and become more literate?” Where have
we invested our rescarch. instructional. and
support efforts? Do minorities play signifi-
cantroles in these efforts? To what extent do
we use what has been Icarned to make a posi-
tive difference in closing the literacy gap?

Onc assumption made by the uninformed

to explain the gap has been that African
Americans place little value on literacy and
on education in general. Statistics are cited
that indicate that. even though more young
blacks than ever are attending and completing
high school, fewer are attending college. Also
fewer are completing General Equivalency
Diploma (GED) requirements (Baldwin,
£990). Since these trends are reflected in the
general population (7S, Bureau of the Cen-
sus, 1990). they may be more a result of lim-
ited finances than lack of interest. Further.
there is historical and research evidence sug-
gesting that African Americans have and con-
tinue to place a high value on literacy and
learning (Engs, [987: Smith. 1989). For ex-
ample, Engs argues that:
Beginning around the turn of the century and
continuing to this day, blacks began to pursue
an unarticulated but discernible strategy that
included two primary thrusts, First, blacks left
the South in huge numbers in search of better
opportunity in both employment and education.
Second. they attacked inadequate and discrimi-
natory education for blacks wherever it existed
(. 161

- oA

1.
(4] 4t

RIC

-~

Another assumption that undermines liter-
acy efforts for minority and other {earners is
the beliet held by some that illiterates are
necessarily unintelligent or unwilling to
invest their time and energy in learning.
Fingeret (1990) reasoned that: "Like mem-
bers of all oppressed groups, adults with low
print literacy skills have had 1o invest far
more energy in uaderstanding the ways of
mainstream culture than is true in the
reverse.... They must and do participate in a
wide range of literacy practices on their jobs
and in their communities™ (p. 27).

W2 have long been concerned about litera-
cy. However. we have tended to focus our
efforts on variables that are difficult if not
impossible to change. This tendency to dwell
on those things not likely to produce positive
change has led to another assumption—that
little progress can be made even when great
effort is exerted. Pollard (1989) suggests that
there are variables amenable to change that
could positively affect achievement in indi-
viduals from the group she describes as the
underclass.

Pollard studied those who achieved acade-
mically and identified seven arcas of promise
that those responsible for literacy instruction
for African Americans may find productive.
The areas include:

[. Social Attitudes—about education, race.

and individual success

£%]

- Self-Perceptions of Ability—including
self-concept of ability and perceptions
of school performance

3. General Social Support—encourage-

ment from others

4. Teacher Support—encouragement...and

help from teachers

5. Parental Influences—including parental

support and parental educational aspira-
tions for their children

102,
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6. School Involvement—involvement with
peers and in activities in school

7. Active Problem-solving—the degree to
which the child sought help from others
tfor problem-solving and the child’s per-
ception of the effort used to solve prob-
lems. (pp. 304-305)

Taking Action

Individuals responsible for teaching. estab-
lishing curricula. and general program devel-
opment may find opportunities to implement
activities based on Pollard’s seven variables.
Following are examples of action that can be
taken using just three of the variables,

One alterable variable is social beliefs. A
erowing number of social scientists (for
example. Christmon. 1989: Fordham &
Ogbu. 1988: Howard and Hammond. 1985)
suggest that the issues of social attitudes and
self-perception of ability are intricately relat-
ed. They propose that the perpetuation of
unexamined or distorted beliefs about African
American ability led the general public. edu-
cators, and African American learners them-
selves to accept the stereotypes as reflections
of reality. The achievement gap reinforced
those beliefs.

Educators were aftfected by the beliefs and
responded with lowered learning expecta-
tions as additional proof that they lacked
ability and responded to efforts to teach them
by giving up at the first sign of difficulty.
The preceding scenario reflects the impor-
tance of addressing a combination of two
alterable variables if academic success is to
be achieved—(a) attitudes about learning.
race. and success: and (b) self-percepiions of
ability.

What can be altered is the knowledge that
academic achievement is possible, African
Americans have achieved in the past agains
great odds. They continue to achieve with

determined effort, When adults tirs. realize
that they can control their learning through
their own efforts. their attitude can be altered.
When educators, particularly teachers. realize
that the stereotypes do not reflect the reality
and that their level of expectation plays as
much a role in their students’ achievement as
their knowledge of strategies for teaching
reading and writing. attitudes can then be
altered.

One approacu is the use of teacher anec-
dotes that reflect a positive African American
presence in the society. As analogies are
drawn to illustrate points in the text to be
read. positive experiences can be shared
kindnesses shown by African American
neighbors. intefligence evident in a black v
character, resourcefulness reflected in the
manner in which a local hero has solved a
nractical problem.

A second approach is to use literature writ-
ten by or about blacks that reflects not only
the contributions that they make but the
diversity in the nature of those contributions.
1 1e literature also demonstrates that African
Americans can and do achieve. Brooks (1985)
and Pugh and Garcia (1990) provide exam-
ples of such literature and offer suggestions
for using it.

Another alterable variable is support for stu-
dents, Researchers have concluded that
throughout the school experience, African
American students—particularly males—
receive less attention and more nonconstruc-
tive criticism than other students (Bridges.
1989: Calvin, 1988: Cazden, 1982: Rowan,
1989). Teacher- can alter such negative
behavior and express support in a variety of
ways.

Examples of productive teacher behaviors
include making comments that acknowledge
students’ productive efforts, providing oppor-
tunities for students to demonstrate newly
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acquired skill and knowledge, and assisting
students when they experience difficulty as
they struggle to learn,

A third variable that can be effectively
addressed for African American stidents iy
that of providing instruction that addresses
the importance of problem-solving in learn-
ing. Studies describing classroom instruction
and achievement reveal that instruction for
students perceived as less able differs in char-
acter and quality from instruction for those
perceived us more able (Allington, 1983:
Applebee. Langer. & Mullis, 1988). Further
instruction for less able readers is often
focused on a series of unrelated exercises that
purport to build skills of questionable value.
Little attention is given to the application of
school-based learning to the life of the adult.

African American adult literacy students
are likely to have experienced a great deal of
frustration as school children. Since few
strategies were offered to them in their early
attempts to become literate, they come to liter-
acy courses reluctantly—fearing repeated fail-
ure in what they may feel is their lasi cpsortu-
nity to become productively literate. Without
guidance in the use of problem-solving and
critical thinking skills, they may give up
before they have allowed themselves a chance
to learn. practice. and apply literacy skills.

Teachers of African American adult litera-
¢y students may bencfit from the results of
research indicating that instruction in prob-
lem-solving and critical thinking is likely to
make the study of other school subjects more
successful (Howard & Hammond. 1985:
Ross & Ross. 1989).

Finally, nvo major strategies can help close
the gap—authentic assessment and pragmat-
i instruction. First, standardized tests used to
assess adults are designed to generate scores
that compare a specific reader or test taker

with other test taker s for program account-
ability purposes. While test manualg often
suggest that the tests can be used diagnosti-
cally, to help the teacher make instructional
decisions, many teachers do not in fact have
access to such information. Even if they did.,
the information may not reflect the test taker’s
actual reading ability and use of underlying
strategies (Sternberg, 1991).

A better approach. authentic testing
(Wiggins, 1989), differs in terms of structure,
design, grading and scoring standards. fair-
ness, and equity. The information gained can
be applied dirc  + to instruction. The test
taker reads more realistic, challenging. con-
textualized materials. The reading may take
place over several sessions so that patterns of
what the student does well and not so well
can be determined. The student is also asked
to participate in interpreting his or her own
reading and writing behavior. During the
process. the student is informed about
strengths as well as problems to be solved
through instruction.

African Americans have been ill-served by
the negative comparisons that grow out of
normative testing. Such testing has failed to
reflect the context of the performance and the
strengths that could be used as the basis for
instruction. Thus. while it may be important
to document a certain type of achievement
with norm-referenced tests for accountability
purposes. it is also critical to provide assess-
ment that informs and enhances instruction.

Second. literacy instruction for African
American and other minority adults needs to
be pragmatic in that it assists them in meeting
both personal and societal goals (Park, 1987).
For cxample. a large part of the comprchen-
sion instruction offered to adult literacy stu-
dents requires that they read and identify
main ideas in written material. A common
format for response is multiple choice.
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While skill in responding to multiple
choice items is useful in school and stendard-
ized test environments., it has little use in day-
to-day life where people read to get the gist
and communicate that they gotit in a way
appropriate to the context. Such a skill has
real-life value—it allows an adult to under-
stand the joke told in a social gathering, to
explain a concept to one’s child {rom a news-
paper or Tv report. to provide bottom-line
information to collcagues at work, and to
share important events with a loved onc in a
letter.

Thus. the role of instruction is to provide
learning. practice. and application opportuni-
ties. Pragmatic instruction goes beyond
achieving traditional classroom goals: it must
address the adult student’s work, social. and
family goals.

On the basis of a careful review of suc-
cessful adult literacy programs. Padak and
Padak (1991) recommend guidelines and
related questions to be used in program eval-
uation. Those listed below reflect the alter-
able variables discussed above and are partic-
ularly important if authentic assessment and
pragmatic instruction are to be provided for
African American learners. Etfective pro-
grams address (p. 378):

1. Academic achievement—To what extent
do learners and teachers feel that progress has
been made toward ucademic goals?

2. Quality of life—To what extent have
learners achieved their own goals? To what
extent has learner self-esteem increased?

3. Program structure—To what extent does
the program show evidence of coordination
or collaboration with outside agencies and
constituencies?

4. Program content—To what extent does
the program content meet learners’ functional
and academic needs and interests? What is
the quality of the social context for instruc-

. HOGL.

Q

RIC

PAFullToxt Provided by ERIC

tion (interactions between and among learn-
ers and teachers)?

5. Real-life context—To what extent does
the program meet needs identified by external
groups (such as the community or job super-
visors)?

[f we are to close the gap in school achieve-
ment between African Americans and Euro-
pean Americans, we must rethink our assump-
tions and set about making sure that they
have merit, are supportable. and coutribute to
solving literacy problems for all who need
assistance,

Further, we need to look to the manner in
which we apply our efforts and resources to
make positive change in literacy. We must
ask ourseltves to what extent we are working
on areas less likely to be productive. Attitudes
about African Americans” ability to learn.
instructional encouragement and support, and
the inclusion of problem-solving and critical
thinking curricula are variables that can be
changed to assist student achievement. In
addition, inviting participation in the form of
planning and evaluating from those who are
served in the programs is likely to enhance
the chance for closing the gap. Finally. re-
thinking the nature of classroom assessment
and instruction and implementing duthentic
testing and pragmatic teaching can go a long
way in achieving this goal.
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Process: Shared
Learning Experience
in Teaching Adults to
Read

DoONALD W. MOCKER
MARCH 1975

ost educators involved in teach-

ing reading to adults realize

that procedures used in teach-

ing children. although frequent-
ly used with adults. do not serve the best
interest of the adult student. If the methods,
materials, and approaches used in instruction
reflect the characteristics and needs that make
the adult different, adults will not only learn
more but will also realize greater satisfaction
in learning.

The Commission of Professors of Adult
Education (1961) indicated two significant
differences between children and adults as
learners: (1) they (adults) enter an educational

activity with a greater amount of experience
from which they can relate new experiences
and (2) they enter with more specific and
immediate plans for applying newly acquired
knowledge.

Knowles (1970) extended this idea when
he identified the assumptions on which adult
education is based: (a) his (adult) self-concept
moves from one of being a dependent person-
ality toward one of being a self-directing
human being: (b) he accumulates a growing
reservoir of experience that becomes an
increasing resource for learning: (c) his readi-
ness to learn becomes oriented increasingly
to the developmental tasks of his social roles:
and (d) his time perspective changes from
one of postponed application of knowledge to
immediacy of application. and accordingly
his orientation toward learning shifts from
one of subject-centeredness.

Because adult education is based on a dif-
ferent set of assumptions than education of
children. writers in the ficld have suggested
that teachers of adults should acquire special
knowledge. behavior, and attitudes. This posi-
tion is summed up in Fay's (1966) statement:
“Once we recognize the major psychological
characteristics of adults. it is not difficult to
adjust teaching methods and approaches to
the learning situation so that they are effec-
tive with adults.”

Directed reading activity is a standard for-
mat for teaching reading to children. Class-
room procedures and the use of basal reading
series all reflect the teacher’s commitment to
this approach. Emmett Betts (1946) outlined
the format:

The authors of basal readers are in genceral

agreement on these basic principles and as-

sumptions regarding directed reading activities.

First, the group should be prepared. oriented. or

made ready. for the reading of a story or selec-

tion. Second, the first reading should be guided
silent reading. Third, word recognition skitls

Ltodd2
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and comprehension should be developed during
the silent reading. Fourth. the reading—silent or
oral—depending upon the needs of the pupil
should be done for purposes different from
those served by the first, or silent reading. Fifth,
the follow-up on the “reading lesson™ should be
differentiated in terms of pupil needs.

This approach does an excellent job of
establishing a student-teacher and teacher-
student line of communication. but, in its
application by teachers and through basal
readers, fails to deal with the following
aspects of adult learning: (a) establishing a
student-student line of communication, thus
not recognizing the experience and knowl-
edge which each student brings to class: (b)
placing responsibility for learning on the stu-
dent, thus not helping the adult to become
more independent. and (c) teacher acting as a
co-learner. thus giving the student the idea
that the teacher has all the answers. The very
name. directed reading activity. implies
teacher direction.

The directed reading activity has been
extended in recent years by Stauffer (1969)
with his modification. “the directed reading-
thinking activity.” Stauffer sees pupils sctting
their own purpose and places major emphasis
on the thinking process. He suggests that pur-
poseful reading. like problem solving. has
three phases: (1) confrontation by a problem,
(2) readi. g to find a solution. and (3) finding
11e solution or failing to find it. These phascs
are translated in the three major steps in the
directed reading-thinking activity: (1) declar-
ing purpose: (2) reasoning while reading: and
(3) judging.

Although this approach does emphasize
the problem solving and critical thinking
aspects, it falls short in meeting two of the
special requirements of the adult student.
First. this approach fails to recognize the stu-
dent’s right and responsibility for learning by
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failing to allow the student to select what is to
be read. In addition, this approuch is highly
teacher directive in nature.

The cooperative learning process borrows
from both of these approaches but is more
than a modification. In addition to the student
playing a new role by virtue of sharing res-
ponsibility for learning, the pathways of inter-
action between the teacher and student are
greatly altered. and the approach defines a
new role for the teacher. In this role the teach-
er no longer functions as the “all knower.” or
what Freire (1972) calls “bankers.” but func-
tions as a guider or planner.

Cooperative Learning Process

The first item in cooperative learning is to
have the students select the material which
they want to learn how to read. That is, have
the students select a problem which is of con-
cern to them. This relates to Knowles® fourth
assumption, since a teacher can have unlimit-
ed resources, modern facilities, audiovisual
equipment and the latest material. but without
the adult being motivated, little will happen.
Weinstein (1970) identified the source of
motivation: “Concerns, wants. interests.
fears, anxieties, joys. and other emotions and
reactions to the world contain the seeds of
‘motivation’.” This is the first attempt at get-
ting the students to interact with each other
and to place a portion of the responsibility for
learning on the adult. Bergevin (1965) made
this point when he stated: “We do not learn to
be responsible participants by merely hearing
our responsibilities described. After we know
what responsibilitics are involved, we really
learn by practicing over a long period of
time.”

Selection of material is the student’s right
and responsibility. The discussion can be ini-
tiated by such questions as “Select your main
problem.” “What could you learn which you
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could use to help your child in school?” or
“"What problem did you have today?" One
caution—a student’s ability to verbalize is
often closely related to his ability to read.
Therefore. other methods may have to be
developed to elicit this response. Students
can be encouraged to bring into class the
“thing” which they would like to learn to
read. Creative programs (Freire. 1972) use
pictures of the “things™ which are pressing
community problems to stimulate language
development.

In addition to being involved in the selec-
tion of the material. the learner must also be
invoived in deciding the purpose for reading
the material. 1t is here that the teacher as a
“euider” can help adults .. .recognize that as
men they have the right to have a voice”
(Freire, 1970).

Since the adult has helped set the purpose
for the reading lesson, it is not necessary to
restate the purpose prior to beginning the les-
son. However. it is important to begin the les-
son with the adults verbalizing why this les-
son (content) is important and what it will
mean to each one of them so learning will be
personal. During this part of the lesson. the
adult. through interaction with other students.
will gain insight into her or his own behavior
and feelings. It is at this point that the student
will tearn to move from reading to action.
The teacher cun begin the discussion with
“How will you be able to use this informa-
tion?" or "How can this information make a
change in your life?”

Guided silent reading should be used first
to get the “total picture™ of the story. to stimu-

late interest, and to develop the practice of

reading for a purpose. As in the traditional
approach, careful attention to reading prob-
lems must be observed. Watch for subvocal-
ization. finger pointing. and showing signs of
general physical discomfort.

Next. concentrate on developing compre-
hension and interpretation. Here the teacher
again has the opportunity to establish student-
student interaction. Rather than asking a com-
prehension question per se. the questions can
be structured in the form of a problem which
the adults must solve. An example of this
process would be for the teacher to ask the
class. not any single individual, to list on the
board possible alternatives for the outcome of
the story. As the class begins to identify these
alternatives. the teacher lists them on the
board. After the class is satistied that the list
is exhaustive. then the teacher can respond
with another question such as “What are the
possible consequences of these alternatives?”
Again. the teacher records the responses as
the students interact. The teacher may then
want the class to rank the alternatives in the
order which they think is most plausible.

Through this approach. adults are encour-
aged to process concepts which are not dealt
with in th' reveryday life. The process of
languaging continues.

Little change can be made from the tradi-
tional format of teaching word skills except
to point out that we are now teaching them in
the context ot a problem which has been
identified by the adult student. The teacher is
using the material which the adult has select-
ed as the basis of his instructional program.
Again. the notion of the learner’s responsibil-
ity is reinforced.

During oral or silent rereading. techniques
such as role playing and simulation can be
used to encourage interaction among stu-
dents. The teacher can pose a question to the
students. The students can create a role play-
ing situation where they begin by reading the
points of the story which they feel are impor-
tant to the question. They then role play to the
conclusion of the question. Again, we have
returned to a problem solving situation with
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the responsibility for solution on the part of

the student.

Mastery of skill is not the product of fotlow-
up activities per se. Rather one should attempt
to create a means for the adult to transfer the
classroom skill into a lite skill. It is one thing
to teach the skill of reading. and quite another
to get a person to read. In elementary educa-
tion. when a skill is taught. the pupil is forced
to use that skill because he is a child and in
school. Failure of this process usually results
in poor readers. However. an adult who is
illiterate, by definition. does not have to fol-
low this process. and does not have built-in
reinforcement. Special attention must be
given to the adult who wants 1o “practice” a
newly acquired skill.

Classroom Formal

Joyce (1966) conceived of school curricu-
lum as having three levels, or what he referred
to as “tiers or modes.” The first level is made

up of those skills which are generally accept-
ed as the essential building blocks of intellec-
tual development: reading. writing and arith-

metic. The second level
developing latent talents and abilities of the
learncr. The third level is what he calls
“group-inquiry™ curriculum. and is organized
around social issues and problems which con-
cern the individual. It is in the context of
Joyce’s third level that the cooperative learn-
ing process is most appropriate.

Beginning readers (0-3). because of their
special needs in language development.
should be taught as a separate group. No
change in procedure is required except that
rather than using a “pre-written™ story or arti-
cle. the teacher should develop a story using
the language experience approach (Hall.
1972).

Advanced readers (4-8) can work as a sin-
gle group using the same instructional materi-

-
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consists of

al. The general reading level of the material
should be low enough so it can be easily read
by all students. The issue here is not one of
readability. but one of relevance and what the
teacher and students do with the material.

If many problems are identified as material
students want to learn, it will be necessary to
establish priorities. Responsibility for learn-
ing is again placed on the learer.

As we begin to involve the adult in the
selection of what is to be learned and why it
is to be learned. and as we reinforce student-
student interaction throughout the reading
Jesson. concluding by helping the adult to see
the application to his life. then the coopera-
tive reading process can be a potent technique
in adult basic education.

Maintaining the integrity of a systematic
approach but accommodating for adult learn-
ers’ characteristics will improve the reading
lesson format so that it will create a more
powerful impact on the life of the learner.
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word bank. in the traditional

sense. is a list of words that have

been accumulated to build sight

vocabulary. However, my adult
new readers combine the word bank with the
language experience approach to create a ver-
satile tool for vocabulary learning.

Because it uses the student’s own vocabu-
lary. a word bank can become an endless
resource for building vocabulary. practicing
spelling. and developing eritical thinking
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Sample Word Bank for the Topic
“Gardening”

weeds

dig

ruke

air blower
fertilize
clippers
onion

hoe

arass

axe

dump
cquipment

plant
tomato plant
shovel
weeder
hose

corn

carrrot
lettuce
rocks
rototiller
buying
plastic bags

{ree

hole
lawn mower
sweep
seeds
pruner
tulips
chives
sod
renting
toolshed

oOe o
goggles

skills. In addition. it is an excellent warm-up
activity before reading or writing. assessing
and enriching the student’s prior knowledge
of a topic.

The procedure is simple and adaptable to
both tutoring and classroom settings. Select a
topic related to either a story to be read or an
interest of the student (such as gardening).
State "When [ think of gardening I think of
plants. What do you think of " Record both
your response and the student’s response, and
continue until your word bank includes 20-50
words, depending upon topic familiarity. (See
sample word bank.)

Once the list is complete you have a sup-
ply of words to use in a variety of language
lessons:

1. Build critical thinking skills by looking
for clusters of words that belong together. My
list contains clusters under the titles “Kinds of
Seeds,” “Gardening Tools.” and “Gardening
Jobs™ and can casily take the form of u seman-
tic map. (See sample map.)

2. Add prefixes and suffixes to words in
the word bank. Build upon seed to create
seedling, seeded, and seeding. Build upon

ii6
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Sample Semantic Map for the Topic **Gardening™

\\ G.

\
Gurdening ]

\

\// AN

Gurdening Jobs

tertilize wnd create fertile. infertile. fertilizer.

over-fertilize. fertilization, fertilizing, ctc.
Discuss how changing the form can change
the meaning of & word.

3. Focus on spelling by calling attention to
the root words and affixes like those used
above. Practice syllabication. and your stu-
dent will be amazed at how well she or he can
spell lengthy words like fertitization and
transplanting.

4. Plan a writing exercise using ideas from
the word bank. Determine a pattern of organi-
zation according to the purpose of the writ-
ing, whether it's a how-to (chronology). a
personal experience (narrative), or a descrip-
tion (topic characteristics).

5. Use the word bank as a prereading exer-
cise to anticipate what a story will be about.
Prediction increases the interaction between
reader and text and improves reading com-
prehension.

6. Add new vocabulary words to the word
bunk as they are discovered through reading
and conversation.

7. Keep a collection of word bank pages to
itlustrate your student’s growing vocuabulary
on a variety of topics.
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Picture Books to Use
with Older Students

KATHY EVERTS DANIELSON
MAy 1992

icture books, in the hands of a skilled
language arts teacher are a medium
for all ages. Some quite recent pic-
ture books have special uses for a
middle school or junior high or high school
teacher working with developmental readers

12..




E

and with linguistically and culturally diverse
students.

Teachers willing to try using picture books
with older learners should know that the prac-
tice has been documented as successful.
Picture books are often motivators. since they
are both beautiful and charming while they
present human experiences in microcosm.
They have been used to enhance fifth graders’
visual literacy and the critical thinking of
junior high students. They give opportunitics
for integrating reading and writing and for
developing even high school students™ vocab-
ularies. They often fit well into a social stud-
ies course. bringing variety to a topic.

Here are severul recent picture books that |
would recommend. grouped under headings
suggesting potential special uses, with extra
activities noted. All the books are visually
attractive.

Dialect and Character Development

Mirandy and Brother Wind (McKissack,
1988)—American southern black

Hanna's Hog (Aylesworth, 1990)—rural

American
Iva Dunnit and the Big Wind (Purdy, 1985)—

American old west slang
The Tule of Meshka the Kvetch (Chapman,

1980)—Yiddish dialect
Charlie Drives the Stage (Kimmel. 1989)—

American old west slang

Jargon and Lingo

Frank and Ernest (Day, 1988)—lunch
counter lingo

Frank and Ernest Play Ball (Day. 1990)—
baseball terminology

Extra activities: Students collect other jargon

or lingo (interview a coach or player. read the

sports page). Students add to class charts

about slang or dialcect, or listen to note lin-

euistic differences in everyday language.
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As they write stories that have characters
from different areas, they can add dialect or
slang to enhance characterizations and set-
ting.

rarts of Speech

A Cache of Jewels (Heller, 1987)—Collective
nouns (in rhyme)

Merry-Go-Round (Heller, 1990)—All kinds
of nouns (in rhyme)

Many Luscious Lollipops (Heller, 1989)—

Adjectives (in thyme)
Kites Sail High (Heller, 1988)—Verbs—tens-

es. irregular forms, moods (in rhyme)
Extra activities: Students keep notebooks or
add to charts interesting or descriptive nouns,
verbs, or adjectives. They use these charts
when revising their own writing.

Writing

Faithful Elephants (Tsuchiya, 1988)—Write
ajournal entry from the zoo keeper’s or
the elephant’s point of view.

Alligator Arrived with Apples (Dragonwagon,
1987). Animalia (Base. 1986), Alison’s
Zinnia (Lobel, 1990). Elfuber (Yolen,
1990). The Z Was Zapped (Van Allsburg,
1987)—Students car do their own alpha-
bet book after reading these alliterative
versions of alphabet books.

Step into the Night (Ryder. 1988). Mocking-
hird Morning (Ryder, 1989). Under Your
Feet (Ryder, 1990), Apple Tree (Parnall,
1988). Winter Barn (Parnall, 1986). The
Rock (Parnall, 1991), Woodpile (Parnall,
1990)—Examine the ordinary to find the
extraordinary.

Extra activities: Students write about some-

thing seemingly common and notice the

details surrounding it.
Students keep learning logs of plants.
rocks. or trees that they sec every day to

N
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enhance their observational and descriptive Dickory Dock (Aylesworth, 1990)—

writing skills. Parody

The Frog Prince Continued (Scieszka, 1991),  Extra activities: The format of other tradi-
“Twas the Night Before Thanksgiving  tional poems could oe used to get students to
(Pilkey. 1990, The Completed H. ckory  write their own parodies.

Some Suggested Picture Books

Avlesworth. J. (1990). The complcted hickory dickory dock. 111 by Eileen Christelow. New York:
Atheneum.

Avlesworth. J. (1988). Hanna's hog. 111 by Glen Rounds. New York: Athencum.

Base. G. (1986). Animalia. New Yor:. Abrams.,

Blos, LW, (1987, Old Henrv, THL by Stephen Gammeli. New York: Morrow.,

Chapman, C. (1980). The tale of Meshka the Kverch. 111 by Arnold Lobel. New York: Dutton.

Dayv. A. (1988}, Frunk and Ernest. New York: Scholastic,

Day. A. (1990, Frank and Ernest play ball. New York: Scholastie,

Dragonwagon. C. (1987). Alligator arrived with apples. 1. by Jose Arucgo & Ariane Dewey. New
York: Macmillan,

Gerrard. R, (19900, Mik's mammorh. New York: Farrar, Straus. & Giroux,

Heller. R. (1987). A cachie of jewels and other collective nouns. New York: Grosset & Dunlap.

Heller. R. (1988). Kites sail high. New York: Grosset & Dunlap.

Heller. R. (1989). Many luscious lollipops. New York: Grosset & Dunlap.

Heller. R. (1990). Merry-¢o-round. New York: Grosset & Dunlap.

Kimmel. E.AL(1989). Charlie drives the stage. 111, by Glen Rounds. New York: Holiday House.

King. L.L. (1988). Because of Lozo Brown. 111, by Amy Schwartz. New York: Viking.

Lindbergh. R. (1990). Johnny Appleseed. 1. by Kathy Jakhobson. Boston, MA: Little. Brown.

Lobel. A. (1990). Alison’s zinnia. New York: Greenwillow.

McKissack. P. (1988). Mirandy and brother wind. 111 by Jerry Pinkney. New York: Knopf.

Pamall. P. (1988). Apple tree. New York: Macmillan,

Parnall. P. (1991). The rock. New York: Macmillan,

Parnall. P. (1986). Winter barn. New York: Macmillan.

Parnall, P. (1990). Woadpile. New York: Macmillan,

Pilkey. D. (1990). "Twas the night before Thanksgiving. New York: Orchard.

Provenson. A. (1990). The buck stops here. New York: Harper & Row,

Purdy. C. (1985). Iva Dunnit and the hig wind. 11, by Steven Kellogg, New York: Dial.

Ryder. J. (1989). Mockinghird morning. 11, by Dennis Nolan. New York: Four Winds,

Ryder. J. (Y988). Step into the night. 1. by Dennis Nolan. New York: Four Winds.

Ryder. J. (1990). Under your feet. 111, by Dennis Nolan. New York: Macemillan,

Scieszka J. (1991). The frog prince comtinued. 111, by Steve Johnson. New York: Viking.

Scieszka., J. (1989). The true story of the three linle pigs. 111, by Lane Smith. New York: Viking,

Tsuchiva. Y. (1988). Faithful ¢lephants. Translated by Tomoko Tsuchiya Dykes. Il by Ted Lewin.
Boston: Houghton Mifflin,

Van Allsburg, C. (1988). Tywo had ants. Boston. MA: Houghton Miftlin.

Van Allsburg. C. (1987). The = was zapped. Boston. MA: Houghton Mitflin,

Wahl 1. (1990). Dracula’s cat & Frankenstein's dog. 1. by Kay Chorao. New York: Simon & Schuster.

Yolen. 1. (1990). Effaber. 111, by Lauren Mills. Boston, MA: Little. Brown,

Books are illustrated by the author unless otherwise noted.
i
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Sources of Activities Using Picture Books

Barton, B.. & Booth, D. (1990). Stories in the
clussroom: Storvielling, reading aloud. and
roleplaving with children. Portsmouth. NH:
Heinemann.

Beckman. J.. & Diamon. J. (1984). Picture
books in the classroom: The secret weapon
for the creatve teacher. English Jowrnal. 73,
102-104.

Flatley. J.K.. & Rutland. A.D. (1986). Using
wordless picture books to teach linguistical -
Iv/culturally different students. The Redading
Teacher, 40, 276-281.

Graves. D (1989). Discover xour own literacey.
Portsmouth. NH: Heinemann,

Johnson-Weber, M. (1989). Picture books for
junior high. Journal of Reading, 33.219-220),

Polette. K. (1989). Using ABC books for vocab-
ulary development in the secondary school.
English Journal. 78, 78-80),

Rutland. A.D. (1987). Using wordless picture
books in social studies. History and Social
Science Teachei. 22, 193-190.

Stewig. J.W. (1990). Choosing the Caldecott win-
ner: Fifth graders give their reasons. Jowrnal
of Youth Services in Libraries, 3, 128-133.

Because of Lozo Brown (King. 1988), Old
Henry (Blos, 1987). Mik's Mammoth
(Gerrard. 1990)—Complete plot told in
rhyme.

Extra activities: Students write their own sto-

ries told in rthyme.

Johnny Appleseed (Lindbergh, 1990), The

Buck Stops Here (Provensen. 1990)

Extra activities: Instead of a traditional report.

a rhymed poem about « famous person.

True Story of the Three Little Pigs (Scieszka.
1989)—Wolf"s point of view. Dracula’s
Cat & Frankenstein's Dog (Wahl, 1990),
[ivo Bad Ants (Van Allsburg. 1988)

Extra activities: Students can write stories

from different characters” points of view,
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Methodology

Storvtelling for Adulis

PEGGY FORD
MARCH 1992

torytelling for adults? Whoever heard
of such a thing! It will become a turn-
oft! It will be received with cries of
protest! Nonsense is what I reply.

For me. storytelling has proven to be one
of the most cffective means to share the joys
of reading with avid readers, to stimulate
good but lazy readers, to encourage reluctant
readers. and to introduce (or perhaps reintro-
duce) poor readers to the world of print.

Students in my reading classes runge in
age from 17-70. with reading levels from
grades 3-20. 1 have students who have never
finished middle school, students with mas-
ter's degrees, students who are required to
take the course. and those who elect to take
the course. While the bulk of their semester’s
work is of the individual prescriptive type.
when it comes to storvtelling. the students
become one big ear tuned into the Adult Story
Hour.

When one-third to one-half of my students
indicate that they not only do not like to read
but also that they hate to read. I pull out my
trusty file of paperback books and spend a

—
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classtime or two telling them stories. Because
my major goal is to create in students the
desire to read. the subject matter of my stevies
is as varied as my students.

For 1 hour and 20 minutes the students lit-
erally sit mesmerized visualizing characters.
My listeners travel vicariously first to one
country and then to another: out of one era
and into another: visit with the poor and the
rich alike: become acquainted with the
tamous and the infamous: cxperience joy or
sorrow, delight or disdain.

The best part for me occurs when story-
telling time is over, because then the spell is
broken: the students come buck to the reality
of the classroom with an interest in reading a
particular book. or they remember a book
they have read. enjoyed. and want to share
with the rest of us.

Questions come fast and furious. “What
was the name of the book where such or so
happened?” “Do we have that book upstairs
in our library?” *Do you have a list of thos»
books you talked about?” *Can we do this
again next classtime?” Questions are fol-
lowed by positive comments. Sixteen years of
storytelling has yet to yield a negative reac-
tion. Sometimes we teachers do have to prime
the pump a little to receive the product—the
product being students who want to read.

| keep a long list of books for my story-
telling. I find that I run out of classtime long
before I run out of subject matter. The main
ingredient for a successful storytelling time is
heing an enthusia tic. well-read instructor.
Enthusiasm is an extremely contagious con-
dition. and it is one that is casily transmitted.
The following list of titles is representative of
books that I have successfully used during
storytelling. Titles include those from chil-

- N
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dren’s. young adult, and adult literature. As
the advertising slogan goes, “Try it, you'll
like it!™ And so will your students.

Books for Storytelling

Arnow, H.L. (1954). The dollmaker. New York:
Avon.

Buck. P.S. (1931). The good earth. New York:
Harper & Row.

DeBlasis. C.(1978). The proud breed. New
York: Bantam.

Lewis. C.S. (19500, The lion. the witch, and the
wardrobe. New York: Macmillan.

Marshall. C. (1967). Christie. New York:
McGraw,

McCullough, C. (19771, The thorn birds. New
York: Harper & Row.

Michener, J. (1959). Hawaii. New York:
Random House.

Owens, J. (1976). Jesse: The man who outran
Hitler. New York: Fawcett.

Peck. R.N. (19720, A day no pigs would dic.
New York: Knopt.

Rawls, W, (1961, Where the red fern grows.
New York: Doubleday.

Schlissel. L. (1982), Wamen s diaries of the
westward journey. New York: Schocken.

Speare. E.G. (1958). The witch of Blackbird
Pond. Boston: Houghton Mifflin,

Specht. R, (1984, Tisha: The story of a youny
teacher in the Alaska wilderness. New York:
Bantam.

Ten Boom. C.. & Scherrill, J. (1984). The hiding
place. New York: Bantam.

Thompson. T. (1976). Blood and money. New
York: Doubleday.

Tolkien. J.R.R. (1966). The hobbir. New York:
Ballantine.

Wilder, L1 (1953). Furmer boy. New York:
Harper & Row.

Witder, 1L (1953), The long winter. New York:
Harper & Row.
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General
Teaching
Methodology

High Interest-Low
Readability Books for
Adults

SARA Louisa HiLL
DAN RABIDEAU

SEPTEMBER 1992

uring the past 15 years, we have

seen the development of a new

genre of literature, high interest-

low readability books for adult
new readers in the United States and Canada.
When people encounter these books for the
first time. they are frequently surprised that
high-low authors manage to write such engag-
ing stories in such a few pages. (They don’t
call them “high interest™ for nothing.) In
addition, student writing is being commer-
cially published, especially through publish-
ing efforts based in literacy programs. These
materials are especially engaging for adult lit-
eracy students.

It is worth mentioning that many English
as a Second Language (EsL) teachers working
with students at an intermediate level are
finding that their students enjoy these books
as well. Although the books are written for

Adult Basic Education (ABE) students rather
than ESL students, it's interesting to note that
two of the series described below are books
about immigrants. Many ESt teachers are
looking at high-low books as another source
of comprehensible input for their students.
People of all instructional philosophies
agree that in order to become good readers.
people need time to read. Books should be
accessible—within the reading ability of the

reader. well written, and engaging. The books

need both to tap our students” experiences
and interests and to describe the experiences
of other people.

The following is a list of some series of
books that we've found to be particularly
aood.

High Interesti—Low Readability
Series
An American Family. Fearon Education
(Fearon. Junus. Quercus, 500 Harbor Blvd..
Belmont, CA 94002, USA: 800-877-4283).
Reading level 4.5.
Eight 80-page historical fiction books
including stories from the settlement of the
North American colonies through the post-
World War I era. Some are quite good.
Lifetimes  and 1. Fearon Education.
Reading level 2.0-3.0).
Two wonderful series of 7 books each.
with adult themes at a manageable reading
level.
Hopes and Dreams. Fearon Education.
Reading level 2.0-3.0).
Written by the same author as the Lifetimes
series, these 10 books introduce adult
beginning readers to U.S. history through
fictionalized accounts of the experiences
of various immigrant groups.
Kaleidoscope. New Readers Press (Depart-
ment 92, Box 888, Svracuse, NY 13210, USA:
800-448-8878). Reading level 1.0-2.0).
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An easy-to-read series of 16 books at two
levels with interesting stories for begin-
ning readers.

Fastback books. Fearon Education. Reading

level 4.5-5.0.
Several series of iigh interest—low read-
ability fiction. Series include romance.
mystery. sports. spy. and horror.

Flashback Series. Fearon Education. Reading

level 4.0-5.0.
Fictionalized characters in the backdrop ot
historic events. war. sports. and disasters.
The disaster series describes historical
events such as the sinking of the Titanic,
an earthquake in Mexico. Mount Saint
Helens volcano. etc.

Fitting In. New Readers Press. Reading level

1.0=-2.0. .
These 8 books are similar to the Hopes and
Dreams series, because the stories describe
the experiences of individuals from differ-
ent immigrant groups as they settle in the
United States. The stories deal with more
recent immigrant groups such as South and
Central Americans and Southeast Asians.
Very well written stories.

Sundown Books. New Reuders Press. Read-

ing level 3.0-3.6.
The stories have a lot of human interest,
and even more advanced students enjoy
them.

Writers” Voices, Literacy Volunteers of New

York Cirv (121 6th Avenue, New York, NY

10013, USA: 212-925-3001). Reading level

3.0-6.0.
Each title includes an unedited selection
from the original work as well as a sum-
mary of the book. a short biography of the
author, and a list of thought-provoking
questions about the material. The publisher
tries to provide readers with enough back-
ground information to make the unedited
text more readable.

Publications of Student Wriling
Opening Doors Books. Series 1. Opening
Doors Books (Box 379, Bristol, \'T 05443,
USA; 802-453-3459). Reading level approxi-
mately 3.0-5.0.
A collection of 6 books written by adult lit-
eracy students in Vermont., Some very
good stories with adult topics such as rape
and child abuse.
New Writers™ Voices. Literacy Volunteers of
New York Cirv. Reading level 1.0-5.0.
A collection of 12 books written by stu-
dents at LvNYC. Some are anthologies
around themes such as work and health;
some are stories written by individual stu-
dents.
Voices: New Writers for New Readers.
Lower Mainland Society (9260 104th Sueet,
Surrev, British Columbia. V3R 2B4 Canada:
available in the United States through Voices
Magazine, Delta Svstems Co., Ine., 370 Rock
Road Drive, Unit H, Dundee. IL 60018-9922,
USA: 708-551-9595).
A Canadian periodical containing writings
by students in ABE programs in Canada and
the United States.

Anthologies for New Readers

More than a Job: Readings on Work and
Society. New Readers Press. Reuding level
3.0-5.0.

A collection of readings revolving around
the theme of work. Includes chapters from
novels by well known authors. poetry, and
song lyrics,
Words on the Page. The World in Your Hands,
Books 1. 1. and Il Harper & Row (Perennial
Library, 10 East S3rd Street, New York, NY
10022, USA).
Rather than write abridged versions of
texts at an elementary level. these editors
have contacted contemiporary authors for
permission to print some of their works.
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Other authors wrote pieces especially for
this anthology. In the words of the editors,
“Rather than *writing down’ to their read-
ers. the distinguished authors in the Harper
& Row Collections have written ro them.”
The result is a three-book anthology.

Genevral
Teaching
Met hodology

Four Poets: Modern
Poetry in the Adult
Literacy Classroom

Francis E. KAZEMEK
PAT RIGG
DECEMBER 1986

s teachers and tutors ot adults who
are becoming literate, we have
been quite concerned with finding
materials for these people. Most
commercial materials focus on such “func-
tional™ literacy skills as reading want ads and
filling out job applications (Rigg & Kazemek,
1985). which are restrictive in at least two
senses: These materials narrow rather than
enlarge a student’s view of literacy: and the
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snippets of language they display are almost
always bereft of verve or grace.

We think that poetry offers a gold inine of
materials for adult literacy students. In this
article we describe four poets whose work we
have used with literacy students. and we
report on the basic techniques of using poetry.
Why Poelry?

There are several reasons for using poetry
with adult literacy students. First. it opens a
world, or a view of the world. that has been
closed for many of them. Our adult students
tell us that the writing assignments they had
in school were always what Britton (1982)
calls transuctional, that is, using language to
get something done. Typical assignments
were filling in blanks, underlining subjects
and verbs. and drawing lines from words in a
list to definitions in a parallel column. Some-
times they wrote book reports. and at least
once a year a repost on their summer vaca-
tions: but these assignments too were transac-
tional.

The reading materials they typically han-
dled were either content area textbooks.
rewritten and simplified versions of literature,
or short stories and texts written for the
“reluctant reader.” Because the adults that we
work with had low grades in English classes,
they were never assigned to the higher track
nor given creative writing assignments and
really good literature.

As a result. many of our students expect to
use reading and writing to get better jobs or
look better in their children’s eyes when they
help with homework assignments. but they
don’t see literature that they read or write as
doing what Gardner says it can: “True art
clarifies life. establishes models of human
action, casts nets towards the future, carefully

judges our right and our wrong directions.

celebrates and mourns™ (1978, p. 100).

- N
D)
A.~~1




E

Q

Reading and writing poetry opens our stu-
dents’ eyes to what literacy can mean: it helps
them see the difference between knowing
how to read and wanting to read to under-
stand themselves and their world better.

A second reason for using poetry with
adults, and an obvious corollary to the first, is
that the material intrinsically motivates read-
ing, writing, and talking with others in and
out of class. When adults use language in
what Britton calls the poetic mode. they are
able te “take it up as it were in the role of
spectators™ (1982, p. 37). They are able to
observe and explore their own past lives.
imagined futures, and to dream of impossible
events. Poetry allows adults to participate
through metaphor, dream. make believe, and
symbolism skillfully used in that which makes
human life an intellectual and imaginative
adventure.

A third reason for using poetry with adults
who are beginning to read and write is that. if
carefully selected. poetry is easy to read and
write, often casier than the practice job appli-
cations in the literacy textbook (Weibel.,
1983). The ideas and images of poems are
readily accessible to adults. or can be if the
poetry is chosen to fit the students.
Characteristics to Look For

Poetry for adult beginning readers and
writers is easier to read when it is predictable,
both in ideas and form. Poetry which con-
nects in some real way to the adult's life—
poetry which, as Emily Dickinson said.
makes one feel as though one’s head will
explode—will be much easier to read than
poetry that does not. Poetry that deals with
tamiliar themes or ideas. has clearly devel-
oped patterns and sequences, uses repeated
words, phrases, or lines. and employs an
identifiable rhythm or meter (not necessarily
rhyme) is generally the casiest to read.

-
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Poetry written in familiar language orin a
vernacular is usually easier than poems in
stilted or archaic “literary™ language. Rhymed
poetry is often the only kind that many adults
consider to be real poetry. Yet rhyme is not
necessarily an element of predictability: the
use of a particular rhyme scherue often results
in unusual diction or twisted. unnatural svn-
tax. Any rhymed poetry therefore needs close
examination before it is used in the literacy
classroom.

Four Poets

Here we briefly discuss four poets. much
of whose work can be used with adults at all
levels of literacy development. Carl
Sandburg. Lucille Clifton. William Carlos
Williams, and Langston Hughes are all
American and all contemporary. We have
selected them as models because of their
genius with language. their wide range of
themes and ideas. and because their work is
readily available, relatively inexpensive in
paperback. and in most public libraries.

We hope. of course, that readinrg their
poems leads to further exploration of other
poets” work.

Carl Sandburg

Sandburg’s poetry is rooted in the com-
monplace: he writes of everyday themes and
everyday people. The colloquial language of
his poems has a rhythmic vitality. Often they
sound like the people who. Sandburg said.
“sometimes talk poetry without writing it. but
they don’t know they are talking poetry™
(1958, p. 14). Sandburg’s humor, wit. and {re-
quent irony all help to make his poetry espe-
cially appropriate for use with adults. The
poem “Buffalo Dusk™ from Early Moon
(1958, p. 45). an inexpensive paperback
selection of Sandburg’s poetry. This elegaic
poem captures the sense of irretrievable loss

1.2a.120..
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that comes with understanding that a particu-
lar creature and. indeed. an entire way of life
are no more. Sandburg’s use of simple but
eloquent repetition heightens the underlying
pathos of the poem. Every aduit has longed
for a time that is no more: this poem speaks
to that longing.

The theme of “Buffalo Dusk™ can elicit a
wide range of response and discussion. from
1 political exploration of the past and present
plight of Native Americans, to a considera-
tion of some more personal loss. The lan-
guage helps make this poem predictable. both
in its vividness and in its repetition.

In another poem, “Soup.” in the same col-
lection (p. 97). Sandburg explores the nature
of fame and power. The simple declarative
language and syntax of “Soup™ make it acces-
sible to the beginning reader. The theme is
sure to engender discussion of the lives of the
rich and famous. Literacy teachers can use
this poem as a catalyst for further exploration
of power. fame. and everyday life.

Lucille Clifton

A quite different collection of poetry is
rwo-headed woman (1980) by Lucille Clifton,
poet and author of many children’s books. In
this particular collection. Clifton celebrates
the joys. beauty. pain. and love of being a
woman, a black woman in particular. She
speaks as a mother, a daughter. a lover. and a
person deeply concerned with spiritual and
religious questions. While her poetry will
appeal to most people, it speaks most directly
to women because of its themes and celebra-
tions of womanhood. In “homage to my hips™
(p. 6). for example. Clifton sings of her big.
powerful hips with a gusto that swings the
poem off the page and readers off their feet.

these hips are big hips,

they need space (o

move around in.
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they don’t fitinto little

petty places. these hips

arc free hips.

they don't like to be held back,

these hips have never been enslaved.

they go where they want to go

they do what they want to do.

these hips are mighty hips.

these hips are magic hips,

i have known them

to put a spell on a man and

spin him like a top!

{Reprinted by permission of Curtis Brown. Lid.
from rwo-headed woman. ©1980 by the
University of Massachusetts Press.)

The everyday linguage and the repetition
help to make this poem appropriate for many
adults, but it is primarily the theme that makes
it one literacy students read with ease and
eagerness. The sheer celebration of one’s
body and sexuality gives the poem an energy
that moves the reader, and it is this feeling
that we want adult beginning readers and
writers to experience from the start of their
Jiteracy instruction. This poem helps them
understand that “being literate is just more
fun, more joyful. than being illiterate™
{Delattre, 1983, p. 54).

Since writing must be an integral part of
literacy instruction (Kazemek. 1984), poems
which serve as models for students” own
poetry can be especially useful. Clifton’s
“homage to my hips™ can serve as a catalyst
tfor a variety of adult "homages™ to eyes.
hands. hair. and so forth. In fact. Clifton
seems to have been inspired to write a com-
panion piece. “homage to my hair™ (p. 5).

homage to my hair
when 1 feel her jump up and dance
i hear the music! my God
i'm tathing about my nappy hair!
she is a challenge to your hand
Black man.
she is as tasty on your tongue as

good greens
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Black man.
she can touch your mind

with her electric fingers and

the graver she do get. good God,

the Blacker she do bhe.

{Reprinted by permission of Curtis Brown. Ltd.
from nvo-headed woman. © 1980 by the
University of Massachusetts Press.)

Clifton’s poetry doesn’t use standard punc-
tuation or grammar. It can help adults appre-
ciate the vitality of language well used and
the vigor of dialects: it can also help adults
begin to explore conventions of grammar.
spelling. and punctuation in print. The rest of
the poems in this collection are equally appro-
priate for use with adult literacy students.
William Carlos Williams

In his poetry William Carlos Williams
tried to capture what he called the "American
idiom™—the music and vitality of American
speech. Accordingly. many of his poems read
like prose that simply has been broken at cer-
tain points to give it the look of poetry. But
that is only how they look: Those poems that
most seem like prose move with a rhythm
and a sharpness of image that enable the read-
er and listener to see and to feel the world dif-
terently. with more clarity and intensity.

Williams was a practicing medical doctor
most of his life. Many of his poems are rela-
tively short, like lines jotted between house
calls or office visits. This brevity. together
with the condensed American speech that
Williams used and the everyday nature of his
themes. make many of his poems appropriate
for adults who are just beginning to see them-
selves as literate. In his well known “This is
just to say.” for example, we see how
Williams is able to celebrate something as
common as plums with a sharpness of
imagery and a sceming simplicity of lan-
guage (1966, p. 33),
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[ have eaten
the plums
that were in
the icebox
and which
you were probably

saving

for breakfast

Forgive me

they were delicious

SO sweet

and so cold

(From Collected Earlier Poemy. ©1938 by
William Carlos Williams. Reprinted by perniis-
sion of New Directions Publishing Corporation.)

We think this poem can be used to show adult
literacy students that a famous American poet
uses language that is not unlike theirs. It can
help them to see the value of everyday lan-
cuage that they hear. use, and understand: it
helps take the mystery out of what many
adults fear as the most mysterious kind of
language—poetry.

Several of Williams’s “object™ poems can
also be used to help adults see how everyday
langauge can help us focus closely and imagi-
natively on the most common things of life.
The poems are demonstrations of using writ-
ten language to see the world more clearly.
“The Red Wheelbarrow™ (1966, p. 21) not
only makes us see the wheelbarrow but also
requires us to consider its significance in the
world.

so much depends

upon

a red wheel

barrow

glazed with rain

water

beside the white

chickens.

tFrom Collected Earlicr Poems. © 1938 by
William Carlos Williams. Reprinted by permis-
sion of New Directions Publishing Corporation, )
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This kind of object poem lends itself to the
exploration and composition of object poems
written in class. Language experience strate-
gies modified for adults can be used quite
eftectively with this sort of poem (Rigg &
Taylor. 1979).

Finally. poems like “The Thing"™ (1966. p.
5(0) are appropriate for the kind of language
play that we think is necessary for all begin-
ning readers and writers, whatever their age.

Each tme it rings

[ think it is for

me but it is

not for me nor for

anyone it merely

rings and we

serve it bitterly

together, they and |

(From Collected Earlier Poems, ©1938 by

William Carlos Williams, Reprinted by permis-

sion of New Directions Publishing Corporation.)

This kind of language play—using language
tor riddles. jokes. intervsting juxtapositions.
paradoxes. pleasing sound arrangements, and
so forth-——not only helps the beginning read-
ers and writers feel at home with the lan-
gauge in its written form, but also helps them
to better nderstand its almost infinite possi-
bilities.

Langston Hughes

Langston Hughes was a prolific author and
an articulate, impassioned spokesperson for
black people. However, his poetry, stories.
plays. and essays. whether they are written in
black English vernacular or in standard
English. have a universal character that make
them meaningful and memorable to both
black and white. to young and old.

We believe that Hughes™ early poetry,
especially the collection The Dream Keeper
and Other Poems (1959), can be used effec-
tively with most adults to help them appreci-

Q

RIC gy ,

PAFullToxt Provided by ERIC

ate the beauty of his poetry and his skillful
use of language. Moareover, Hughes' poetry
often inspires exploration and discussion of
themes that are important to all of us, such as
love. friendship. and ethnic pride. An exam-
ple is "Poem™ (1959, p. 12). one that we like
and have used successfully with adults:

floved my friend.

He went away from me.

There™s nothing more to say.

The poem ends,

Soft as it began—

[Hoved my friend.

(From The Dream Keeper and Other Poemys by

Langston Hughes. ©1932 by Alfred A. Knopf.

Inc.: renewed 1960 by Langston Hughes.

Reprinted by permission of the publisier.)

The simple. declarative nature of this
poem. the repetition ot the line "I love my
fricnd™ and the almost haunting. largely
unexplainable pathos that it evokes in most
readers all serve to make this a poem that can
be used over and over again with adult stu-
dents. As one of ours remarked. “Yeah, that's

just the way it is. That's what happened to me

and one of my friends.”

“Dreams™ (1959. p. 7) appears in numer-
ous anthologies and can be found in some
basal readers. but we think that it is most
appropriate for adults who have lost dreams.

Hold fast to dreams

For if dreams die

Life is a broken-winged bird

That cannot fly.

Hold fast to dreams

For when dreams go

Life is a barren ficld

Frozen with snow.

tFrom The Dream Keeper and Other Pocms by
Langston Hughes, © 1932 by Alfred A. Knopf.
Inc.: rene ved 1960 by Langston Hughes.
Reprinted by permission of the publisher.)
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The images are sharp: Life is a broken-
winged bird; life is a barren. frozen field.
The two ballad stanzas state the same cause-
effect relationship. so that the repetition of
structure and phrases contributes to its effec-
tiveness and predictability. This poem leads
into class writing. both individual and group
collaborative poems.

Hughes is widely known for his prose sto-
ries and his narrative poetry. often written in
black English vernacular. His use of this
dialect shows how important to Hughes is
each individual (because he lets each individ-
ual speak with his or her own voice) and the
individual's life. stories. hopes. and dreams.
“Aunt Sue's Stories™ (1959, p. 65) begins:

Aunt Sue has a head full of stories.

Aunt Sue has a whole beart full of stories,

Summer nights on the front porch

Aunt Sue cuddles a brown-faced child to

her bosom

And tefls him stories....

(From Selected Poems by Langston Hughes.

©1926 by Altred A. Knopf. Inc.: renewed 1954

by Langston Hughes. Reprinted by permission

of the publisher.)

Aunt Sue goes on to tell stories of slavery
and stories “right out of her own life.”

All of us have stories that come right out
of our own lives. Most of us never get those
stories. those lives, on paper and something
important in the world is lost. Adults with a
history of failure in school and with reading
and writing almost certainly have not even
begun to put their stories. their lives, on
paper. We believe that poetry like “Aunt
Sue’s Stories™ can get adults to talk, write.
and read about their own lives. The oral histo-
ry and interview techniques demonstrated in
The Foxfire Book (Wigginton, 1972) and dis-
cussed by Rigg (1985) offer the means to get
these stories down on paper.
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Techniques for Using Poelry

We have referred throughout this article to
poetry writing and have mentioned a few
techniques: language experience. oral history.
group collaboration. Because we {ocus on the
work of four American poets and how that
work is appropriate for adults who are begin-
ning to see themselves as literate people, we
will not go into specifics of writing instruc-
tion in the literacy setting (see Kazemek.
1984, for suggestions). Three techniques that
help adult literacy students read poetry are
reading aloud. rereading. and discussing.

Reading aloud. If you introduce a poem to
your students by reading it aloud yourself,
you are doing three things.

I. You are giving the poetry some of its life
that is often hidden when the poem lies flat
on its page.

2. You are making it easy for your students
to read the poem when they see the printed
copy.

3. You are spinning a thread between your-
self and your students. making a bond. Item
three is as important as one and two.

We talked earlier about how poetry can
help us know ourselves, but it can also help
us know each other. When we read “homage
to my hips™ to our students. we let our enjoy-
ment show: when we read Hughes's “*Poem™
we give it the thoughtful silence afterwards
that it deserves. Our students see and hear by
the way we read them aloud that the poems
speak to us, and that we delight in sharing
with our students something that we feel is
terribly important and something that we
love.

Rereading. We read the poem again. this
time while our students have copies in front
of them. Why again? Most poetry is tightly
packed expression: unlike reading a newspa-
per report, we don’t get the best of a poem by
skimming and scanning. We don’t mean that
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our students plod through line by line. That
destroys both the poem and any interest in it
that we or our students had.

But rereading a poem that we enjoy two or
three times gives us and our students more
than one chance for the poem to live for all of
us. It's a little like making a friend: If you
give a poem the sort of glance that you give
strangers on the street, the poem will stay a
stranger. and vou won’t even remember its
face. Rereading also makes the poem more
readable for the adults who are just beginning
to see themselves as literate people.

Discussion is the third technique we use
constantly. After rereading. we often invite
comments. We don't try to tell our students
what any poem means, since it will mean
something different to each person. We have
had quite interesting discussions about the
poems we’ve brought to our students that
were as intense and intellectually stimulating
as any we've sat through in graduate English
literature seminars. These discussions came
about through our listening to the students’
comments and directing their questions to
each other and the group as whole, rather than
trying to answer those questions ourselves.

More Readable and Voire Fun

The work of Sandburg. Clifton, Williams,
and Hughes contains many poems that we
believe can be used with adults at all levels of
literacy development. (See the accompanying
list of other collections by these four poets.)

There is a common assumption that poetry
is only for those who have already demon-
strated their literacy competency in some
way: we believe that this is 4 misconception.
We have used the pocms we’ve mentioned
here and many. many others with adults who
swore they could not read a single word.

The result of our experience is that we
strongly believe that this sort of poetry is not

RIC

Good Collections of Poetry for Adult
Literacy Students

Clifton. Lucille. (1972). Good news about the
carth, New York: Random House.

Clifton, Lucille. (1980). nvo-headed woman.
Ambherst, MA: University of Massachusetts
Press.

Hughes, Langston. (1959). The dream keeper
and ather poems. New York: Alfred A.
Knopf.

Sandburg, Carl. (1958). Early moon. New York:
Harcourt Brace Jovanovich.

Sandburg, Carl. (1960). Harvest poems 1910-
1960. New York: Harcourt Brace.

Williams. William Carlos. (1966). The William
Carlos Williams rcader, edited by M.L.
Rosenthal. New York: New Directions.

Wiltliams, William Carlos. (1962). Pictures from
Brueghel and other poems. New York: New
Directions,

only readable by adult beginning students of
reading and writing, but is more readable than
many of the commercial materials available.
And it’s much more fun.

References

Britton, J. (1982). Prospect and retrospect: Selected
essavs of James Brirron (G.M. Pradl, Ed.).
Montclair. NJ: Boynton Cook.

Detattre, EJ. (1983). The insiders. In R W. Bailey
& R.M. Fosheim (Eds.). Literacy for life: The
demands for reading and wiiting. New York:
Modern Language Association.

Gardner. J. (1978). On moral fiction. New York:
Basic.

Kazemek. F.E. (1984, April). I wauted to be a
Tenera to help penp to | : Writing for
adult beginning learners, Journal of Reading,
27.614-819.

Rigg. P. (1985, February). Desert wind: A fresh
breeze in Indian education. Journal of Reading.
28,393-397,

Rigg, P.. & Kaszemek, F.E. (1985, May). For adults
only: Reading materials for adult fiteracy stu-
dents, Journal of Reading, 28, 726-73 1.




Rigg. P.. & Taylor. L. (1979, March). A 21-year-
old learns to read. English Journal, 68, 52-56.
Weibel. M.C. (1983. October). Use the public

library with adult literacy students. Jowrnal of

Reading. 27. 62-65.
Wigginion. E. (Ed . (1972). The fovfire book.
Garden City. NY: Anchor.

General
T eaching
" Methodology

Poetry in the Adult
Literacy Class

BRrIAN CONNIFF
CHAD BORTLE
MATTHEW F. JOSEPH

DECEMBER 1993-JANUARY 1994

n a recent review of new books on litera-
cy. Patricia Bizzell (1991) writes that
many faculty in American universit
English departments are currently “'talk-
ing about jiteracy because we are having a
collective identity crisis about being English
teachers™ (p. 316). Faced in recent years with

a series of budget cuts and a wide range of

attacks from within (Bl »m. 1987: Kimball,
1990y and without (Bennett. 1984: Cheney.
1990). many English departments have found
themselves explaining their missions in terms
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that are increasingly sensitive to the interests
of the public at large. In the words of Gerald
Graff (1992), the leading historian of the pro-
fession, the departments are clearly feeling
“an obligation to do better than we have in
claritying the implications of our work to stu-
dents and other lay audiences™ (p. 356).

In the Dayton (Ohio) Literacy Project. we
have been developing strategies to fulfill this
obligation by applying the resources of the
University of Dayton. especially the various
skills of faculty and students in the Depart-
ment of English, to improve literacy in the
local community. At the same time. and cven
more fundamentally, we have tried to demon-
strate that the most traditional of English
departments can redefine itself, and restruc-
ture its curriculum, in terms of community
needs. In the process. we have learned that
even those skills that are usually assumed to
be especially esoteric—like the reading and
teaching of “great poetry”-—can. in fact. be
used to address the most urgent literacy
issues.

Our program began in the fall of 1992.
with the aid of a University of Dayton Urban
Fellowship received by Brian Conniff and
Betty Youngkin for the purpose of integrating
direct literacy work with more conventional
coursework. During one meeting each week.
lasting 2 hours and 45 minutes. University of
Davton undergraduates act as literacy men-
tors for women who are enrolled in Adult
Basic Education (aBE) classes in the city of
Dayvton and receiving Aid to Families with
Dependent Chiidren.

All of the participants—ABE women.
undergraduates, and faculty—take partin a
variety of activities involving the reading and
writing of different literary genres, including
poetry, short stories.-horror stories. autobiog-
raphy. children’s literature. and group stories.
The activities are designed to introduce the
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ABE women to a great variety of literary gen-
res. so they can begin to reconceive literacy
in the broadest possible terms. and to provide
them with frequent opportunities to expand
their own writing skills. At some point in
each exercise. the undergraduates provide
individual tutoring.

At a separate session each week. the under-
graduates and faculty meet to discuss the
week’s literacy work. as well as assigned
readings on literacy and related issues. Qur
first semester’s assignments included Lives
on the Boundary by Mike Rose (1989). /ili:-
erate America by Jonathan Kozol (1985). Or-
ality and Lireracy by Walter Ong (1991). and
Women's Ways of Knowing by Mary Belenky
and her associates (1986). The class discus-
sions are wide ranging but always attempt to
relate academic readings to the students’
direct work as literacy mentors. In addition.
undergraduates and faculty collaborate on
research projects directly relevant to the
ongoing literacy work.

The overall goals of the program are to
build the ABE women's self-esteem. especial-
ly with regard to reading and writing: to help
them develop strategies for coping with real-
life literacy problems like taking the General
Equivalency Diploma (GED) exam and pass-
ing a driver’s test: and to introduce them to
the world of literature.

Eleanor

One ABE student who demonstrated a sig-
nificant level of improvement in her writing
skills over the initial 12-week period of our
literacy program was Eleanor Simpson (not
her real name). After interviewing Eleanor
and reading the life story she wrote during the
second week of our program. we were able to
assemble a brief biography that provides a
sense of the difficulties and motivations that
brought her to us.

Eleanor was born on March 25, 1941, in
Natasulga. Alabama to a sharecropper.
Robert. and his wife. Addie. She was the
sixth of seven children in a poor but loving
family. and she was usually the one who kept
the peace between her siblings. One of her
older sisters taught her how to read and write.

When Eleanor was 16. her parents separat-
ed. and she went to live with her mother.
Before long. however. her mother had prob-
lems making ends meet and sent her to live
with her older sister in Dayton. Ohio. It was
at this time that Eleanor stopped going to
school in order to watch her sister’s bubies
while her sister was working.

By 1959. at age 18. Eleanor was married.
working, and raising a son of her own. In
1964. her marriage ended in divorce, and she
retained custody of her son. She was laid off
in 1982 and has been dependent on welfare
ever since.

Today. Eleanor is a single mother with a
second child. a I4-year-old daughter. living at
home. She is active in her church and is final-
Iy getting a chance to continue her education.
She has high goals for the future: She would
like to marry again. raise a family. earn her
GED. go to college. and get a job that will
allow her to support herself and her daughter.

In Eleanor’s first written exercise. a life
story composed during the first 2 weeks of
our program. her writing was full of organiza-
tional and grammatical problems. She demon-
strated little ability to organize her writing in
any way other than chronological sequence.
and even within this basic narrative frame-
work. she seemed to have no clear sense of
developing conflict or resolution. Her para-
graphs typically consisted of two or three
sentences. with little command of the sen-
tence as a unit of thought:

Fgot married and got a job at 19 years of age

had a baby boy name James. | stayed married
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for 5 vears got a divoree and 1've been single
since 1964, In 1978 [ got Pregnant with my
daughter. my son 21 year older than she is.

1 got laid off from work 1982 that when I got
welfare and stif} there but T know some day |
will a job to be ~elf sutticient.

Her difficulties distinguishing compound
words—Tlaidoff and some day—suggested
that she was composing from remembered
speech rather than reading. When the separa-
tion of words could not be determined by
sound—that is, when two words had been
heard together so often that they seemed to be
one—she would write them as one. A single
word that was likely to be spoken more slow-
ly. or with some separation for emphasis.
would probably be written as two,

Even though our prewriting exercises—
constructing collages from magazine clip-
pings—invited each ABE student to envision
his or her life “as it is now™ and “as you see it
in the future,” Eleanor’s narrative focused
exclusively on her past. When her story reach-
ed the present. it came to an abrupt end.
though not without a closing declaration of
faitl in her eventual triumph: "I know one
day I will have victory in the things I want
out of Life a family a home. a car and Love
this is my Life.”

Regardless of all its departures from stan-
dard written English, Eleanor’s story was in
other respects highly sophisticated. Through-
out, it involved a high degree of moral reflec-
tion. Early on. she told how as a child she
was the peacemaker in a troubled family, and
near the end she explained that she views her
religious faith as a call to share the one thing
she always has. “not a lot of money but my-
self1”™ At times, Eleanor also demonstrated a
striking ability to control the tone of her writ-
ing with wit: "My marriage didnt go very
well but the next time 1 get married I will

< ~

know how to treat a husband they do not
come with instructions.”

Despite all her writing’s surface errors, and
no matter how difficult the events she de-
scribed might seem to have been, her life story
never lapsed into remorse or resignation. In
this sense. she was able to exert a high degree
of control over her story: her problem as a
writer was that this control was not often
exerted at the level of conventional grammar
or academic rhetoric.

Working with Poetry

The actual complexity of Eleanor’s lan-
guage became more apparent—and her abili-
ty to use her writing as an instrument of
reflection reached a new stage—the first time
we worked with poetry. During the fifth week
of our program, we read aloud Wallace
Stevens's “Thirteen Ways of Looking at a
Blackbird™ and examined a few of the ways
in which Stevens suggests it is possible to
look at a blackbird: as “the only moving
thing"™ amidst “twenty snowy mountains,” as
a metaphor for a state of mind, as the moving
edge of “one of many circles,” as the source
of musical “inflections™ and “innuendoes.”
and so on (Stevens, 1982, pp. 92-94).

Next. we exercised our own abilities to
view an object from many perspectives. We
placed an abstract metal sculpture—a collec-
tion of mostly triangular shapes. bent in many
directions and playfully painted—in the mid-
dle of the room. Orally, we practiced “ways
of looking at a work of art.” The ABE students
were immediately engaged: They saw the
sculpture as a group of whales diving into the
ocean., a tropical island with palm trees, a
tidal wave. a pile of junk from the city streets.

Finally. cach of us wrote an imitation of
Stevens's poem. using the method for teach-
ing “grcat poetry” to children described by
Kenneth Koch in Rose, Where Did You Get

Loy, 128,
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That Red? (1974). We began with a “"poetry
idea.” the kind of suggestion Koch used to

encourage his students to write “poems of

their own in some way like the poems they
were studying” (pp. 3-4). For “Thirteen
Ways,” we took our poetry idea directly from
Koch's book: "Write a poem in which you
look at the same thing in a number of difter-
ent ways” (p. 116). We placed no limit ca the
choice of subjects: we merely provided as a
starting point a fill-in-the-blanks formula:
Ways of Lookingata ____ "

"

Eleanor entitled her first draft 5 Ways of

looking at a Piece of Art.” She finished only
the first two ways:

1) On the edge of the water front I saw two
whale tails one small a one large

2) I saw the spinning top on the other side

The “whale tails.” like the "Piece of Art”
in her title. were taken directly from the class
discussion. Below this initial sketch, she
made a brief try at a third way—"1 was in
3"—which she then crossed out. Next, she
tried revising her first way, apparently for
more poetic phrasing: “On the water front
looking into the water/ I saw two whale.”
Before long, however. she blackened out boi
the beginning and the end of her title, "5
Ways™ and “Piece of Art.” In effect, she man-
aged to revise her way back to the start: All
she had left was “of looking at.”

Then Eleanor turned to a new page to
begin a new poem. This time. all she man-
aged was a title: “4 ways of looking a life.”
Again, she turned the page.

On her third try, Eleanor finally arrived at
the topic that wouid result in a complete
poen:

“Three ways of looking at the Autumn.™

The moon is Orange and bright.
I wonder where you are tonight.
that’s how | feel under the harvest moon.

The flower shows its last
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scene, Al color has unfolded and
its tiime to go and rest, We

all need arest from our labor.
The trees are so different in the
fall, the wind blowing leaves

on the ground. Oh what
Beautiful colors all around.

Her finished poem shows remarkably little
evidence of revision, only a couple of correc-
tions of subject and verb agreement and a
correction of or to owr in the middle stanza—
and these minor changes were the only stages
in her composition in which she seems to
have received any help from the college stu-
dents. The first and third stanzas were written
in a single draft. with no revision.

The various poetic techniques——rhyme,
stanza. repetition, parallel construction, excla-
mation—had no sources in “Thirteen Ways of
Looking at a Blackbird™ or in our group dis-
cussion, They were Eleanor’s own attempts to
make her writing “poetic.” Most impressive,
perhaps. was her use of stanzas to move from
the first person singular, focusing on personal
longing: to the first person plural. suggesting
an identification with the flower and a univer-
sal need for rest: and finally to the apparent
third person speaker of the last stanza. helping
to create a sense of losing the self, and the
burdens of labor. in the beauty of nature.

In a more conventional basic education
setting, this shifting focus might be viewed—
and. if it were written in prose, it certainly
would be viewed-—as grammatical inconsis-
tency. or as a lack of coherence. But within
the stanzaic structure of Eleanor’s poem, it is
clearly something niore important, More than
anything else, the achievement of a universal
voice. “we all need a rest from our labor,™ is
the beginning ot an attempt, on the one hand,
to remove herself from the tyranny of the
past—the past she never really escaped in her
life story—and. on the other hand. to see her
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struggles as very much like those of every-
body else.
All of Us Are Writers

Eleanor’s variation on a “great”™ poem. like
so much of our work with ABE women. has
confirmed many of our hopes for our pro-
granm. At no time was this confirmation more
clear than in the third week of our program.
when Toni Cade Bambara came to the univer-
sity as guest writer for our Scholars prugram.
The week betore her arrival we read and dis-
cussed the short story “My Man Bovanne™
from her early collection Gorilla. My Love
(1981). Then. we arranged for Bambara to
visit our literacy project in the spare heur
between the arrival of her plane and her
scheduled dinner.

For their writing assignment that week.
with the help of the college students. the ABE
women had prepared a list of questions to ask
the “real live author™ when she arrived.
Eleanor’s questions were typical. Mostly.
they focused on the process ¢f becoming a
writer: How old were you when you started
writing? How much of you is in your stories?
Who has inspired you to put your experiences
into writing?

When she arrived. Bambara told our group
about the first “real writers™ she had met as a
child in Harlem: her neighbor Langston
Hughes, who would sit in the children’s sec-
tion at the public library and talk with the
local kids. and Gwendolyn Brooks. who
came one day to read at the yMcCa. Then she
told us that we. too. all of us, are writers: in
our spare moments. at least. we all compose
stories of people we see riding the bus. doing
laundry. walking down the street.

Eleanor never did ask her questions.,
thaugh several of the other ABE students
asked similar ones. But the next week. when
one of our assignments was to write a letter to

Toni Cade Bambhara herself. Elcanor’s was
particularly revealing. She thanked Bambara
for coming. added that she had told her chil-
dren about the visit, and mentioned that the
guestions asked by the students “didn’t seem
to come out just right.”

But far more importantly, she wrote. “"We
didn’t know we were writers until you told us
(smile).”

Perhaps that is the best explanation for
how poetry has worked in our literacy pro-
gram—and how it should be able to work in
many others. ABE instructors and other litera-
cy volunteers should not give in to the tradi-
tional belief, held most of all in the university.
that poetry is a particularly elevated literary
genre, above and beyond the comprehension
of ABE students. Eleanor’s poem demon-
strates that poetry can enhance the reading
and writing skills of lower level readers. at
the same time that it helps them develop the
confidence with language necessary to
become better readers and writers.

Poetry can provide a rare opportunity for a
student like Eleanor to act like a writer. When
she wrote a poem of her own, she put in
rhymes and stanzas. not because they were in
the model we provided. and not because she
was instructed to do so. but because that is
how she imagined a poet is supposed to work.
And so she assumed a control over her lan-
guage that could no longer be considered
remedial. At least for a while, she allowed
herself to be a poet.
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‘ ‘ his woman used hairlong pro-
tein vitamin lotion. She used
because she think her hair it is
grow in just one week. For me

it is falsehood so miny people buy this prod-

ucts theirs are think this produts it is good in
my opion it not good.™

As she critiqued a nationally distributed ad
for a lotion that claims to give “lovelier.
longer. fuller hair in just one week,” Maria

(proper names of all students have been

changed). who aspires to beauty-shop owner-

ship, was changing her outlook on how she
should advertise some day. She looked criti-
cally at the content of an ad that called for

US$6.95 to make a wish come true and began

to identify a kind of victimization with which

she wanted no future association.
By analyzing an ad she had selected, arriy -
ing at her own conclusions, and expressing
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them in her own words, Maria was gaining
power through literacy that would not have
been possible by means of a traditional.
teacher-centered writing assignment. She was
engaged in a series of exercises that employ
the learner as critic.

Because the media tend to repeat conven-
tional ideology (Brookfield. 1986) rather than
raise questions about it. and because commer-
cial promotions are designed more to con-
vince than to inform. consumers like Maria
need to learn how to ask their own questions.
They must be given the power to analyze the
information that influences each day they live
in a literate society. Indeed. consumer educa-
tion must be part of education for all citizens.

Maria was a student in my night class of

multilingual multicultural teens and adults.
all at diffe. .t levels in learning English.
There was ai official set of civics books as-
signed for use in class only. but it was being
used by another teacher in another building.
The students were free to buy theirown
copies but the shipment had not yet arrived at
the bookstore. That left an expensive. skills-
based English grammar workbook. owned by
only a few students. as the sole possible class
text.

Analysis of television programming
seemed like a good way to promote critical
thinking. so I signed up for the school’s
media services. Then I found that video
equipment in operating order was noteven
available to instructors. The time-consuming
process of trying to make poorly maintained
machines run and tapes turn was frustrating
for students and teacher.

In a desperate attempt at giving my stu-

dents something to analyze, and as a way of

awakening consumer advocacy, | hegan to
introduce newspapers and junk mait promo-
tions in class.

Rationale for Implementing the
Program

The lack of teaching materials available to
me led most directly to my decision to use
ads and promotions to teach my students. But
it scemed to me that in this case necessity
generated an effective teaching device.
Through the use of junk mail. I was able to
instruct my students not only in English but
also in the basics of consumer advocacy and
American civics.

Upon reflection. I realized that teaching
consumer advocacy fit in well with current
thought on learning theory.

1. It addresses the affective domain by giv-
ing credit to the learner for all she or he
brings to the fore.

2. It employs background information in
the grounding of a new literacy activity.

3. It starts at the level of the learner. allow-
ing for the assimilation of new information
(Krashen. 1985a).

4. It is relevant and useful in content
(Eskey. 1986: Krashen, 1988: Smith. 1986a
& 1986b).

5. It gives meaningful. useful thinking
strategies that will cutlast any formal class
(Eskey & Grabe. 1988; Freire. 1984).

6. It encourages the risk-taking that is
essential to cognitive development (Good-
man, 1986; Harste. Woodward. & Burke.
1984: Rosow. 1988 & 1989).

7. It allows lcarners to structure responses
and to use words that express what is impor-
tant to them. That's empowerment!

Teaching Consmmer Literacy

My change of attitude from needy to
endowed caused an undeniable change of
luck. Free teaching aids suddenly began to
arrive from all over the country. Among other
things. | received a mailer telling me that I'd
won a car and another terrific prize (though
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the fine print stated “one gift per vehicle™).
All T had to do, according to the congratulato-
ry letter, was go to a villa resort (3 hours from
nmy home). hear a 90-minute sales pitch. take
a tour of the resort with an authorized repre-
sentative, “meet the conditions of eligibility
listed on the enclosed.” and then turn in my
lucky number.

I called to verify that 1'd won and recorded
the conversation for my students to hear that
night. I photocopied material. enlarging the
fine print I'd discovered on a very small piece
of paper that was tossed in the envelope.

[t took a number of replays of the tape for
my students to understand how. through
carefully worded dialogue and skillfully
mumbled phrases. I had not only been led to
think I'd won the car but also US$5.000.
Together we read and scrutinized the letter.
Several times [ was asked if it wasreal. if ]
really had won the car. if I might not lose my
chance by telling what happened. Clearly.
there was some doubt about my ability to
read English! Through this process, I was
able to introduce to the class the notion of
consumer advocacy.

We discussed the natural trust many people
put in a celebrity or other. familiar person. We
sidetracked into why incumbents win elec-
tions. regardless of record. We talked about
consumer fraud, mail fraud. misrepresenta-
tion. rights. freedoms. and honesty. We looked
up the words frec. winner. eligibility. and null
and void. We talked about what a time-share
“investment” really means. (Time share was
what was really being promoted in the mail-
ing 1 received.)

Though math was not in my curriculum.
we worked out the cost per week for a “mini-
mal™ investment. And. using the enlarged
copies of the fine print, we were able to
examine the odds of winning anything desir-
able. (The odds on the car were Tin TOOX0)

Should [ write my congressman. the Better
Business Bureau. the Chamber of Commerce,
or the police? I was prepared to follow the
advice of my students.

The purpose was not to get even with the
resort for wasting my time: it was to give my
students an inside view of active, critical.
empowered citizenship. They were not ready
for action. They told me to throw the trash in
the trashcan.

This exercise proved to be the start of an
incubation period. A week later the class was
given a variety of Tv guides and grocery store
tabloids from which to select and cut out ads
to critique. The object was to empower—and
at the same time to gain the language and
skills that come from reading interesting
materials,

This was no trick. Mahon (1986) suggests
explaining theory to learners. At least once a
week | explained the graphs in a Krashen
study or discussed a Frank Smith quote. And
my students were reminded regularly that
high interest reading leads to painless learn-
ing of vocabulary. spelling. and punctuation
(Krashen, 1985b).

ritiques and Changing Atlitudes

As critic. the learner engages in a deliber-
ate process of questioning text—not idly ask-
ing “What does it want me to think?” but
rather “What do I think about it™" and “What
is missing here”” This can provoke a shift of
attitude and prompt action. (For discussions
of literacy and power. see. for instance,
Kozol. 1985: Luke. 1986: McLeod, 1986:
Rist. 1970: and Rosow, 1989).

Ellie. a farm worker. selected o quarter-
page ad, most of which was fitled with a
close-up photograph of a stim. trim. barely
clad female rear end that ostensibly promoted
a celiulite-reducing cream. “It's a fraud and
lie.” she reported. She knew someone who
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had spent hundreds of dollars on the USS10 a
jar product.

The notion that consumers shouid actively
respond to being cheated had sent her beyond
the dictionary and into the thesaurus. [ was
unable to collect that assignment from her
because she was still expressing her opinion
when it was time to leave. Tired though she
was every evening. she wanted to take this
home for further work.

Lee. a meat cutter who hates his work.,
selected an ad for a psychic astrologer who
promised to assist people with "money-
health-love™ problems. "I think this kind of
ad: it is the last way to solve these problems
and the most wrong way by telephone.™

Weeks later he gave a more elaborate cri-
tique of u product: "I found something wrong
for the consumer in this add if someone buys
the cassette player. They warranty the money
back in 15 days if no satisfied bat is it not the
thru because we recibe back only a credit.”

Miguel. a teenager with a troubled past of
military activity. is eager to be part of a coun-
try in which the government does something
to safeguard its citizenry. Of an ad that
promised riches from the California lottery
for just US$9.95 he wrote, "This add talk
about how can be rich sending name, birth-
date, and $9.95. Here in California there are
many ads of that way like it mislead. The
government of U.S. should take all mislead
ads to not involved the citizen because no is
right.”

Another teenager. Joseph, was always the
first to want to know more about court cases
and legal definitions. Ot an ad for an as-
trologer who takes payment via credit cards,
Joseph wrote, "My opinion in this ad is: this
people are trainig to get victim and mislead
them.”

George, u university-trained artist, cagerly
awails the photocopies of language acquisi-
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tion articles I bring in for him each week.
Though he believes the translation he does of
them is teaching him English. I'm hoping the
theoretical messages will begin to impress
him. [ believe that understanding the theory
behind schoolwork encourages the student to
take an active part in the learning process.
This is not underhanded—I told him what my
motivation was.

Of a lottery ad. he wrote. “When [ read this
anounces ofert this information I thing is
posible what existing person credulity and
superstition yet. I'm sceptic. [ thing is imposi-
ble get money and happened playing lotto
and other sistem aparently easy. Only work-
ing and learning we are happy.”

Though these students are still struggling
to learn English. they are not without the cog-
nitive potential for analyzing text. What
worked for them was finding authentic text—
material that was familiar to them and held
their interest. (No two students worked on the
same ad.) Fortified with a notion of what cri-
tiquing was about and free to write as much
or as little as was needed to express their
opinions. they surprised themselves with their
work,

\ Different Exercise

Even though most of these adult students
were usually very tired by the time they got to
class, each was encouraged to identify a prod-
uct or service she or he rnight try to sell some
time in the future. The task was to write pro-
motional materials that were both honest and
productive. Those who were comfortable
attempting full sentences were free to elabo-
rate: those who wanted to fall back on simple
phrases or single words could also complete
ads. As always. they were free to refer to car-
lier lessons. ads, the dictionary, thesaurus. or
any other reference source they could find.

3
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Though these ads documented linguistic
advancement. most of them lacked polish:
they were dreadfully honest and flat. Still.
these students were advancing on multiple
fronts simultaneously. They were reading in
English. interpreting not only the language
but legal and ethical implications in ways they
had never done before. and they were writing
about new ideas. using new vocabulary.

Part of the moral here is that education
takes time: when things don"t develop on
schedule. they may need more time (Krashen.
1982). And that applies to nearly every stu-
dent nearly every term. Only by an occasional
tluke do arbitrary timeframes fit individual
learners.

Fortunately, in many adult education class-
es. the disempowering process of grading the
students” products has been discarded.
Obviously. grading products of the cognitive
process teaches nothing. discourages risk-tak-
ing. and insults both the learner and the educa-
tional process. People want to learn as much
as they can: no external motivators are neces-
sary or even beneficial. Judging from the level
of interest and the peer support that was devel-
oping for even the least vocal students in the
class, I believe that 2 more weeks of analysis
of good ads could have fostered a verbally and
ethically strong corps of entrepreneurs,

As it was, the thinking had moved from
buyer to seller. from passive to opinioned.
The students now understood that they had
unique and valuable perspectives on the
world and began to view themselves as
bringers of change. personally. and publicly,
Empowering Attitudes OQutside the
Classroom

[ eventualtly had to fall back on the cheup-
est of texts: newsprint. When my students
saw that T expected them to behave as think-
ing, literate adutts who had important ideas to
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document. they participated actively. Text
analysis provided an avenue for ongoing self-
teaching that could be done long after the
teacher and the school were out of the picture.

When one man. who was often absent
because of his work and had to return to
Mexico before the end of the term, came to
say goodby. . he wanted me to know that he
had begun to spend 10 minutes of his lunch
each day reading the paper. Remembering
that I regularly asked for input on what was
working in class and what wasn't. he wanted
me to be sure to keep reminding students to
read 10 minutes a day. "It's good.” he told
me. “[t’s help me a lot. It’s some mislead. but
I thing it's good.”

Empowerment Doesn’t Just Happen

Empowering attitudes must be discovered
and rediscovered. I'm not trying to peddle
these particular activities: they were right, at
this time. for these learners. It is up to each
teacher to determine anew what will work in
each situation. to the maximum benefit for
each class.

Asking the question "Why am I using this
particular lesson?” can help stave off inappro-
priate. restrictive programming. I had begun
this term intending to use TV analysis as o
method of instruction. | had to meet ancw the
truisms that again seem so clear: Much of
what we do as educators is designed to fit
stereotypical formats. rigid timeframes. fa-
miliar assignments. and limited. disempower-
ing expectations. It took the serious notion of
authentic text application to make me sec a
new level of potential in my students.

Of course. the experiment could have
failed. It was risky to move away from safe.
controllable. rote dritls and contrived pattern
practice into exercises in applied citizenship.
But. viewing the classroom as an experimen-
tal station—a safe haven where people can
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think things through without getting hurt and
can express opinions freelv—fosters confi-
dence in both teacher and student.

In the protected environment of the class-
room, we can take risks in teaching that allow
our students the latitude to take risks in think-
ing. When we share our own reasons and re-
servations, we allow our students to see that
the solutions to problems are always tentative
and that we must work cooperatively to suc-
ceed. The learner who assumed the job of
critic also assumed the position of authority.
We thereby give our students the power to
develop independently by resisting the urge
to control how much, how fast, and in what
direction that development will go. Power is
having the strength and ability to design
questions from conventional givens and the
courage to let the answers change over time.

Only educators who have power can give
power. Those who are able to take risks and
to challenge the obvious must define and
redefine the line between caregiver and liber-
ator. For those who are up to it. for thosc who
discover how to give power away, there is a
limitless supply. There is enough power for
cvery student every day.

Postscript

Over the holidays. I was invited to the
home of one of my students. When 1 arrived.
a vacuum salesman was ending what must
have been a very long pitch. A tower of mer-
chandise was piled in the livingroom. Then
my hostess was offered her choice of five
sealed envelopes. Hers contained a coupon
for an overnight bus tour to Las Vegas, In
complicated language the fine print said par-
ticipants had to restrict their holiday to the
casinos assigned by the tour company.

After the salesman left. she explained to
me “ls mistead. He say no sell nothing. . he
say no time.he mislead.”™ After an extensive
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hard-sell demonstration that had taken place
under the guise of winning a surprise trip. she
had not bought the US$1.500 vacuum clean-
er—and I don’t think she plans to be on the
bus tour to Las Vegas either.
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Using Classic Novels
with Adult New
Readers

JANE MCCABE SCHIERLOH
May 1992

hole language proponents
argue that students with mini-
mal literacy skills should be
reading whole selections of
well written literature. not “bits and picces”™
(Goodman, 1986). However, most reading
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materials published for adult basic education
(ABE) students are bits and pieces selected to
teach specific reading skills such as finding
the main idea. recognizing details. and under-
standing inference. ABE teachers who want
their students to read whole books of fiction
have a problem—not much is published for
the mature adult reading at third-. fourth-.
and fifth-grade levels. So what are ABE teach-
ers to do?

Benefits of Reading Good Fiction

Of course some may ask. “Why should
ABE students read fiction—good. bad. or
indifferent? How will reading Charles
Dickens’s Great Expectations. for example,
help students read medicine bottle labels. job
training manuals. and tax forms?”

One answer to this legitimate question is to
look at the reasons why adults enroll in ABE
classes. In 325 face-to-face interviews with
randomly selected ABE students across Iowa,
Beder and Valentine (1990) identified 10 rea-
sons why U.S. adults participate in federal
adult basic education programs. The four fac-
tors ranked most highly were (1) educational
advancement 1 want to prove to myself that
I can finish school™). (2) self-improvement ('
want to feel better about myself.” “be more
intelligent™). (3) literacy development (read-
ing. writing, and speaking skills). and (4)
compumity and churcl imvolvement (1 want
to be able to read the Bible better™).

The seventh ranked factor was diversion.
which was rated most highly by older stu-
dents. In Beder and Valentine's view “this
factor...suggests that some learners participate
in Ak, not for its instrumental value. but
because it represents a constructive way to
spend one’s time.”

The implications of this study are that 81
students have much broader educational
goals than day-to-day survival or job readi-
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ness. Reading literature can benefit students
who have diverse goals. It is essential for
those who choose to finish school by passing
the General Equivalency Diploma (GED) tests
(indeed, one of the five subtests of the GED is
called Interpreting Literature and the Arts).
Reading literature also can help students feel
better about themselves. Additionally. it de-
velops their reading and writing skills.
improves their ability to read the Bible. and
most assuredly it provides diversion.

Most important. reading fiction is just
plain fun. especially when the experience is
shared with others, This is not a minor point.
If reading is not enjoyable. students do not
read (Allington, 1977). And if they do not
read frequently, they do not become fluent,
skillful readers.

Advocates of literature-based instruction
point out other benefits of reading literature.
It can teach critical thinking (Commeyras.
1989). Tt can be a natural springboard to writ-
ing (Atwell. 1987). It can help students devel-
op background knowledge. particularly in the
social studies (Brozo & Tomlinson. 1986).

And finally. as this article will show,
mature adult students should read whole
books of well written fiction because they
have the capacity and experience needed to
relate to the universal experiences captured in
great classic literature. Although their literacy
skills are limited. their life expericnces are
deep and sophisticated.

Problem > ldea

Like many instructional innovations. this
one began in response to a problem—too
many students reading at third- and fourth-
grade levels were dropping out of ABE classes
in our reading center.

The Downtown Adult Reading Center is a
program of Project: 1Ear~, an adult literacy
organization located in Cleveland. Ohio.

When the center was set up as an experimen-
tal ABE program in 1985 with startup funding
from local foundations and the Cleveland
Public Schools, one of its major goals was to
offer ABE classes specially tailored to the
needs of students who had completed a
beginning adult literacy course called the
Laubach Way to Reading (Laubach, Kirk, &
Laubach, 1981). Those of us who designed
and taught the classes saw our role as helping
adult new readers make the transition from
one-to-one tutoring to small group instruc-
tion. and from primarily controlled-vocabu-
lary reading materials to uncontrolled-vocab-
ulary pre-GED materials on fourth- to
eighth-grade levels.

Naturally I became concerned when |
noticed that a disproportionate number of stu-
dents at lower reading levels were dropping
out of classes. | suspected that the reading
materials we were using were too ditficult for
adult new readers. My observations of their
oral reading convinced me that they needed
considerable practice reading materials at
third- and fourth-grade levels with uncon-
trolled vocabularies in order to gain fluency.
speed. and the confidence to take risks in pre-
dicting unknown words.

Unfortunately. we lacked a variety of well
written materials appropriate to their needs
and especially their mature interests. so |
began a search. [ found very few books of
interest to adults. Most books were aimed pri-
marily at adolescents. They featured fast cars
and sports stars. But few of our students were
young people. Most were in their 30s and
40s. and a sizeable number were retircd men
and women in their 60s and 70s who showed
polite indifference to much of the fiction and
nontiction geared to young people.

After extensive scarching 1 noticed some
attractive adapted or abridged versions of
classic novels. My first reaction was positive.
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Some of these little books were interesting
and readable. But my second reaction was
negative. They came close to being simply
plot summaries. the type high school and col-
lege students use who want to pass a test
without reading the assigned novel. The char-
acters were rather flat and one dimensional.
Out of necessity, the writers had omitted
some of the authors’ themes in order to reduce
the 400-page novels to 100 pages or less.
Sadder yet, they had been forced to sacrifice
much of the authors” rich. powerful language.
For example. the passionate love scene in
June Evre by Charlotte Bronté that has stirred
the hearts of millions of readers was reduced
to "I love you, Jane. | love you—only you.
And I shall love you forever.”

Suddenly. it struck me that if I read aloud
to students short ¢xcerpts from the original
novels on which the adaptations were based. |
could give students at least a taste of the read-
ing experience in store for able readers. Ex-
cerpts could be chosen that would add the de-
tails necessary to make a character come
ai ve. to introduce or develop a theme. or to
illustrate the language of the writer and
demonstrate its power to move the reader. “If
reading aloud to children is so effective.” 1
reasoned. “why not read aloud to adults?”

Classroom Experiences

My colleagues and [ began the experiment
using an adaptation of Robert Louis
Stevenson's Treasure Island (1973) with
three groups of 8 to 10 students each. At the
close of the first class session, we asked stu-
dents for their suggestions. They said that
they preferred to have copies of the excerpts
in front of them so that they could read along
with the teacher’s voice,

The second day we followed up on their
suggestion. Our concern that they wouldn’t
be able to follow along proved groundless, As

one student said, “Once in a while you lose
me. butin a few seconds I find where you
are.” '

We were encouraged by this development
because when students listen to a teacher
read aloud. they become actively involved in
language at its best (Trelease, 1985). Fur-
thermore. they see a skillful reader modeling
fluency. phrasing. and dramatic expressive-
ness.

There were a number of scenes in Treasure
Island (1947) that lent themselves well to oral
reading. One that held us in the grip of excite-
ment and fear was the scene in which Jim. the
young boy who narrates this pirate tale. is
attacked by Israel Hands. one of the pirates.
and fights desperately for his life. The scene
begins like this:

Perhaps [ had heard u creak. or seen his shadow
moving with the tail of my eye: perhaps it was
an instinet like a cat’s, but sure enough. when |
looked round. there was Hands. already halfway
toward me. with the dirk in his right hand.

For a few minutes all of us were that
defenseless young boy facing a pirate with a
“bloodstained dirk™ in his upraised hand.
Only our wits could save us from a violent
death.

Seeing that I meant to dodge. he also paused:

and a moment or two passed in feints on his

part and corresponding movements upon mine.

It was such a game as Toften played at home

about the rocks of Black Hill Cove: but never

betore. you may be sure, with such a wildly
beating heart as now

Students who tended to read a word at a
time were putled along by the teacher’s
voice and forced to read in rapid fluent
phrases. and those who read in a flat monot-
one without attention to meaning learned
how a good reader translates print into an
exciting experience.
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My other concern about asking students to
read a 92-page novel was the problem of con-
tinuity. Because of our open enrollment poli-
cy. new students enter the class continually.
Furthermore, because of illness. family prob-
lems, and financial needs, students are fre-
quently absent. Would students lose track of
the plot, become discouraged. drop out of
class?

Quite the contrary: students became
intrigued by the unfolding story. It was rather
like watching the soap operas on television.
One could miss an episode or two and still
remain involved with the characters and plot.

And as with the soaps. one could become
addicted. For instance, we noticed that some
of our books were disappearing. One particu-
lar day students had to share copies of the
book because five copies were missing. Pat
T.. a woman in her late 20s. came late to
class, slipped into her seat, and sheepishly
pulled a copy of Treasure Island out of her

book bag. “I'm sorry.” she said. I just had to
know how it came out.™

To solve our continuity problem, we bor-
rowed an idea from the soaps. We began each
class with a brief review of the plot to date.
This brought on board students who had been
absent as well as students who were new to
the program. It also refreshed the memory of
those who were in class the previous session
in a way reminiscent of the introductory syn-
opses used in TV serials.

As the weeks went by, we slipped into a
comfortable routine that accomplished some
of our reading objectives: (a) quick review of
the plot. (b) silent reading of a chapter. (¢)
discussion. (d) pronunciation of unfamiliar
words. (¢) oral reading and discussion. (f)
reading of an excerpt from the original novel,
(g) discussion of a writing question. and (h)
writing.

Lncouraged by students” positive reactions

1o Treasure Island. we decided to try an adap-
tation of Jane Evre (1987). Jane Evre was an
even greater favorite. The abuse Jane endured
as an unwanted child in her aunt’s home
touched their hearts. They were curious about
the unfolding mystery of the screams in the
attic, and they were moved by the passionate
love story of Jane and Mr. Rochester. They
got into a lively debate about whether Mr.
Rochester should have concealed from Jane
the fact that he was already married. The
debate resulted in some interesting pieces of
writing.

Our next choice was an adaptation of
Charles Dickens’s Great Expectations. Our
students identified with Pip’s desire to escape
from the working class to become an educat-
ed gentleman in London. Several African-
American women in their early 70s had spent
most of their lives cleaning buildings at night
and caring for their children during the day.
These ciiidren. now grown, are teachers,
lawyers, and business people. Other students
in their 30s and 40s were trapped in dead-end
jobs that required back-breaking labor. And
some of our students could no longer work
those back-breaking jobs because of back
injuries. heart trouble. and high blood pres-
sure. All of these students believed, like Pip.
that education is the way out of poverty.

At the same time. however, they foresaw
the hazards of this climb from one social
class to another. “Money changes people,”
they said and shook their heads sadly when
they read that Pip became ashamed of the
good people back home who loved him for
what he was, not for what he had. This major
theme Jed to a discussion on the problems as
well as the benefits of improving one’s edu-
cation and socio-economic status.

“Some people “get theirs” and never look
back.” some said. “They think thev're better
than other people.”
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“But you can’t blame them for wanting to
get out of the ghetto.” others countered.

One day we read the episode in which
Pip’s stepfather Joe explains to the boy why
he never learned to read and write. We had
to abandon the lesson plan that day because
one student after another shared personal
stories of why they hadn’t learned to read
when they were children. how they coped
with their handicap. and why they were
grateful for their literacy skills. Three
African American women in their 60s and
70s recalled picking cotton on farms in
Alabama, “We picked from sunup.” said
one, and "to sundown!” answered the other
two in chorus. “There wasn’t no time for
school.” they said.

A 35-year-old white man asked. "Why are
people afraid to admit they can’t read? It’s not
a shame to admit you can’t read. I used to be
shy to admit it. I was afraid they'd laugh at
me and say. "How did you graduate? Now I
tell them the truth and they tell me, ‘That is
the best thing you can do.” I'm very happy
with myself. and now I can read a little better
than before.”

When we finished the last page of Greut
Expectations. one man in his late 30s breathed
a deep sigh of satisfaction. “This is the first
book @ ever finished.” he said. Most of the
students in the group agreed that reading a
book from cover to cover was a new experi-
ence for them.

Our plan had been to recycle the books
with new groups of students every year or
two. However, so many students stayed in
our classes for 2. 3, and even 4 vears that we
found it necessary to offer additional titles
such as an adaptation of H.G. Wells's science
fiction classic The Time Machine (1980) and
Robert Louis Stevenson’s Dr. JeAvil and Mr.
Hyde (1985). Not all adapted novels worked
out well in the sgt: clissroom, however.
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Guidelines for Selecting Adapted
Noveis

Over the past four years my colleagues and
I learned some things about selecting success-
ful adapted novels. We learned to reject some
adaptations on the basis of a single reading.
Some books force the reader to move too
quickly through complex plots. In others. the
characters are not developed enough to inter-
est the reader. or the new characters are intro-
duced so rapidly that the reader cannot
remember them from one page to the next.
Here is a passage from a book called King
Arthur and His Knights (1988) that intro-
duces seven characters in the first two para-
graphs of the book:
Many vears ago Uther fought to make himself
king of all England. Two true friends helped
him. One was wise Merlin, the famous magi-
cian. The other was a great knight and fighter
named Ulfius. At last Uther beat his enemies
and became king.

Then Uther married Igraine. a widow. She
had three daughters. Elaine, Margaret. and
Morgan le Fay... Morgan le Fay could do more
magic than anyone but Merlin. The girls soon
married three kings who had made friends with
Uther.

This is information overload for ABE teach-
ers as well as ABE students.

We had to reject some adaptations because
they appeared to have been written according
to a formula for sentence length. Their short.
choppy. monotonous sentences made com-
prehension difficult. The passage from King
Arthner and His Knights above illustrates this
problem.

Sentences do not have to be uniformly
short to be accessible to an adult new reader.
Notice the casy natural flow of the sentences
in the opening paragraph from an adaptation
of King Solomon’s Miney by H, Rider
Haggard £1976),
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Some Classic Novels Used with Adult
New Readers

Bronté, C. (1987). Jane Eyre. Adapted and
abridged by S.E. Paces. Belmont, CA: David
S. Lake.

Bronté, C. (1975). Jane Exre. New York:
Oxford.

Dickens. C. (1987). Grear Expectations.
Adapted and abridged by T.E. Bethancourt.
Belmont. CA: David S. Lake.

Haggard. H.R. (1976). King Solomon’s Mines.
Retold by 1. Oxley. New York: Oxford.

King Arthur und His Knights. (198%). Adapted
by W. Kottmeyer. New York: Phoenix.

Stevenson. R.L. (1985). Dr. Jekyll and Mr.
Hyde. Adapted and abridged by T.E.
Bethancourt. Belmont. CA: David S. Lake.

Stevenson. R.L. (1988). Kidnupped. Adapted
and abridged by W. Kottmeyer. New York:
Phoenix.

Stevenson. R.L. (1947). Treasure Islund. New
York: Grosset & Dunlap.

Stevenson, R.L. (1973). Treasure sland.
Adapted and abridged by J. Gray. Belmont.
CA: David S. Lake.

Wells, H.G. (1986). The Tinme Machine. Adapted
and abridged by T.E. Bethancourt. Belmont,
CA: David S. Lake.

Itis & curious thing that at my age. and | shall
never be sixty again. | should be starting to
wi.e a book. Twonder what sort of book it will
be woeen Thave finished. it T ever come to the
end of 't!(p. 1)

Our students do not find such sentences diffi-
cult. Notice also how the beginning of this
novel arouses the curiosity of the reader.
Even adapted novels that pass a first
inspection can turn out to be a disaster in the
classroom. We gave a high rating to an adap-
tation of Kidnapped by Robert fouis
Stevenson (1988). As we had anticipated,
the class thoroughly enjoyed the first half of

1;4;7 R

the book. The second half proved to be
much more difficult. however, because stu-
dents needed to know the complex histo-
ry of Bonnie Prince Charlie and the politi-
cal intrigue among England. Scotland. and
France. The teacher found herself attempting
to teach Scottish history to students who had
not yet learned to find the United States on a
world map!

We learned that teachers must consider
students” background knowledge when select-
ing a novel. In fact. we found it wise to ask
several typical students to read the adapted
novel under consideration and to share their
reactions with us before we made a final
selection.

Guidelines for Selecting Excerpts

We also developed some useful guidelines
tor selecting excerpts from full-length novels.
We found that passages of dialogue were eas-
ier for students than passages of description.
The sentences in dialogue passages are short-
er: the vocabulary is simpler: and the emo-
tional intensity carries the student over a mul-
titude of reading difficulties.

Excerpts of scenes involving exciting
action are effective. For example. in Treasure
Island students enjoy the dramatic scene in
which the pirates attack the stockade. No
adapted version can match Stevenson’s
description of the pirates climbing over the
wall of the stockade. their daggers in their
teeth.

Excerpts vielding deep insights into a
major character can bring lifc to otherwise
flat characters. A good example is Miss
Havisham's repentance scene in Grear
Expectations. In this scene, Miss Havisham.
an clderly half-mad woman who has never
recovered from the shock of being abandoned
by her fiancé on her wedding day, regrets her
lifctime of bitterness and revenge. She sees
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how her selfishness has hurt the two people
she loves, and she cries repeatedly. “What
have I done? What have [ done?”

We discovered that excerpts need to be
brief and to be read with as few explanations
as possible. Since students have already read
the adapted versions of the episode. they can
handle limited exposures to sophisticated
reading material. These readings also provide
an opportunity to teach students that a good
reader does not have to know all the words in
order to enjoy a story.

No VMore Snippelts

Adult new readers and other adult students
with minimal reading skills deserve more
than the snippets of storiew ordinarily served
up for them. Unfortunately. however. there
are not enough whole selections of well writ-
ten literature to meet their needs and interests.
This article has presented one solution which
has been successful with ABE students at
Project: LEARN in Cleveland, Ohio. for the
past 4 vears. It has described how teachers
can use adapted or abridged classic novels
such as Jane Exre, Great Expectations. and
Treasure Islund if they enrich them by read-
ing aloud to students short passages from the
full-length novels. By reading silently along
with the teacher’s voice, students see good
reading modeled and experience the novels
that more literate readers have read and
loved.
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Writing Workshops: An
Experience from
British Adult Literacy

ANDREW PATES
MAGGIE EVANS
DECEMBER 1990-JANUARY 1991

he Foxfire Project in the United
States has demonstrated vividly that
aral history can be a powerful too)
in writing education (Thompson,
1988 Wigginton, 1988). Writing workshops,
which developed in Britain in the 1970,
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exploited this potential of oral work by plac-
ing participating students in the roles of both
subject and writer. Little has been written,
however. about this recent experience (see,
however. ALBSU. 1983: Gardener, 1985). The
purpose of this article is to describe the phe-
nomenon of the writing workshop as it devel-
oped in the early days of the British adult lit-
eracy campaign.

History

A writing workshop is essentially a group
of learners and tutors coming together for an
intensive period (day. weekend. or series of
regular sessions) to share writing as a group
process. Usually a printed version of the work
is produced.

Writing workshops developed in Britain as
adult literacy workers explored ways of teach-
ing people in an adult. nonpatronizing. and
relevant way. Many were influenced by Third
World educators such as Freire and echoed
dissatisfaction with remedial models of educa-
tion expressed by Kohl (1974) and others.

One influential group founded a national
newspaper of student writing called Wrire
First Time, produced quarterly from 1975 to
1985, (Back issues are available from Avanti
Books. 1 Wellington Rd.. Stevenage. Herts.,
England. Avanti also produces u subject list-
ing of student writing. publications on run-
ning writing workshops, and numerous other
adult literacy publications.) This publication
provided both a focus for writing activity and
influential exemplars: it offered an opportuni-
ty for students to write for print and to be
involved in the editorial and production
processes. Because it was circulated nation -
wide. it invited emulation: students could
prodiice one issue of the paper or organize
their ow n focal publications,

Write First Time also provided a focus for
the first mational writing workshop residential

weekend in 1976. The model was repeated
and reformulated by many other groups
nationally and regionally.

Writing workshops developed in a variety
of ways according to local circumstances,
needs. and resources. Many groups organized
their own writing days or ran classes as a
sequence of connected writing sessions.
These led to the production of a vast array of
writing, which was sometimes published in
semicommercial format but more often pro-
duced on duplicators and photocopiers by the
learners during the workshop.

The material produced by these groups
offered things for adult tearners to read
(answering in part the frequent plea for rele-
vant reading material for adults) and was a
spur to learners o produce their own reading
matter: if other students could do it, why
couldn’t they? Some educational organiza-
tions and publishers developed their own lists
of student writing (Basic Skills Unit. undated
a. undated b, 1980, 1982a, & 1982h).

The model of writing workshops gradually
canie to be used in other adult learning pro-
grams, especially those which were con-
cerned with reawakening learners’ self-confi-
dence and self-csteem. They were particularly
effective for work with older people in remi-
niscence groups (Lawrence & Mace, 1987).
uncmployed people (Replan. 1988). women's
groups (Solity, 1985), and a range of commu-
nity development activities where the writing
provided both a focus and a method for local
groups to gather and work together.

Between 1982 and 1984 writing work-
shops becimie well-established activities. A
survey found that in 154 adult literacy pro-
grams., 60 produced books and magazines, 27
organized writing workshops, 25 held writing
weekends. 22 had regular writing groups. and
I8 wereinvobved with Wreite Firse Time
(Murry. 198K).
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How a Writing Event Works

Writing workshops acknowledge that liter-
acy students will usually be as fluent orally as
their teachers and. as oral historians have
demonstrated. uneducated people can master
very rich spoken language. Furthermore. it is
this spoken language that is used by learners
in their real lives: "The oral traditions reign in
the ghetto, for literate and nonliterate alike™
(Fingeret. 1983).

The features of successful writing work-
shops seem to be that they: (1) start with the
students’ concerns and needs: (2) value the
learners” mastered language (spoken or writ-
ten) and use it as a basis for further learning:
(3) generate trust through equal participation
of all present in all group processes: (4) use
discussion as a medium common to all: and
(5) turn discussion into writing as appropri-
ate. There is a sequence of stages through
which a writing workshop moves. based on
experiences and emotions individuals share.
discover, and create together. Although no
two workshops are ever the same, the follow-
ing description is based on the sequence that
workshops typically pass through.

Plunning: Planning ahead of the workshop
is essential. This is the time to identify roles
(tutors as well as students need "+ know what
is expected of them). Roles nay involve
facilitating groups. providing technical help
with reprographics, seribing (writing down
people’s words individually or in groups),
and providing help with editing or other
aspects of manipulating language. By allocat-
ing roles, tutors will not only be able to fitin
casily but will also have time to participate as
writers.

This stage allows the group members to
hecome comfortable with cach other and pro-
vides time tor checking that all the resources
needed e available. The involvement of par-
ticipants in the planning group means both
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that learners’ needs are properly accounted
for and that professional staff become accus-
tomed to different ways of relating to the
learners.

Planning does not so much mean preparing
the program in great detail as it means paying
attention to overall structure, roles. resources.
group processes. and planned outcomes. The
program needs to allow choices so that peo-
ple can work together in ways that are com-
fortable for them. including individual or
small group work.

Group forming. The first essential of the
workshop is that the people attending should
gel as a group. This must start with everyone
getting together for a welcome session to
acquaint them with what's going to happen.
to explore expectations. and to get started. It
is important that all participants say some-
thing so that they can feel part of what's hap-
pening and initial barriers can be broken.
They may just introduce themselves. or they
may choose to say a few words about how
they are feeling at that moment or what they
hope to gain from the workshop.

This minimal input can be turned into the
first writing as someone writes down what
people have said on a flip chart or transparen-
¢y so that the message that speech can be
writing is explicit from the beginning. There
can be an audible expression of astonishment
as someone ventures I don't know what I'm
doing here™ or “[ can’t wait to get started”
that is immediately translated into writing
open to all.

[t the output of the workshop is to be a
printed booklet or magazine. these introduc-
tions will also be the first item to be typed
ready for printing and can provide a fresh,
vigorous introduction to the finished publica-
tion.

Agenda setting. The large group can’t
function productively for fong, so it will soon
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be necessary to divide into smaller groups or
pairs for further introductions and to begin
setting agendas. In this smaller setting. indi-
viduals can formulate what they want to say.
with space for everyone to contribute. This
may be the time for ice-breaking exercises.
which are time consuming in a very large
group.

Discussion of possible agendas for the
workshop may encompass what to write
about. what sort of material to produce. and
how to work. Some organizers provide a list
of topics for writing. but this is superfluous
since people’s experiences form their subject
matter—and these are also related to their
reasons for wanting to write.

Groups just asked to write commonly usc
the same themes: their feelings about being
asked to write; the process of writing: the
environment they are presently in: their fami-
ly. home, relationships, and work: or some-
times an imaginary situation used to distance
themselves from the immediate situation.
They may write a poem, a letter, or a shop-
ping list.

The agenda setting thercfore need not be
about topics for writing so much as about the
stimuli necessary to get everyone working.
One option is to ask participants to bring
something to the workshop about which they
can talk and write—perhaps a photo or other
memento.

Another approach is to use the environ-
ment itself. In England. many workshops
take place in historic houses that have been
converted to residential adult education cen-
ters. The history of the house. surrounding
village. countryside, or the focal economy
may offer a topic. Country houses aren’t
always available teven in Britain!) but the
environment is never neutral; familiar sur-
roundings cun be seen through new eves by
sharing writing.
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Working: Writing then starts in earnest and
carries on until the end of the workshop. It
happens with groups. pairs. and individuals
working on the agreed themes or on their own
topics.

Some participants will be entirely indepen-
dent: others will want help, maybe with
proofreading or scribing. (The use of scribes
is a supportive way of getting writing mov-
ing, and it is not “cheating™ as some people
think. After all, few business or political lead-
ers put pen to paper themselves; they use
scribes called secretaries. Many go further in
having letters, papers. or speeches drafted for
them.)

Other media: Photography and other
media may contribute substantially by pro-
viding further stimuli for the writing. For
example, one gioup may form round the
video equipment and write a documentary;
others may write a radio program for sound
recording or a drama script for live perfor-
mance: others may do a photography project
with commentary. If other media are used. it
is good to have an experienced person on
hand to act as technician. if not tutor.

Media may simply provide an extension of
writing (for example, as illustration) or may
offer a way of working in their own right, The
expericnce of developing and printing pho-
tographs can be as much a revelation to peo-
ple as is sceing themselves in print for the
first time.

How's it going?: About haltway through. it
is advisable to have areview session with the
whole group. This involves reviewing
progress, dealing with problems, sharing the
current mood. setting sights on finishing, and
facilitating any necessary changes. Changes
in mood. contidence. and writing will be evi-
dent by now.

More work: Much writing will ave been
done by this stage. As it progresses, picces
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may be shared. for example. by display on «
pinboard. But writing is never finished. The
processes common to all good writing come
into their own at this point, and there will be
much changing of drafts. editing. proofread-
ing. sharing. and critical discussion. Although
trepidation was apparent early on in the
workshop. the mood now will be onc of con-
centration and perhaps anger over being dis-
turbed during periods of intense writing,

Merging into production: As projects near
completion. some writers will have moved
into production, They may hive been typing
or wordprocessing their work from the begin-
ning. but if not. it now needs to be turned into
a format that can be reproduced.

While some tutors may has e been assigned
the role of helping with production, this
process also involves learners in critical
ways. The experience of typing their own
work and photocopying. duplicating. or print-
ing it themiselves is an essential part of the
process of demsstifying print. and leaves
writers with contidence ubout their ownership
of their tinished work. Not all jobs are com-
plex. Collating and stapling can be done by

cevervone and offer a last intense burst of

teamwork.

Tovether aeain: The whole group can
come together again for a farcwell as maga-
zines or booklets ure tinalls stapled together
or for a more leagthy session where out-
comes-—such as dramatic productions or
videos- are presented to the rest ot the
group. This opportunity for goodbyesis an
important part of a process in which evers -
one has been so closely involved i ~haning o
task.

Afterwards That may be the end or just
the beginning: it may fead to an oceasional
ret-together or toa regular group meeting.
The printed product will be in evidence for g
long time.
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Organizational Concerns

Venue: 1tis possible to hold a writing
workshop anywhere. (1t doesn’t have to be at
an clegant country house.) However, the
experience of staving somewhere comfort-
able. for people who often haven’t been uway
for a residential activity before, can be pow-
erful. A residential program also means that
daily distractions are removed and an atmos-
phere for concentration is provided. On the
other hand, working on home territory
demonstrates that the people are the funda-
mental ingredient and that any one can partici-
pate. It may also case logistical and resource
problems.

Pearticipants: All participants should have
equal status, Observers often comment that
they cannot distinguish tutors and students—
asure sign of a suecessful workshop, This is
achieved by sensitive management thow are
people introduced--us tutors, as students, or
by names?y and by tutor participation, Writing
iv ditticult for everyone, and it is salutary for
students to see tutors struggaling alongside
themselves, Childeare may need to he orga-
nized, but children may want to tiake part in
the workshop: that can tead to some powertul
Family education.

Numbers: Aneffective mivof people
necessitates at least 12 participants. Any
number can be accommaodated, dependent on
the physical capacity ol the building, but a
maximum ot no more than 60 still altows
people to get to know cach other.

Technical help: The use of typewriters or
word processors can facilitate the creatine
process as well as the preparation ol malerials
for production. The word processor has been
one of the big equabizing forees inadulr fiter-
acy work becantse it aHows students to wiite
more easiby and forces tutors to worry about
nstering the technotogy!
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Fucilitating technigues: The facilitator is
not passive in the group process. The key
technique is talk: Everybody cun do it. it gets
ideas going. and it makes people relax. The
most important thing for tutors is learning to
let go and not to feel the need to control
everything that's happening. “The conversa-
tions themselves are the educational
process—exchanging ideas, sorting out our
opinions, building on our knowledge and the
knowledge others have passed on to us”
(Solity. 1985).

Outeomes: People like to take away a tan-
gible product. It's preferable that participants
tuke home a simple duplicated booklet rather
than having to wait tor a glossy printed publi-
cation (though that may be the outcome for
workshops working over a period of time),
The outcome can also be something more
intangible. I a group that has been meeting
regularly has a writing weekend together, it
wilf certainly be reflected in the way the
group works subsequently.

Implications

Two features make writing vorkshops a

powerful educational tool: the articulation of

students’ own voices reinforced by seeing
themeelves in print and the sharing of experi-
ence and problems possible when working in
a group. There are. however, three other
important features that mahke writing work-
shops attractive as i means of instruction:

b The writing workshop facilitites work at
different fevels, There 1s no reason why
beginning and advanced writers shouldn’t
work alongside cach other < ath equal power.
This allows for a continuous focus on the dil-
ficulty evenvone experiences in writing,

J. Students see the power of print in i new
porspective when thes Jearn that they teo can
be published. that they can be writers, “This s
arcal achicy ement. | thought you had to be

153

Q

RIC

PAFullToxt Provided by ERIC

someone to write, someone highly educated to
write a book. It's been a real boost for me™
(participant in Eden Grove Women's Writing
Group quoted in Solity, 1985).

3. The experience of students controlling
their own learning is another powerful by-
product of writing workshops. an experience
that can be transferred fruitfutly to other
learning.

In sum, the work starts where the learner
is. The writers write what is important to
them and thus invest the task with a refe-
vance, immediucy, and potency which dra-
matically enhance their motivation and com-
mitment to mastery of writing.

By Contrast

This approach contrasts starkly with cur-
riculum models that advocate the teaching of
adult literacy as @ means to remediate a fan-
euage problem inherent within the individual.
Individual learning programs are devised to
rectify this “problem.” first by diagnosing the
language deficiency and then by putting into
practice a series of tutor-led activities con-
cerned with sofving the problem. The refa-
tionship of the student to the proce s s con-
trolled by the diagnostician. Wricag is used
to highlight the deficiency: the learner may
be usked to do a picee of writing in order that
the tutor may spot spelling errors. Various
activities designed to teach correct spelfing
may follow but the vatue ol writing as an
impetus tor learning is tgnored or missed.
This reinforces within tearners a sense of
deficiency. and this position is validated, orga-
nized, and reintoreed by the diggnostician,

Using writing as a vehicle for promoting
learning enables wtors and learners to be free
of a belief in deliciency models, Writing
workshops do not. however, supersede other
approgches——rather, they complement them.
They cun act as a catals st tor other tearning
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and assist in such practical matters as com-
pleting applications or writing resumes.

Process Plus Outcomes

Writing workshops are as much concerned
with process as with outcome. The process
offers the chance to explore oneself and one’s
relationship with language, and to experience
the power that comes from sharing and creat-
ing printed expressions {rom common experi-
ence. Their power is well summed up by the
experience of one writing group:

Many students came particalarly to read and

write, to enable them to participate more tully

i sactety. The writing 1~ canversational in

sty le, writing from the personal. the personal

beng the palitical in that they gained contral

over their own lives and independence. w hilst

ar the same time insprring cach other. Writing

i a workshop or collective group is an oppusite

experience toa process ol writing done

painful silerce and isolation. The support and

nurturing in a group alows mdis dudls to clar-

Iy their opintons, test hnowledge and gain extra

hnow ledge. Ttoften results in i more tormulat-

od view of what the learners want to say, how

and where she or he wants to sas e 1tmay also

result i richer more varied sty les of writing

tSohty . TURS)

So.in the end. writing workshops have a
political dimension about oneselt in relation
to education and one’s daily lite.

Avecent report on American adult hiteracy
used the title Jump Start to highlight the fact
that programs needed external energizing, not
least through tunding (Chisman, 198%). To be
ctective. however, adult literacy courses also
need the involvement ot stadeats, Writing
workshopsare a very elfective was of motivat-
ing students to articalate their needs and mahe
demands. An aliernative metaphor for saeeess
in acalt literacy v ork might be “Kick Start”
v hich epitomizes the self-generated energs
needed Tor etfective Torward momentun,
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Writing Our Lives: An
Adult Basic Skills
Program

Birp B. Stasz
ROGER G, SCHWARTY,
JARED C. WEEDEN
SEPTEMBER 1991

he seene is familiar: adults sitting at
tables with sheets of paper in fromt
ol them. arduously working on coni-
positions, struggling wath the
mechanics of Tanguage, scarching for the
appropriate words. The roomas fike all the
rooms across the United States that house
Adult Basic Education (At classes. Depend-

ing on the cconomy and the availability of

space. the classes oceur in firchouses, family
counseling centers, converted garages, and
church basements.

To the casual observer, itis a wonder that
the Ture of edication is strony enough to cap-
ture even an hour out of the fives of busy men
and women. never mmd the siv-hour-a-week
commitment that most «bstes reguiie of stu-
dents who enroll in their programs.
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Despite all the apparent similaritics to other
ABE programs, this particular class is some-
thing new. The adults are mostly women who
work in animated groups while their children
color and cat crackers. There is no euasily
identifiable instructor, but a number of
younger college students dressed in jeans and
T-shirts sit at the tables. talking and laughing
with individuals and small groups. When one
yvoung woman gets up to sneak a cigarette in
the ladies” room. her exit is greeted with the
hoots and howls of the college students and
other mothers.

There are no workbooks—-just piles of
paper and coffee cans full of pencils and
pens. There doesn’t seem to be any particulur
curriculum in place. Ruther, one is reminded
of a painting studio or a craft workshop: there
is an casy atmosphere and sensc of communi-
1y here that belies the seriousness of the task
at hund.

These mothers, most of whom are with-
out high school graduation diplomas, are
working on a book—their fourth, in fact--
that will chronicle their lives and ideas.
They plan to send this Tatest effort to the
president of the United States to show him
exactly what transpires in this Head Start
program. There is no end to their confidence
and their energy.,

\n Innovative Approach

What has been described thus Faris an
innovative adult basic skills class that is being
run through a community Head Start program
in conjunction with a federally sponsored
Student Literacy Corps grant through Hobart
and William Smith Colleges in Geneva, New
York. Heud Start. o federally supported pro-
gram for underpinvileged children, sponsors
prent-imvolvement meetings. The purpose of
these mectings 1s to encourage parents to
become dctive i Hewd Start and o learn use

1
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ful skills for themselves and for their chil-
dren. Literacy is an important topic here, for
parents and children alike. The more literate
and aware the parents are and the more they
read to or with their children. the greater their
children’s chances for success in school.

The purpose of the Student Literacy Corps
is to put college student volunteers into estab-
lished adult literacy programs. The students
are trained to tutor or assist adults in learning
to read and write.

To promote literacy among Head Start
mothers, the program’s staft had at first sug-
gested offering o traditonal 6Lb (General
Equivaleney Diptomia) cliss. A survey of the
parents showed little enthusiasm, however,
and the idea was dropped. Atabout the same
time, a group of college students completed o
seminar with Jonathan Kozol and were exeit-
ed to put some of his ideas into practice with
i grassroots literacy project.

They approached the Head Start policy
council, which is composed of mothers with
children in Head Start. with the idea of get-
ting a parent group together to write a book
for their children about their own childhoods.
This was the start of o two-year literacy pro-
ject that had far-reaching effects for the lives
of & group of Head Start mothers and the stu-
dents who worked with them,

The conceptuat underpinnings of this pro-
jeet Ly in what we know about the way adults
fearn. I'he overarching principles are that
adults do hest when ¢ Dy the educational eype
ricnee is designed from the bottom up. (21 the
responsibitits for the cliss rests with the stu-
dents and not with the instructor, and 3y stu-
dents and staft betieve that all students,
recurdless ol academic level, can he celt-
directed fearners (Cross, 1981 Knowles,
tusin,

To transtate these concepts into practice al
thi< Head Stard site we decided that the be
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way for these adults to improve literacy skills
was for them to use their own language, write
their own material. and structure their own
educational experience. This makes sensce
given what we know about the claracteristics
of typical ABE students.

In general. ABE students are individuals for
whom the educational experience has been
confusing and alienating at best. Education is
often understood as an external structure cre-
ated by some “mysterious other.” far removed
from the life experience und needs of students
{Hunter & Harman, 1985: Mezirow, Darken-
wald, & Knox, 1975). These adulits have
experienced programs where students have to
run someone else’s ideas in someone else’s
unguage through their own heads. where the
language is foreign and the ideas so remote
and strange that it sometimes scems as if stu-
dents and teachers occupy different times and
Spaces.

It would seem then that a class designed
and orchestrated by the students themselves.,
conducted in their own fanguage. and produc-
ing material that chronicled their lives and
ideis would be successful where other more
traditional programs had failed.

The Project’s Basic Methodology

The busic methodology for the Geneva
project combines the whole tunguage
approach with the writing process and oral
histors techniques. Whole fanguage is under-
stood ta be teaching reading tn as holistic a
fushion as possible. Learning to read is not
broken down into isolated SKills: rather it is
sCeeh as an organic process that stovs much
the way a garden does.

The approach makes sense when we con-
sider how reading operates i our lives, We
use print o explore. espand, and make sense
ol our lives We read i order to make fue-
crotts dosserts, pas our i ome taces, and ol
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our children to sleep. We read to sing the
praises of heroes and heroines and to cele-
brate or grieve the viscissitudes of life. We
rarely learn to read or process print in a neat,
sequential order—it is a much messier
process than that. especially at the adult level.

Adult learners in an ABE or GED setting
have already completed a number of years
of school. As readers, they have strengths and
weaknesses. The whole language approach
altows adults to use their strengths and
improve their weaknesses because the process
relies on using print to give voice to their
individual ideas.

As a consequence, the fearning of skills
becomes a natural outcome of the process
itself. Rather than listening to o lecture about
main ideas or textual organization in isolation
and then doing a serics of cxercises to rein-
force the rules, the learner works with those
ideas within the context of whatever iv being
read or written. The need to know drives the
lesson and is a Jogical outcome of the reading
process.,

Using Oral History As a Springboard

Anniv struggled for day s with a story
about her childhood on a farm in the
American South, Her use of linguage was

lovely, and the picee was full of images of

fotks fishing on a dike by the bayou and mik-
ing tig preserves, and of gumbo couking in a
pot on her mother's stove. Despite her best
efforts, however, the work just didn’t sound
right. Finally in exasperation shie threw down
her pen and paper and announced to anyone
who would hsten, “Ive had it fean'tdo this
anyway.”

At thes powt. Matthew, an English mayor,
ambled over to Annie’s table and sat down
nest to her Talk toome, Annie. about this
place sou're writing about.”

SWell s where Ferew up”

“What are some of the things you remem-
ber that you loved best?”

Annie and Matthew then explored the
sounds, shapes. and smells of her childhood.
Each idea or image was carefully recorded by
Matthew until the list filled the page. At some
points he would ask for more language or
probe for other ideas to help him understand
what Annie wanted to say. Those responses
were added to the page.

Then Annie and Matthew began to orga-
nize and reorganize the phrases and ideas on
the list and wrn them into paragraphs. They
talked about what made sense where. what
ideas were most important. and what ideas
helped fill in the holes.

What actually took place within this essay
framework was a great lesson on paragraph
organization and main ideas. The end result
was an essay that captured the tone. imagery,
and values of life in a small Louvisiana town.

We got to meet kindly neighbors, such as
the woman who it vou did a chore for her
she paid vou a quarter.”™ We learned the mean-
g of self-sufficiency:

Fuversbady bad a farge amount of Tand around
therr house where sou did gardening. raised
chickens, ducks, amd geese Pretty much every-
thing we needed was night there We had tigs,
peaches, apples.and a cherry tree., The Dig tree
was so arge st spht i halt dunng o hurncane

Asaresultt of this process, Annie was able
to help other students with the notion of main
tdea. She deseribed it as “how would you tell
vour mania what this story was about if you
were catling her long distance.”

Peter Etbow (1973) wuggests that wnting
i~ a studio cratt and should he treated as
such. Just as an individua! Tearns to be a
watercolorist by watching, Tistening to. and
practiving with an aceomplished painter, the
adult sriter Teams to waite by observing and
pracicing with other writers. The classtoom
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becomes a studio, the members are partici-
pants in a workshop. Stories, articles, and
poems are written. often shared with the
group. and rewritten. The emphasis is on
writing as a provess of musing, discussing,
writing, and rewriting. Writing becomes a
way for participants to recapture a slice of
their lives, articulate ideas, and frame a
arcater understanding of themselves and
their world.

“Oral history is the reminiscences and ree-
ollections of living people concerning the
pist. These recollections may be passed down
orally from one generation to another or may
be the oral memories of an individual who
wits present at a specific time™ (Beck, 1985).
Oral history gets adults involved in the prac-
tice of titeracy,

The key to using vral histories as a teach-
ing tool is the ability of the tutor to establish
rapport with the adult students and tease out
narratives, In our Head Start progran. the
adult learner and the college student work
together to record these narratives, smooth
out the rough edges, and produce a piece of
writing that everyone is proud of.

The end result of the project is i collection
of adult narratives that are bound together
and published as o small buok. The publica-
tion is seen as aoway of legitimizing and cele-
brating the learners” work,

Oral history projects can be on virtually
any topic and of any duration. They can
include reminiscences trom childhood about
siiple events, Annette. for example, wrote
about @ walk around a lake:

Ohatwas sochegantid My crandinother watked

u~ around the like o get o the other aide She

showed s how rocks shipacross thie water, she

shovw b how to b We o Pt ood and

anny wondertul things you could put 1 pois o

ey ke pussy swoillowooand cat tnlso Fmvselt,

Bhod catchng creepy crasders, hbe vrass

strahe - erasshoppers trecs Ladvbues My
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grandmother wouldn't let me keep <nakes.
because my mama is afraid of them.

The stories can be intergenerational, such
as a cotlection of tales about grandmothers.
Oral histories can cover almost any aspeet of
community life from the demolition of build-
ings to harvesting technigues to playground
games. An oral history can focus on a single
individual or be a collection of rhymes or
superstitions, The point is for adult students
to explore their own world and capture the
spirit and language of that world in print.

Oultcomes

One of the most visible outcomes of this
purticular project is the four books that the
mothers have published. They range in con-
tent over a series of stories about their grand-
mothers, a book of family histories and
recipes, a children’s play. and a historical
account of Head Start in this community, The
books were displayed at the public library.,
featured in the local newspaper and distrib-
uted among the Head Start families. Copies
were sent to ULS. senators and to the Presi-
dent, all of whom have taken the time to write
back to the authers directly. These letters are
framed and hang on the parent-room wall as
recognition of these mothers” expertise as
authors and as validation of their expericnce.

Lives have changed. Two mothers returned
to school to get their Gi bs. One has gone on
to o community college to train to be an cle-
mentary school teacher. Many of the mothers
now reid routinely to their children: others
feel that the educational system isn't so for-
cign and scary,

Without question, the effect of publishing
books for community consumpltion is an
cmpowering expericnce for the mothers who
participate. Wormen who were silenced
becauee of therr sex, class, or fack of Tan-
cuage Skl suddents hase o torum o present
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their ideas and record their lives. Women who
felt that they could not write suddenly find
themselves the authors of Ivrical and poignant
stories. stories that are valued. read. and
reread. Women who have been in the shad-
ows of a middle-class city find themselves
guoted and photographed in the newspaper.
Hispanic women, whose fanguage has always
set them apart. find their stories translated
into English and read with pride in their chil-
dren’s clussrooms, Heady stuff.

A less obvious outcome aof this project
comes from the interaction of middle-cliass
college students and Head Start mathers, The
students begin to see life through different
eyes. They learn to listen and respect the lives
and language of women far different from
themselves,

One young college student was surprised
to find that the favorite childhood stories of a
Head Start mother were the very same stories
she enjoved as a child. By the same token. the
mother was surprised to find that the special
things she does with her children are not so
different from what the student recalls about
her own mother. The Head Start women
learned that these bright and imaginative
voung people are Tull of possibilities und
hopes. not untike the voung everywhere.
Their dreams for happy lives are not that far
fram the dreams the mothers have tor their
own children.

The two groups learn to exchunge ideas.
support one another, and buitd reading and
writing skills—all without a protessional
instructor or outside curricutum. Each one
acts as botly teacher and student regardiess ol
academic expertise or social status,

Finally. the most profound change comes
tthe mothers” view of know ledge and exper-
tise. Ina real Fretrean sense. these women
hecatme the creators ot know fedee threire,
1970, 197 Y they e the ewperts,

Rosa described a scene from her life in
Puerto Rico:

At this date. [ did not huve a washing machine
and had to wash the clothes in the ravine or the
river. In order to dry them we had to lay them
on the grates of the wire fence. This time [dried
my clothes like Tabways had. but with bad luck.
There were bulls in the field. When | returned
tor my dry clothes. which to my surprise were
scattered in the field and saome of the bulls had
my clothes on their horns. Tears came to my
eyes, in this moment. for T had lost my clothes.
But later T Haughed to see the bulls running in
the field wath elothes hetween their horns
resembling small flags,

There is little question that this event
belongs to the author. No one knows mare
about this subject than <he does. She is the
expert. and her expertise gives her ownership
of the information.

Ownership is the crucial ingredient if stu-
dents are to be empowered by their fearning.
When one is an expert on a particular subject.
ane has the power of that information; with
that power comes confidence and self-esteem.
Rosa is not writing and reading about a dis-
tunt place: she is communicating a slice of
her lite to a group of other women. She is no
fonger autside the fearning loap: she is a
major player.

This program represents a Fine marriage
between the best af community-based litera-
ey, current theory, and instructional practive
and the best of volunteerism. The successes
and glitches of the program belong te he
participants. The books are testimony to therr
accomplishments and to the validity of their
experience. Their kinguage has become the
fabric of their education. The voluntevrs
have learned how to beeome comfortable
macoblective project where, despite their
obvious talents. thes act as tacilititors rather
than lecturers. Thes have learned the mican-
iy ol dialopue.
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nart. sometimes the most threatening

request a teacher can make is to ask stu-

dents to draw a picture on an empty page

with no turther instructions. What is true
for art. I have noticed, holds for lunguage as
well.

I teach rst both to graduate students at the
Univer<ity of Cincinnati and to employees of
alarge Tocal tirm as part ol an estensive after
hours training program offered by the com-
pany. The graduate students express them-
sebves quite freely in journals, once they
hase realized that they will not be penalized
for techmeal ervors, Although they stifl have
trouble communicating in Lnglish, they intu-
itively recognize the benefits of writing,
Their journals are warn, evocuative. and
interesting.
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The workplace Esi students are different.
Although the group I teach already speaks
relatively fluent, albeit incorrect. Enghish.
their first reaction to the journal assignment
was i mixture of horror and terror: “You
know [ can’t write” was a general lament, and
some of the journals were returned empty.

I was introducing journals as the fast
activity of a 2% hour class. The first time |
handed out the little empty notebooks., |
askued them to write their reactions to the
class. ask any questions, or make any com-
ments they wished. The writing would not be

judged for technical competence: this was

personal mail between them and me and |
would answer accordingly. But my students
wrote very little.

I then turned to @ modet described by Joy
Reid at the Ohio tiesor Fall Conference.
1989, As a metacognitive eaercise, [ asked
my students to think about the class and list
what had been easy or difficult and what they
had learned. Given a specific task, and having
already experienced my reaction to their
entries. the workplace Fsi students began to
write more. But the writing was still choppy
and monotone,

Finully I decided to make the exercise far
more personal. Most of my classes are
arrunged around a general theme, We have
dealt with matters as simple as planning vaca-
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tions to issues as complex as crime preven-
tion. The finest journals result when [ use the
readings and class discussions as a LEA or lan-
guage experience base to which the students
can relate and react.

Now, as the last activity, Task a series of
specific wi questions based on the theme of
the cluss. For instance, after readings and dis-
cussion about American education. tasked
the cliass to comment in their journals about
their own schooling. I put a scries of ques-
tions on the board: Where did you go to
school? What did you like the best in school?
What irritated you the most? Why did it irri-
tate vou? Who was your favorite teacher?
What was so special about him or her?!

I told them that not all of the questions had
to be answered. but to begin writing. A mira-
cle occurred: the entries jumped from short,
stiffly composed paragraphs to two-page
emotionally charged. coherent accounts of
their chitdhood and school experiences. The
writing had voice and meaning.

Evidently workplace st students who feel
the support of a well defined springboard will
find it casier to get started and are able to
draw on a wealth of ideas they consider wor-
thy of committing to paper. Journal writing
seems less paintul. may be even pleasurable.
and reading the journals is  joy.
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G e neral
Te aching
Met hodology

A Nondirective
Combinatory Model in
an Adult ESL Program

ANTHONY DD’ANNUNZIO
NOVEMBER 1990

n metropolitan arcas containing large
populations of immigrants and refugees
with limited English proficiency, the typ-
ical t torial programs cannot come near
to meeting students” instructional needs. Fhe
problem is aggravated by the tact that too few
instructors have had professional training.
However, after a short training period,
even pedagogically unsophicticated bilin-
cuals can become effective tutors and trainers
of other tators. BEmploying a Language
Experience Approach ¢+ v) and individual-
ized reading as the mainstay of instruction,
hilingual tutors may break the chain of heavy
reliance upon protessional intervention. The
three bilingual tutors used in the project
deseribed here were only high sehool gradu-
ates: the assistant tutors had not even attained
thic milestone. and vet thes became very
cHective istiuctor.
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Using educationally naive bilingual tutors
and a combinatory instructional format
(described in more detail in what follows)
may prove to be not only pedagogically
sound but also cost effective. and can even
encourage these refugees and immigrants to
take more initiative in working out their edu-
cational destinies.

Specifies of the Project

The objective of our adult English as a
Sccond Language (is1) proposal, funded
through a grant from the Pennsylvania State
Department of Education, was to determine
the instructional effectiveness of a combina-
tory mode! in an adult ESL. program,

The combinatory model included the use
of a modified 1EA in the initial phase of fearn-
ing to speak and read in English. The modifi-
cation consisted of using virtually untrained
Cambaodian and Hispanic bilingual tutors to
accept dictations given in the students” native
language and immediately translate these into
English, after which standard £EA procedures
were followed.

After this initial phase of the model was
complete, students were introduced to indi-
vidualized reading and expressive writing,
The procedures were nondirective in the
sense that they required the student to take
the initiative in the pursuit of speaking, read-
ing. and writing competence in English,

Two groups of approximatety |5
non-English-speaking Cambodians and one
class of approximately 15 non-Lnglish-
speaking Hispanics received a maximum of
10 hours of instruction per week. Local social
service agencies referred the student popula-
tion. with an age range of 17 to 67, to the pro-
vram. These agencies provided space for
classes in their own baildings, or in the case
ot the Hispanics, in a soom in a neighborhood
public hbrary.
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The Cambodians were recent arrivals to
the United States who had endured unspeak-
able hardships and had not. with few excep-
tions, received any formal schooling in
Cambaodia. The level of education in the
Spanish-speaking population was also low,
few students having completed secondary
school in their native lunds.

Pretest mean scores on the Basie Inventory
of Natural Language (8181 revealed that all
the Cambodian students performed at the
Non-English-Speaking level, The Diagnostic
Reading Scales (pks) produced no pretest
scores, while the Wide Range Achievement
Test-Revised t Word Recognition Subtest)
(WRAT=R) produced a mean of pre-first grade.

The pretest mean tor the Hispanics was
also non-English-speaking on the g1, while
the DRS was less than first grade. The mean
level of attainment in word recognition was
2.5, The averaee length of stay in the tutorial
program was 4.5 months. Vers few of the stu-
dents were able to attend daily —the average
was between 2 and 3 das s per week, 2 hours
a day.

Gelling Started
The use of 11 v with 1s1 adulbts in the initial
phase of the combinatory model is based
upon the following assumptions (Ben-Barka,
1982 Cohen, TOST: Divon & Nessel, 1983:
Nessel & Jones, 1951y
Pl Tve expernences are ol great personal
value and are highly nicanmetul
Fearming to read s castestand most enjoy -
able when reading materials match language
praticris and speaking voeabolary

When allowed totake the imiatne, students!
selb-mase and learmmg chhoeney are aigone -
teantly cnhan.ed

In addition. the 1y possesses some dis-
: antages when used inadult st pro-
gram . tEmakes use of the adults” experience

and promotes reading as a byproduct of their
thinking and oral expression. Also. LEA allows
for one-on-one, personalized fearning situa-
tions,

stoadults with negligible proficiency in
English frequently exhibit stilted svntax and
limited vocabulary in their dictations. For
these cases, attempts have been made to mod-
ify certain aspects of LEA (Moustafa. 1987;
Moustafa & Penrose. 19853 With individuals
who are non-English-speaking, however, lit-
tle hus been done to incorporate the benelits
of the Lia format. The use of bilingual tutors
was un attempt to overcome the difticulty of
using LEA with a non-English-speaking popu-
Lution,

One Hispanie and two Cambodian bilin-
gual tutors were given two training sessions
on the use of 1AL For the first week of instruc-
tion. the tutors took whole class dictations,
cach student being encouraged to provide a
sentence or two on i class-selected theme
(Figure 1 After cach contribution to the story
had been translated into English by the tors.
standard 11 1 procedures were followed.

Aweek of group 1t allowed the students
to become familiar with the procedures, After
the first week all the students were introduced
to individual dictations. A cacli student relat-
cd a personal story m Khiner or Spanish to
the Cambodian or Hispanic hiligual tutors.,
the fatter timmediatels franscribed it into
Lnghish (Figures 2 and 3.

The tutors then procecded with the stan-
doard 1va procedure tCohen. 1981; Rige &
Taylor. 1979: Schneidernmun. 1978; Stauffe
FORO). The tutor pronounced and pointed to
cach word as it was written, eventually read-
ing the entire selection to the student. The
tutor next pointed to cach word. pacing the
student as they read the story together. At this
juncture. the student returned to his or her
~eat and attenipted to read the stors silenty,

16‘3 1585,




Figure 1

A group story taken during the first week ol
class toallow the students o become tamiliar
with the 1 procedures:

Wiy ! Canie to Clasy

“Feame to class to learn to speak English
becise Jam afraid to answer the phone. It might
be an American who does not speak Spanish.”
said Rosi T came to class becavse Tam atraid to
go out in the world and commumcate with some-
one who only speaks English. Tam shy,™ said
Lydia. Marisol said. ~f feel timid and afraid o
speak to someone in public because Tdo not
know if I might say the wrong thing.”

During the rereading. the student under-
lined each word that was recogerized. This is a
positive approach to word recognition since
the emphasis is upon what is known. Because
the words are of the student’s choosing. there
is a greater hikelihood that she or he will ree-
ognize them in the translated account.

When the student Jater reread the dictated
story to the tutor, he or she was again asked to
underline any words recognized. I 2 or 3
days fater an undertined word wus recognized
within the context of the story, the word was
printed by itself on a separate sheet.

The nest day the tutor used a window card
to determine case and accuracy of recall.
Words thus recognized in isolation provided
the deposits for the student’s word bank.,
FEveey word recognized in this fashion was
printed by the tutors on an index card and
placed in random order in the student’s small
indes boyv. When the word bank exceeded 30
words or so, the student was introduced to
alphabetizing and then to the dictionary.

The word bank provided one of the most
valuable sources for the development of word
recornttiion skidls and sight words, and
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became a personalized record of words the

student had learned. The word bunk was used

as the basis of a variety of word recognition

activities. including the development of visu-
al-auditory discrimination skills. finding

word families. composing sentences. and so

forth. Group activities, where students

worked together to construct sentences. ask

questions, identify the words in written con-

texts such as books or magizines. or develop _
sentences and stories, provided the greatest ’
aid to word recognition,

LEA stories carried over into group activi-
ties that provided the opportunity for verbal
interaction in English. These included show-
and-tell and group LEA stories that were dic-
tated with a view to dramatizing them for the
class. Individual LEA stories were frequently
read to the class.

Figure 2 ¥

Anindividual dictation spoken in Khmer and i
~anslated by the tutor:

War by Sok Kong

} think no one likes war. War can kil people.
The soldiers work hard. The life of a soldier is
difficult. When there is war. po one works in the
rice ficlds. There are many sick people during
the war hecause they don't have enough to eat.

Figure 3

Anindividual dictation spoken in Spanish and
translated by the wator;

earnme Enclish by Tuan Berrios

Fwoubd like to fearn Eaglish so that Tam able to

express myself better with others. When | need

to talk to someone. Fdon't want someone else to .
speak for me. Twould ke to speak for myself,

Fteel bad.
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Although hints were given by the tutors.
many group activities were self-directed.
Words from the students’ word banks were
constantly being compared, traded. and used
for window card recognition games. The
classes bustled with paired and group interac-
tion. The encounters among the students had
a tone of helpful comradery. with the more
seasoned frequently assisting the newer
arrivals.

Skills Begin to Develop

Once the immigrants had acquired some
fluency in reading their dictated stories and
had accumulated approximately 50 word
bank entries. they were introduced to indivil-
ualized reading by the wtors. under the guid-
ance of the reading specialist. As is the case
with LEA. individualized rcading is a basically
nondirective procedure. Through self-seek-
ing. self-selection. and self-pacing, the adults
were allowed to take additional initiatives and
thereby continue to increase their sclf-esteem.

The Spanish class was housed in a branch
of the Free Library of Philadelphia: the two
Cambodian classes were within a block of
another branch. As individual students were
deemed ready for individualized reading.
they were taken to the library to become
members.

After books were selected and read. the
tutors were given demonstrations on how to
conduct an individual conference. Individual
and group conferences provided the tutors an
opportunity to observe the students’ reading
interests and skills in word recognition, com-
prehension. and oral and silent reading. 1t was
another opportunity for personal instruction,
guidance, and support. and conferences fre-
quently led to warni personal communication
between the tutors and the learners. Tutors
spent time discussing current reading choices
and what progress was beine made, cheeking

comprehension. and providing individualized
instruction in areas of weakness. The tutors
tried, under the continuous guidance of the
reading specialist, to have a minimum of two
to three conferences per week.

These adult kSt students made many false
starts, attempting to read books that were too
difticult, but quickly fearned to select books
that they could manage. Some soon became
avid readers. completing two or three books a
week. Adults need reading strategies that
enhance self-esteem by showing practical
results in a short time (Schneiderman, 1978).
Although there was a great deal of variation.
the students began to use English more and
more frequently. especially during the indi-
vidual conferences and group activities, The
tutors cncouraged this by using English as
much as possible.

As the stadents engaged in individualized
reading they gave Li dictations much less
frequently. but continued their story-telling
through expressive writing, The basic
assumption here was that the most cfficient
means of developing written expression wis
to write and write—the more the better (Blot
& Davidson. 1984: Parry & Hornsby., 1U&88:
Rockeastle, 19861, The point wis to encour-
age the flow of written expression so that the
students naturally acquired syntactical Tacility
and attempted to use more sophisticited con-
structions. They received continuous feed-
back and developmentally appropriate mini-
lessons during this stage of instruction.

Atone point during the natural develop-
ment of facility in writing, for example. a stu-
dent attempted to use quotation marks, how-
ever inappropriately. The student expressed a
nced, and a minilesson on the use of quota-
tion marks was in order for this student. The
tutors were guided by the reading specialist
into making onty those corrections onis com-
pleted story that weire compatible with the
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student’s level of writing competency. Stu-
dents frequently read their productions aloud
to the tutor, to a group, or to the entire cliass
(Figure 4y,

Some of the students becime proficient
enough in English to become tutor aides and
were paid tor their services, They were par
teudarly usetul in taking 11y dictations. With
the continuitd How ol new students sent o tis
by the contractual agencies, they helped
avchimate new arrivals to what might other-
wise dave been an mtimidating sttuation.

The vomhbinatory expressive instruction:l
approach mcluded an emphisis on encourag-
ing the students to express themselyes
through class presentations. Tt should be kept
in mind that 11y, individuahzed reading, amd
creatise writing are in themselves expressine
in natuee, The students casily moved mto
other expressive activities, such as reading
their 11 A stores to other clissnuites, relating
cxperivaces, stonvtedfing, skhits and dramat
cations ol i English, Muost of these activg
ties were suggested to the titors by the
students
The Program Proves Suceessial

Fur both the Camboduan and Hipanie
popubations, the posttest scores on the o
were substantialty hegher than their pretest
pertarmance. The Cambodian students’
postiest pevtormance rescaled that they
achieved a mean score in the Fluent fnglish
Spedaking categors, roughly comparable toa
ty pical Amcrican fourth-grader, which we
constdered eveelbent tor speakers cominy
from a totatly nnrekited language back
ground. The Hhspanie population also
adsanced o the Fluent Bughish Spealang cat
ceors, rouvhls comparable toa tvpreal
American htth erader

The mean poatieat orem vond tecosm-
tion ton the Cambodian popalation on the

Figure 4
Creative woiting by a Cambodun student afrer 3
monthis of tnstraction:

The Sy by Ly Pa Khan

' Cambodun, e bived m Aaerica tor one
vear, When the wnter comes my health wwoays

changes, This vear, Thave o bid cough When |

ik hard, Talways cough,

Astan people dislike the chimate in America
bevatrse they hive no snow i therr countries
Amerivan Kids like snow.

W e the spow talls down at niyhit and Tlook,
theough tie window b seenins hke s daytime.
Evervthing can be seen

Fdon'thike the snow because Famnot bsed 1o
st Some American people don't hibe the stow
cither.

wacvE ko was at the bepmmmg of the tnrd
grade, winle their reading petformance on the
pes advanced o the 3.7 prade lesel For the
Hispanes, the posttest word recoenilion
advaneed to amean ot 6.9 whide their read-
ing tcan incredased to 3.7

Fhese sipniticant resalte wese attaned
duspite the faor that instructional time was
shott: The wiean tength o stay in the progiam
wan 55 months tor the Carnbodians ansd just
Fess than 3 menths tor the Hhepame students

Benelicldd Byproduets

Aside from their role as instructors, the
bilingual turors sevved other essential tune-
tuns that mas have contributed to the <tu-
dents” rapid gains in speaking, reading, and
worrting Boecause they shared the same back-
eround with the retugees and immigrants,
brlsnvual fators helped o assire an aceepting,
nonintimidating atmosphere that increisedd
the ~tudents” desire o reman i the progran
Fhe use of such nondirectny e strategre s as
peecindiadnahized readines ol eapresane
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writing ensured ahigh degree of personal
interaction amony the students, tutors, and
professional stalt. The pedagogical and moti-
vational advantages of such personad involve.
tent have been demonstrated (Bovd &
Muartin, TS5 Clabbs & Bels, 1985 Johnson,
FOSS: Miller et ul., TUSS),

Since 1A, individuadized reading, and
expressive witing tostered the disclosure of
persomal expeniences wiich reseated the inti-
niite needs, interests, and coneerns of the
students, the interaction between then and
the tutors bevame, through inservice demon:
strations, a Roperian s pe of nondirective,
incidentat counseling (Corsini, 1970y,
Becanse ol the nondirective nature ot the
instruction, the content of winch was so
closely related to peraonal exporiences. the
ttors were able to enter into e phenomenad
world ol the students.,

Many of thewe adultictugeees and i
crants have had experiences thit undermined
therr < cnse ol personal worth, These stadents
needed to estabhshan awareness ol amd ot
e their owg eypericnees, Nomdivective
tstiuctional procedures that atlowed the sta
dents to take o great deal of imuativ e tor then
fearnmg, the opportumty toovent they person-
ab problems i a sale amd aceepting milee,
and the use ot bilingual instructors who
shared the stidents” exvperiences, albisssted
i providine for benehicsd prowth

Riefetenoes

Ba hoortoncor Natoal Lanctergo vd v
San Beviandie, 80 Checpomt Systems

Bon Barba, MO rtos?y g
e wibiy con-leorate o adeleacents Ao o
dv A Theas Repont ren 230 51y

Bl o Davadeom By edvisdy Woer e gdy
e NCu Yo N chne Hheers

Boo L H D & S B v S mah Do sy
bor thy ety oot g o e b prend e
FRRSNR TLATSRETRRYS U1 1 S VR A CT AR S TR
s

R AR

soametho bobe oy e

SR
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Ciabby JF. & Bels, EJO01U8S), Paychological
barriers to learmng: Approach to group treat-
ment. Smat! Group Behavien . [eg9)y, 525- 533,

Cohen, JO1O8H. Vveading and writing program
wainy lanciace experionce methedologs amony
el 11 stidents o a basne education program
Washiogion, DO Ohee of Vocational and
Adult Lducation,

Corsim, B OO Crorenr poclintherapre o asea,
Il Peacoch,

Direnontic Readory Scalevion o 01951 Monteres
CA CHYMeGraw - Ehi

Prvon, C 0 & Neaseh, Doolus b Langaagee evpernt-
vice approack to reading cand wniting, In
Lancuace experionce readinge for second fan-
vt re fearners Hlayward, O Alvraany

Fodison, PO 0BosSy Undentanding veading dis
anhite N case studs Havard Ddaational
Loview SSe 1y 177,

Sl GEoctal orussy flelparee adudt fean
st e condy Ciiversaits Pack P Tnsitute
far the Studs of Wlode bateracy, Cobleee ot
Pducation, Penn v hvanie State Univeraty

SMotdata, MOeEoRYy Camprebienatdempateor e
Lapy e expericnee approdch N leneterm pey
spectise The Roadmg Fead e s, 2700 286

Munstate MO & Penrose T abosss Compre
Bensebde mpat o~ the Tang vaye spatiemee
appregch Rewdimy an-tractoan tor hted
Fochish speabtvny saadenes i Reandine
Poonohoe, a5y b ()7

AUTCORY B I AYTITANINY N KA S I RTINS IR VA
froer appre B oprcdhee Y bgedbooat b
foc b New Yk Feadh s Ondlepe Bie e

Parn, 1A LK Homshy Dockoss Wogte e Voo
Fercnocapgoea b towetn Fortanonth, Wi
Homemann

Fivw, PoX Tandon 81070 Atwenty ane vew
oldbooms torcald Fodhnd Lol onb 8250

ook asthos v N busts Sothige succedds Bk
sUcvsston Scwe e wnd Childrer, 2000

Schocudenman, Pooto™=0 Nomnve re shine twoeh

incthod Bep nstog e

ob foc bt dliteeate wdubee Focboe oy

VIR A R AR

Stenttor, B

P S5t is bk

[ AR T N TP AT LR T BRI

LTI ISR AT S o)

LTI ANN

I A T N

o Yerk Henpor s Ko s
L e T S T L FE N RO
IS R T TITUET TN 't N B
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T e c huwology

"
\ middle-aged man waves to his friend across the street.
'T'm going for my compuler lesson now.” he shouts as he
enters the public library, In fact, he is learning basic reading

skills with a tutor: in his mind, however, he is learning a

"

modern shill that will help im reteain for the changing job market,

S ASkoy & Crark, 1991, v, 434

et s ofter adult students a nes

way to dearn, a was that was not

avaddable oot of thene when they
woechildren s section explores the waes
of compaters o adudt litcracy proerame
cpensactth Whon qord Clards puece e
cttes advantazies aad disad amtazes of uane
commpadtors e adudt deecracs procrams and
pronedes g mariocof avaable sofes el
with pichlecher adesses ecerrentas of Vhan
et the date of the o ticbo s oreanal publi

ARV RN A | AN A YA

RV RSN TN

list of software in the context of a disciession
of the v seaes b ntons of literacs i a il -
lterate soceets Stll another distinet live of
softire s provided I P can and Soatr a,
thes eme diffcrentiated by lovdd

Ihos b be lioped that researclvand Hiera
e e adilt biterao v ot s oo b
cplore the wse of nower wechmolacies s has
fsor disos, cioveonds i bopoonicdui

Kelerentes

oo N WLk C !
ot e e
sdodad A

!f‘lJ/A /uvr'*.w
o hnd ot Reshee,

T gty
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Techunology

Using Computers in
Adult Literacy
Instruction

FUNICE NGASKOY
Civby Jo CLARK
Marci 1991

mnddle-aeed wan woave s to b

tnendd dcross the sticet. T m pomye

For my compater essom now,” he

shouts as he enters the public
behvars. I tact fre s Tearmmyg basie readimg
sktbs with atators in b nnd, however, e s
Fearimyg a modern shdl that wll help him
petrain tor the changing job marked ook de.
Pos b Stmdarly o singte mother of several
voung chitdren torccenvomy hileracy tn-brue
bon by compuiter, pght at the weltae olfice
Sheoto s acgpnnmg the basie skl ob read
i wooung, and math whide preparing to
CRECE s tdeproces s g R niny progran,
Althoueh fearming to read tocher chitdren s of
paramount importancs o her at this tane. e
veentuathy wants toenteraclenal e
hecorye sclbsuppornne

andd

Computers ubber the e adalestwdents o new
Wt B loarn, o tan e s asavkable o
the o ~<hoot dnbdren Ndvantares and dis
adbccntacss o conpetter based g tien

P boen commeretob chaow hrere o &

Turner, 1989), but the following list offers o
stmmary.

\dvantages

Privacy. Only the adalt and the teacher or
tutor need to know the actual Tevel at which
the teamer is working. Once the adult student
fearns how to operate the computer, she or he
can work independently without anyone
tother than the teacher or twtory knowing the
program’s fevel of ditticulty.

Ddividualization Instruction can be o
Jored to the adelt student’s needs rather than
to those of o group, The teacher can indnadu-
alize not ondy the pace of fearning butabo the
content and presentation to suit the needs and
mterests of the student.

Achesement carns, A number of research
stidies ive demonstrated that stadents maihke
better-than-average gains ihrough vwe of tech
nology C Ak oy 0RO Avkov, Maclay, &
Bacder TOS7 Mackey & Ackos, TORT, JURN)
Although Clarh QJUS 4 cantions that achicve
mient grans anas ot be related to the medium
ol imstiuc o but instead to content, adoption
of computen technolopy cases teacherso o
rethink the corneulum, sohich s a positive
steprand venerally feads to better instincion
fRapaanas, Dovghas, Willlamaon, &
FeMon, fasy

Costoettectnenosy AN extensive craluae
totr o an urban technology and biteracy ven
ter Tias sevealed that mstractian wigh comput-
cis v neomore expeosne than trarhtionad
mstruction Churner & Stockdill, 1987y Ined
ditton, o b ger nuimber of students can be
wepsed thioughou g techndoso i pestiue
Hon

Comtred ot fecpnees Adolt stadent cradu
alby tabe contied o she feanmme ataation o
they becomne tanwlu wath the compiter. and
Subeequent chanees mothen atttude < abony
thor Shee s han e bovmde mmente by Asbos &
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Brown, 1988 Lewis, 198Ny, Controlling a
computer seems o lead o sense of empow -
cimuent Yor low -titerate individuals who prioy
to mstruction otten teel that they hase litde
control over their own fives,

Flevebthiy an scheduling While the use
of computers may not eliminate the need
for group instruction, it can olfer opportuni-
tes Top instruction i a student’™s open time
sdots, somethmg whicleis partieubarly unpor-
tant lor adulis who are oveling mudtiple e
ponsibsilitice,

Open entry, open et Wlide classes may
opetate onareprular <«chedube, st s comton
for adodt ctadent oo need come Heabihiy,
Instructional use ol computers enables teach
cos atid tors to start whaere students Teave
abt, sav g valuable time tor eversone. St
dent records can b casaly stored en compiter
dish o contidential and convement inean ool
rebamry studend data.

Vitedern swas o lcarn tedhmelosy o
vevolubiontzmy the workplace. bsness,
rdus ty, and labor erpaiizations look o tech
notoes to aprrade workers” ot A tasthoan
technedorsy esists i the seedern onnd ¢ Tak e,
s by, e can hetp adult students owve
ot technes obideguae s o s appreadch
e b o eanmne hoaae shlls ol e, 1985
Repeated use of cotputers feads o computat
Brecracy and provdes aomeans of beae <kalls
HsTichon

Disadvamages

Charece bechuotoss s constanthy Cang-
e What secimed Ushate of the art” seseral
cesreare e now deomd Tprmtne U Cuon
netat upora e o neceears fo ke advane
tae of the boatrhat techiolosy b tooller
Fleener, PSS

Foacioobevmparifules Lk o compatibihy
ty Bobwcon toachme mabesadentihoating

mb ot appresiate oteare ditteode U

| ¢
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ot soltware evaluation gurdes tdeseribed
below) helps wdentifs software appopriate tor
a given computer,

Cose. Costused o be amajor barrier to
ptrchasing comiputers tor instruction. Fortun-
atels, costs hive come down, making com-
putcrs attordable to mostliteraey prograsns.

Pressure to mabe vapid decisions. When
money Tor computers cotes Trom da unes-
pected wandtall administeatoss st olten
“use 1t o fose n Insteid of making caretul
plans, v hinch shondd precede ans purehise,
they miay Ladd pres toasharp salesperson who
does nobalway = have the bestinterests of stu-
dont s nnnd.

Lack of cypertise N traned resodree per-
~on needs to beavatabde to et up the equinp:
ent, to e mimer madtonctions whoen they
oceut, and, most important, o ra teachers
amd totor< i the use ot e computer. T
person also needs toheep up wath what s
Fappenig, not onls teampuoter technology
bt abso i adult Biteracy, sothat equipmeent
amd softe are can b upyraded

[ack of iy Untortunatehy, when pro
st adimnistrators dectde to adopt techipol-
ey (e iably computers tor s tiucbiom the
Lt oonsaderation - u-uadhy ardware and
ot sobtware Oltent s atter hose aatid de
Cistons are tnade that the admmstaton real
tze- that tead hers and tubors need tobe tramed
Tastead of trarnrre Beany the st stepoi s
chen an altertoeredn

Irappropaeate astra teen Mosbinstioe
tonad ~oftware s destgned tor children. How
cver iy provrams mas be adapted o o
woith adutt b care v ewerte b in the way thn
are prosented. Many mstiucttonal games can
b et the craphics are not oo obvion- s
Chrbedishe S ot bandig 1= b comag v ail
abbe B oo pesnenctomad proveamsmne,
vertdor e prosluo e more appropiiate
paterab s Aol e icarer e o b etk

S Ry
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in making the needs of their students bnown
to vendors,

Curvicualwm mteeranion. 1t gakes time tor
any mnnovation to be adapted and adopted in o
focal program. As such, use of a new technol-
ogs s often viewed as aspeciad event rather
thim part of the ongoing curriculum. Teachers
miust become so familiar woith tie instiuction
al materrals oftered via the computer that
these miaterials can become part of the roatine
of fiesttuction,

Role changes When students ise comput
ctsand hase control over their personal learn
g acendas, ey become more independent,
Sonetmmes teachers and tutors teel displaced
by the technology . Training can overcome
these feehmyes of displicement and give
Stractons an mportant rofe i instruction
tHiv e & Ashoy, TURS)

The Softwine

Computers e tmdmy themr way into adult
itvracy progeans ol all ts pes, Sometimes.,
hosever, thes are not being used to tull capa.
A major conaplinmt from teachers s the
Lick of appropinate soltware

One resource s the Adult Literacy and
Fechmotogs Project tadminetered b People's
Computer Co. bne L 2052 Rishop Diove, Sae
IO7San Ramon, CAWIERE US AL 1S .80
A20th which ofters anntal soltv e valuae
ton vindes and quattersy newsletters The
project also sponsors an annual conterence at
shich the et recent solware is displavd

Another resouree is the indey matiiy we
have created as an aid (o teachers ol wiults
whe need toadentiby relatively inevponsive
sobtware for use with warious 1y pes o keun-
ers. Phe nustinsc appaats on pace . §71 FRiy

Wo particulardy Tavor soltsare that can be
custonized or that provides minr-outhorng
svsterm s b ob ottare albea s eachien -
teecnter the voabidars andreading inaternal

needed for the particular target group. For
example, some progrioms cin be customized
with vocabulury and sentences relating to
parenting or o wond-processing for the young
mother on public assistance. Our middle-aged
Man preparing for g new career ts nore mno-
tivated to learn when technical vocabulary
needed tor @ job-trainmg program is ineluded
in the sottware, Our workplace iteracy pro
gram that prepares state transportatiom work-
cis tor the Commercial Vehicle Driver's 1
cense exam uses Word Anack Plus to teach
technical vocabubary. histead of vocabulary
such as hridal twhich is in the general pro-
crann, we were able to teach anrenna und
vehicle in contextually refesant sentenees

Outstanding Software

Our tntent in presenting this matrix wie
et to evalvate the quadits of the various soft -
ware packages. Rather, we mtended 1o create
a vt tnenddy matres that permits teachers o
seeataglance how specttic commercnal sofi-
ware programs gy be useld We sueeest that
teachers request preview copies betore k-
g purchases to detesnne il the progrum is
apphicable to their students and it is of ap
proprnte guabity, Nevertheless, we lase iden-
thed atew outstanding programs, based on
the crnteren of beine most uselul in instruction
andk leastditheult to use. These programs are
notesw orthy for thew design and Hexibility,
and some ofler the option of wacher input

Indevedualized Tessors A mim authoring
syotem allows teachers e ereate their own
computer o print activitics Several vood
preces ot software with this capacits are £-/
Priot 1 Npethor e Scarcm, Indierdual Study
Centero s Leachey Option (0 camezor, and
e Sevrann, V{l/n/r(-z,

Vocubutary SEAE Bemy able fo costorze
soltacne with the vo_abulary of the v
place oo by Hteracs proveam 1 oa ereat

1-?1!‘,{-..
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advantage, Coustomizing also allows Tor indi-
s idualization of the course content to the stu-
dents” gouls and needs. Our selection includes
Create Lessons, Lucky 7 Vocabulary Games.,
Penn Stte Adult Literac s Conrseware, Square
Pairs Vocabudary Challenee. and Word At-
teack Pl

Writing vkl Adapted word-processing or
Wity sottware can provide students with
real writing expericaces, such as letter writ-
tng or heepiny journals or fogs, With Penn
State Xdult Diteraoy Conrsesare and Suceess
with Woitine, the teacher is able to aecess the
stipdents” files to read journal entries and
make conunents,

Muath skdls. Nath exercises are most rele
vant and helptal when the students are work
g with actual problems, such as those trom
the workpliace or those related o lite shilla A
hes tomotivating students v to provide 1e-
Tevant and real problems, The following
programs are possible selections: Carees
Stloetic, Cookine and Bukine Series, Pie-
vewattionad Math Review  Socational Matl ter
Automotive Jochnicans, and Vocatronal Math
for Carpeniter s,

Teachers mivht start soltware review with
these programe, keepryge i nd Uit no soft
ware progeam will be usetul teeevery student
or all hiteracy progranis. We have chosen o
focus solely onanstructional softw are pro-
wrats o thes st simple word-processing.
database, and spreadsheet programs can also
be used to tritor wostraction to the needs of
indrs idual students. Publications, - uch as
Poltab. ~ the Reading Woiting Teadher's Wond
Procesang Companon ¢1O59y can cunde
teachers i how touse these tools i edalt it
CRICY s trachion

Interpreting the Matriy
In the matns, the mles of the soltw are
proveane are histed mohe colunm o the Tar

left. The next column, Teacher/Tutor Tools,
mdicates whether the program can be cus-
tomized or whether it has a mini-authoring
system: customized programs allow teachers
to insert special vocabulary in an already
established program such as an electronic
eatne of Tingman: mini-authoring systems
dHow teachers to devise their own lessons,
as in the Individualized Stidy Cenrer soh-
ware which provides on-screen prompits to
help those who have no programming expe-
riciee.

The nest ecolumn. Assessment & Shills,
indicates the skills assessed or taught. The
Content column is subdis ided as foltows:

I. General basic skills content is basic
Shills material that possessesa hiteracey or
informational content, rather than content
derived from aspecitic occupation,

2. Workpliace basie shills reter to thow:
taught in the context ol a job, Aweacher might
vive the A altwral Math Lieor 1o students
mnterested m tarmng-related occupations,
rather than encouraging those adults to learn
from un application that provides only gener-
) hasie skalls content.

o dob-domain related skilis reters to con-
tent related g job or profession thit is not
ficcessarily basic skills matenal, such as typ-
g skills tor clerks ind knowing body paris
for healtheare workers and rules of the 1oad
tor trick divers.

Thie rest of the categories should he selt-
evident. The numbers in the far right column
indicate where the software programs can be
obtained and correspond to the numbers on
the list of publishers in Figuie Fo[Note: These
ad fresses voere current as of March 1091 )

When using this puide, never automatical-
Iy disregund soltware because of posable im-
it <uch s the following:

e
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Adult Software Publishers/Distributors (U.S.)

Figure 1

1

-

-
>

VAN

The National nstitute for
Instractional Matenals

120 Drittmicr Engineering
.

Athens G\ 306102

JO4-5342-2580

SAvademic Thetaps

Publications
20 Commeraral Bivd,
Novito CA 949 19610
SO0-422-72449
aries Internation.al
PO Poy |28
ndiun Rochs Beach T
31635-0128
KM 13%-20 1

s, ne

250 Fairlee Rd
Wilmington DL fus1n
ROK)-545-7760

Carcer \ads

20417 Nordholl St
')L‘p!, YA
Chatsworth CA 91T
RIN-341.2535

. Conduit

The University ot Jowa
Ouakdale Campus

fowa Cay 1A 82242
Y. 3354001

CConover

PO Bov 185

Omro W 34963
H11-685.53707
Continental Press

320 East Bainbridye st
Flizabethtown PA 17022
SH1-233.00759

CDavidson & Assooates, I,

3135 Kashiva St
Torrance €8 DO505
A0 556 014

10,

13
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Design Ware

185 Berry St

San Francisco CA 94107
RUN-S72.7767

Lducational Activities, Ine.
PO Boy 302

Freeport NY 11520
80015 373y

- Fducational Technologies,

e,
1007 Whitchead R, Ext,
Trenton NJ OROIR
OOY-8R82- 2608
Fducalare. e,
1 Cyeare Plasa
Suite 805
Dubugue 1A 520019990
®OD-S53.45858

Horve Pubbishing

Changing Trmes Educanon
S,

00 York Ave,

St Paul MN 5510

NI 328 1S

CFocus Media Tne

S0 Stew A\,

O Boy 865

Garden City NY TES30
HH)-045-898Y

Hartles "~ Coursewane, Ine.
Bov41v

Dimendale MEASK2
SOHE-247- 1380

. Houghton Miithn

PO Bow 083

H nover NH OR755
OO N 3NN
Tdeal Tearmng, Ine
SO Roval Lane
Suite 130

Iremg TX 75003
MERAU RN DY

L TGH,

v,

0.

26

G12-445-2690 (NMN)

Institute tor the Study of
Addule Literacy

Penn State University

College of Education

204 Culder Way, Suite 209

State College PA 165801

$i4-863.3777

INand Soltware

Boy 100

Lake Grove NY 11755

S16-385-3755

Learnmg Unlimited Corp,

6312 Baum Dr., No. 1
Kuosville T 37910
SO0 25) 4717

Marshmedia

1’0 Boy KOKD

Shawnee Mission KS
66208

8165231059

BN

00 Lesmgton Ave N\
St Paul MN 55126
(] 2-481-3500)

- Micro Poveer & Light Co.

F2810 Hillerest Rd.
Suite 120

Datlas TX 73250
2158230620

- Milhiken Publishing Co

1100 Recearch Blvd

PO Box 21579

St Louis MO 63132-0579
4904220

Mindscape. Ine.

Educetional Pivision
Dept. 1, 3444 Dundee Rd,
Notthhrook T 60462
RO 108K

tontinngdy
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Figure 1
Adult Software Publishers/Distributors (continucd)

27 Morning Star
PO Boy 5364
Madison W1 53705
SIH)LS33-(1445

Corp.

28, Optimum Resource. Ine.
10 Station PL
Norfolk CT 0ADAR
B00-327-1473
29, Queue, Inc.
362 Boston Ave. 33
Bridgeport CT 06610
8”()_"]"_"‘7 "_‘

30. Scholastie, Ine.

PO Box 7502

2931 East AeCarty St
Jetlerson City MO 65102
BOHE-54F-5513

RES

2898

A1 Softwriters Development

4718 Hartord Ril.
Baltimore MD 212149908
8O0-451-3726
2. South-Westemn
STO0T Madison Rd.
Cincinnati OH 45227
ROD-543-7(40)7
- Spin-A-Test Publishing Co.
3177 Hogarth Dr.
Sacramento CA 95827
O1H-369-20132
Sunburst Communications
3V Washington Ave,
Pleasantville NY 10570.

35 Teach Yourselt by
Computer Software, Inc.
349 W Commercial Su
Sutte 1N
E Rochester NY 11445
716-381-5450

30. Teacher Suppuort Soltware
PO Bux 7130
Gainesyille FLL32605.7130
X00-228-2871
37. Ventura Edueational
Systens
3440 Brokenhill St
Newbury Park CA 01320
805-4UY- 1307

8MH0-3431-1934

» Mude tor children—As Tong as the pro-
gram is notinsulting or childish, itcan
be used sueeessfully.

o A grade fevel too high-— NMany studies
show that students can read technical or
work-refated material at several grade
[evels abose their tested ability (Dichl &
Mikulechy. 1980,

* Generic in content—Betore deciding
aeainst such i package, try to determine
if it can be customized to students” needs
by inserting specialized vocabulary and
content.

We hope that by using this guide teachers
will dicco er that computer softw are can be
an cftective toot for enhancing instruction,
This matrix w i enable adult literacy practi-
tioners to receive the hest vilue trom the soft-
ware purchased.

o1

Q

RIC

PAFullToxt Provided by ERIC

Refercuces

Askos, EXNCAOsoy. Evaluation of compatrer
cotrsewar ¢ for adult becooune roadime it -
fon o corrocitonal settine tFinat Report,
Unisversity Park. PA: Institute tor the Study of
Adult Literacy, Pennsy Bvania State University.

Ashonv, BONG& Brown, B OO Attitudes of
adult Ineracy students and ther teachers toward
computers forinstricton Betore and albter use.
Yearbook of the American Readine Forum.
Muncie, IN: Ball State University

Ashov, BN Macky, COML & Bavder Bl (HuB7),
Fenn State adult literacy comseware Ipact on
parcnts and chiddren tEmal Report. University
Park, PA. Institute for the Study of Adubt Later-
acy. Pennsy hvania State University,

Ashov  ENG& Turnen, T oios9y Using comptters
for teaching basie skibls to adults Lifetony
Learnme, 1260, 28 1

Brder. Boo & Askov, LN HH9RR) e of computen -
asisted mpractiooywatht dosplaced workers und
volinterr o tlnal Reportr, Universaty Park,

551“1'?4‘




E

PA: Insutute for the Study ot Adult Literacy.
PennsyIvania State University.

Clark, R.E. 1983, Reconsidering rescarch on
fearninyg from media. Review of Education
Research, S3udy, 445459,

Dichl WAL & Mikulecks. L cbuson The nature
of reading at work. Sowrnal of Reading. 24,
221 227

Lewis, L Cossy Adults and computer anviety.
Factor tietian ! Lipelone Learmng, 118, 5 X,
12

Maclay, COM L& Ashov 1N O1UST ) Computer -
aided instruction tor Mo and Dad, Iysues in
Scoence and Technolooy, e, 88 92,

Mactay . CML A ASKov, EONC0198%). Compaters
and adult beginning readers: Aivintergenera-
tonal study Litclone Learne, THS), 23 35,
2K,

Q

RIC

PAFullToxt Provided by ERIC

Papagiannis. GJ.. Douglas, C.o Williamson, N.. &
LeMon, ROCV98T Information tec hnology and
cducation: Implications tor theory, rescareh,
and practice. Ottawa, ON: International Devel-
opment Research Centre.

Pollak, P. (1080, The readine writine teas her's
word processing companion. University Park,
PA: Institute tor the Study of Adult Literacs,
Penmsy Ivania State University.

Turkte. S, (1984 The second solf. New York:
Simon & Schuster.

Tarner, T.COCI98%), An overview of computers in
adult Titeracy programs. Litelone Learnine,
TH&), 913,

Turner, T.CL& Stockddt, SO thdso (1987, Lhe
Technoloey for Literacy project evaluatton, St.
Paul. MN: St Paul Foundation.




G L] AT LY 0 AL S ) O L)

Jit

OB O ulaann

20}

Tlodivlegped Unl sl Qe G0 ol s Taitty,

] w2

fLu iy et
EREYIEVL.S IR B IR R €|

e -G

[T IR SVENVIRD RR R N ¥

LITGTY 0 SLL Y

cau afenBuB) Sty

CLOL T
pyisagong

sUg 95.gw
NS .C, Eu Buy

foegynopiroay oy

OOl s By

Buptay - .o.burp3iroy

L P O ielat S DL 0104

S6v

A L

B

AT

TE T

[
5 2

LR

w0DL 3 GR

)
RESEEY

traas
LB ey

J&

SHruY

- S

[SERAN V¥l ¥

S Totes

lemyjog

SIS dtseg Inpy

B ase[dyIoa
ju xapuj

sjuauwiainbay walskg

poyian
uopons Uy

aluo)

S[IINS 7 JUILSSASSY




NV AdOD 1530, |

[Ty N TRR NPT RN A C IV B ERIVY ST DI PRV G O oG b Sl e el 1y,
G Ui AS1iBi INRY JO APNRIS Syl W) INEY) G )

a . S AGL0IT DA
op b

' . LR
€. .va Topy

23,0 § NS
£y %0

ce bu oray o009

Sr 485 ulig
LGy .aMO0g Bt ©)

3B AT NGUDDY
eliunbue 1ol w0y

whcup.ogpeoy

LesdglLltiry

niced 7 3

SLTLCO
D36 Bule el

LCIPLOUDT) LU
AT rQrach 8.0y

DL
iV i;:

AlLm)jog

SIS Aseglinpy

» aedyiopz
JO x5pu|

NG g A
LS Ne . T
[N TR

WalLCD T NG § TiaLan)
L wig

(ohualc.Lon g

poulew

sjuswesnbay waesg uoponAsUy}

juajuon S{IIMS 7 1UIWSSISSY

RUoLe ||

Aruitoxt provided by Eic:

E\.




10INQUISICAIBYSHGNY

[=2at}
ag Nt ]

16
16
i6
1]

ysooey

08-SyL

810p0WW0Y

Apur |

W

System Requirements

o|ddy

$8,2274 ¢ Sowry

c
S v
'ﬁ o uoHEINING
]
) D
£
a%0vig ¥ ’
152

1331021098 QOF

Content

PaE;Fy LITWOQ GO~

SING JISPQ BITIAMWIS Y

MVL RV R LI TR Ny

Boid sing € die0wa))

buraom-Laqs. g

buurapy g nadg arezp,

€usomuon Bu g

wwwernt.,

uoiaaGardwo) Bupt oy

Assessment & Skilis

PN Y ARk
v Eunasagbuprey

ER

swarsds Butognt iy

eacher
MTutor

"

BT

Index of
Workplace &
Adult Basic Skills
Software

S

=
=}
<« {
)
%

c

B

Erreaa~d 4,

N
A

5

RURYY

roe

i

B

L]

senptsa barguage

P
0 3&Bas g

Pgy-as
1

Career A h e
Crogmard Mage

Adsr-zed

Co
S
0
Ar

G

D
I~



631-691 U U0 JAYSKGN §0 151 SY) O} 15421 LWNOD ICIAGINGIQ/BYSIIGN JY) Ul SIOQUINN,

PRI THEY
RIS uua "Aaeial unpy jo ApniS ayl 0] AININSLE 6861 - Sy g Tl < wrddy s 10y *

JepLaed

{0 A o
91 ‘ UMQ INUA Tuid
sng obu-g

91 0 MO IFCA Tulid

#3\0Y
Uie, N 'PLOjBICtAdYY

0,EMBSINCY
WPV OLBIS Ludd

Buisiny

suu"180 55 W

$£84.50g L SLOIPTUIS
soindwes)-0s0

SWi3] £.0L39
ABojcunual TIPaN

5,58, JEN

- )

useld - v - EN

SOWED
AsBjraeooA ¢ AXOT

L3
BT
ST

B

aZoISNY o O

k-4

a1eM}j0g

SIS Jised APV

2 dde[dyioM
}0 xapu]

3
Buaros waqou

-
Buron ® 109G QUIOA ‘ O

83UTTI Y .
rewwwi;Bunup

a23rg
#ID.TD T
Buisodwon B supg
sisf|euy [RandANG
9 Bupoonaq buprey

g Phe
-

DardY L TLCQ-Qor

43,
swalshs Bunoyine -y

S{IMS SISER 8IBURION,

uoisuaysidwonSupeay

WAWOD SIS g ILiousy;
-Goid siiig g eardwon

-

sjuaasnbey walsAg :Mw%hw__nc_ Juajuo) SIS ¥ JUAWISSESSY

o




CE i

Py EPTy
sobpan by tay

AT Y S Py |

afecfipras gt
R I PR

L SR
'

Ly Aoy

WP on

[ SR AR

o) 01 LB ORI

200 006G OCGQREOGEE

[ D N AN N - N

e arpery

P

neands b

sjusuiainbel wolsAg

poUlen
UDN9INIIsU)

U0y

SHING

B LRSS OISSY

5[0,
oy,

Jayoee |

Armijog

s{Iis tseg npy

7 drjdyiopg
JUR BRIV




=
t

1 H
T. A LI
. PR L
[ . _ [ i
pasew—— Jrmowr b aganntt
- o | ‘® °
N H 13 -
B : “ ,. v o Rl N. a i .A “
1 " ” ; B e, _ v AL B0y
K ; . NN A I I I R SIS SRR
? i B P B s ) 19 v [doau Ay
: s . 1 )
N . _ ! ; J0 Yapug
‘ " - (1Y)
ayle
o sjueRnbey) weisAs :%_ naw IIEHIDN) G R IULLISEesSY 0y,
AELTRAT 1oyIey

PAruiToxt Provided by ERIC

E\.




TITe T EEEE S —
— j i : X
- . . M et
ki od .
| . . LA T
B e P P -
o ® o : o
y T
18 ®e | ® | | T
1 ) o
A ® e ® A —
- - ‘ i
| ® o b T
4 . . ’ . ’ « ! ¢ i
o R 1
'y ' . . . . . .
— - | -
HBA] Uiy
SHIS Hsvghinpy
. LA RUTILTONN
; 1 wapng

SlUBLaNbAL WAIS AL

panjay
ualamisu)

1eiues)

A B LUILINEISRY

SO0
ony,

1814989

C

PAFulToxt Provided by ERIC

Q

E



TAYVAY Ad0D 1S4 (.51

1 "'!
9l

( 3K 2K

3

@
g 50250600 €9

H
i

°
®

1
|
4

€6 o o

e 9 ¢ 0
[ 3K )

FOUIW . I il
hanari JuwiLa:) LR AULLII LI 0iny.
1R

sluuainbel walsh:,




3 3K K |
L K 3K 3K
o

p—

il

i . i ‘ ’ A T '
e -
o |
: _ . vt
e . ] _ - S
; ) : N . . : ” i > 2 mu A , ) '
.;, ~ h, ...u ‘ :< ' ._ . s " . - _-:..)»::r-
. ! : ) ' » . : . i . R
; ' ! ‘ _ R R N SHEYS 21U Py
o o I R ISR OO N I : m gl
. : , v i’ H . - o, 3
. » . : 5 M w _.< —; r..t._—
' ! R
:

LIS
NN )

. sinewannbey weyshs; W) A § IR RS Y Ny

ITOBLRY

PAFulToxt Provided by ERIC

E\.




L8l

A e T R R D T R NPT I R
]G Gt TRERY 0 LIS eyl s ur,

wliuel T8

20,06

- 1900 8 8 0 0

-

JEMIJOS

SHING DR HRPY

w aw(dying
jonapu]

L S

Wy y
Taa Yy
3. ol

5]

pouIsp ; _
sjudwIINbaY WaSAG ONONNEU} VLI Fo) SIS B JUBLLESASSY ;%M_mm._

4
LU




Technology

Adult Literacy in a
Multiliterate Society

SHERRY HirLL Howir
JANUARY 1990

here are those who t that ours
is @ postliterate society. They fear
that hookys are being replaced by
technotogy and media, They be-
lieve such innovations as computers will re-
place the need to read books to gain informa-
tion and to tearn, Just as in the Phacdrus
Plato feared that the invention of the paper
and pen to record ideas would destroy the
oral literacy tradition, writers such as Neil

Postman (1985) fear that the inventions of

television and computer- will destroy our
print literacy trad tion,

We once were predominately a preliterate
society, but with the invention of the printing
press. we became primarily iterate. The
availbility of the computer today is changing
iy into a multiliterate society, one in which
we learn and take in information in many dif-
ferent ways,

Instead of fearing changes and decerying
the passing of traditions. perhaps itis wiser to
understand technological innovations and
pradently use them to Lacilitate and perpatu-
ale the values we believe in In other words,
computers as fanguage processors can be ol

Aruitoxt provided by Eic:

tremendous benefitin the fearning of Tan-
guage processing in reading and writing,

The urgency lor print fiteracy today is
unigue in that approximatety 704 of contem-
porary jobs require literacy. Furthermore. at
the rate that information doubles today (every
20 months) and the rate it is projected to dou-
bie by the yeur 2000 (every 20 weeks), print
literacy will be a necessity for mere survival.
l-or adults who are fliterate or semiliterate.
the computer has many advantages lor im-
proving abilities that could later be translerred
to paper and print. With the goal of transter-
ence in mind, there is no jostification for fear-
ing the demise of the book for primary litera-
¢y, In a multiliterate approach. the objective
is learning through a variety of ways,

The Differences in Technologies

The technologics of the book and paper
and pencit appear o dilfer from the computer
in the ways they require users to think and
to solve problems. Print offers activities of
deductive reasoning that have the reader pro-
ceed from general ideas to details in a linear.
scequential manner. Such reasoning is pre-
scribed by an author and is restricted to the
limits the writer sets. On the other hand,
Norton ( 1Y85) argues that certain software
offers the opportunity to think ina different
way, one that may be closer to the way adults
live and solve problems day by day. Problem-
solving software asks a user to reason induc-
tively by experimenting and asking “what if™
to a problem rather than using “if-then™ as in
cause and effect sequencing in a linear book.

The experimenter hypothesizing “what o™
makes mistakes and learns from them. Sceing
patterns and creating patterns and connece-
tons atfow the computer user to employ syi-
thesis. to determine probabilities. and to use
intuitive rcasoning. The user operates inan
open systent that he or she ereates rather than

o L1814 o0
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in one set down in black and white by the
author.

An example of such a software program
would be Where in the World 1s Carnien
Sundiego? by Broderbund Publishing. In this
simulation, one that semititerate adults could
enjoy with help. the user becomes a sleuth
tracking criminals across the world to specific
geographic points During the chase, the user
refers to an almanae of facts to uncover infor-
mation gbout the clues that are provided to
the whereabouts of the criminal. The puper-
bound almanac included with the program
has facts on flags, coins, governments, and all
clse the sleuth would need to look up. The
user formulates patterns to the criminal’s
hehavior, synthesizes information from a
variety of sources fhoth video and book), and
makes decisions based on inductive logic.
The program is recommended for groups of
adult learners of varving abilities, so that
hsing it becomes a social experience as well,

The two systems of thinking are not the
dichotomies that Norton (1985) presents. A
reader of books in the process of reading
asks questions that are “what if.” not solely
“if-then.” A reader searches for patterns to
the text that exist and synthesizes informa-
tion. A reader makes guesses and uses intu-
ition to arrive at solutions to the problems
the print poses. A reader tests hypotheses
and makes mistakes, correcting as more con-
text becomes available. The reader relies
tfinalty on personal experience and back-
ground knowledge to compose the meaning
the text suggests. Perhaps the theory should
be that what Norton suggests as computer-
oricnted activities are actualty ones that oceur
during a reading process and then are validat-
ed by engaging in the print-oriented activities,
as shown in Figure 1.

The point is that technologices of both hook
and computer are compatible in problem-

187

Figure 1

Prout-oriented

Computer-oriented
dctivities
what it
inductive
patterns and

ACtvitieys

it-then

deductive

Hncar, sequential

connections
Open sy stem
wnleractise

closed system
active

Adapted from Norton (1985, pp. 36 40.

solving tasks and may reinforee each other in
helping people become literate. The kinds of
thinking and problem solving they elicit from
i user are not exclusive, but perhaps develop-
mental. That means that if a computer pro-
gram provides an experience in problem solv-
ing that is preliminary to actual reading (a
problem-solving process). then the experi-
ence may transfer to the actual literate experi-
ence with print in the book technology.

Using certain problem-solving software
that provides this experience can aid an adult
in becoming literate. Certainly. the software
program described carlier ofters the opportu-
nity to think and solve problems preliminary
to reading. but it also provides a relevance
and a necessity fo - reading a book (the
almanac) to find information in order to solve
the problems posed.

\eeds of Adult Learners

The ability to read has o functional pur-
pose for adults, of course, in their jobs, in
making decisions on consumer products, in
reading safety and health warnings and direc-
tions, and in assuring their rights as citizens.
Such functional competencies have been
detaited in the 1980 Adult Performance Level
Study Capry out of fesas (Kozol, T98S), and
they do huve their place in teaching literacy
to adults.
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Bevond just functional purposes. though.
is the need to “perpetuate an ongoing com-
munication with life.” as Wolf (1977) con-
cludes from his survey ot elderly adults. He
found that print literacy serves lifelong pur-
poses and fulfills specific needs in the lives of
aging persons. Reading satisfies needs for
entertainment, curiosity, culural develop-
ment. and companionship—not only for the
older adults, but for people of all ages. Woif
found. too, that reading was a way to main-
tain spiritual and community interests, Many
adults nceded to read in order to read the
Bible. Many wanted to read about ¢vents and
people in communities where they lived.

The most important purpose for print liter-
acy, though, is that it has a social function
among adults. Individuals who read do not
isolate themselves socially (Steir™ rg, 1972).
Wolf (1977) found that the adulis exchanged
books. discussed them. and built social con-
tacts around sharing ideas they gained from
reading. Such adults were more active and
involved socially than those who did not read.
Kozol (1985) eloquently describes this social
need of adults in his poetic definition of a lit-
erate human being: “One soul. reaching out
of the loneliness of the human condition to
find—through love—another™ (p. 162).
Books serve to fultill life needs, not only of
adults but of the young as well.

Cantions in Using the Compuler

There are cautions to using the computer
to teach titeracy to adult learners that have to
be heeded before one may begin to consider
the computer’s advantages.

One caution resides in the area of selection
of the softw are itself: the teacher must have
sottware that is compatible with the overall
teaching approach. For example. if one takes
strictly a shills approach to the teaching of
reading. then one will select dritl-and-practice

programs and tutorials that provide practice
and drill in skills already taught.

The second caution is related to the first:
remember that the computer is not a substi-
tute for good teaching and does not replace a
good teacher. An effective teacher prepares
plans, selects relevant materials, and proceeds
to teach with educationally sound inethods.,
The selected software should facilitate the
plans and be part of a lesson being orchestrat-
ed by the teucher, who operates from a clear
philosophical approach (Howie, 1988).

One approach. then, is the skills approach.
Another is a problem-solving approach to
teaching literacy using such software as
simulations. text adventures. and problem-
solving programs. Teaching literacy as prob-
lem solving requires a student to hypothesize.
predict, make guesses, and realize patterns to
reading and writing (Howie. 1989). These are
all mental processes of the mature reader who
focuses on understanding and composing
ideas in text. This approach to teaching read-
ing is also based on a definite philosophy and
is one that is superior to the skills approach
with adults.

Figure 2 gives a limited list of current
problem-solving programs that are suitable
and recommended for teaching reading to
adults.

Another caution to heed is that skills and
wavs of thinking on the computer do not au-
tomatically transter to books. The transfer has
to be part of the teacher’s plan. and the stu-
dents must be made aware ol this goal of their
instruction by computer. not just left to infer
it. Good instruction, therefore, will focus on
the transference of problem solving, wavs of
thinking. und acquisition of literacy skills.
and will integrate the two technologies for the
development of print literacy.

A final caution is that the teacher must be
aware of the effects of the software program
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Figure 2
Software for Adult Use

Simulations

Oregon Traill— NMECC
Lemonade - MECC

President Elect—Nlicro Media

Problem solving
Wheren the World s Carmen Sandicgo?
—Broderbund
Where in the USA Is Carmen Sundicgo?
—Braoderbund
Memary Match-—Hartley
Maoney’ Monev!—Hartlev
Memory Building Blocks—Sunburst
Drill and practice
Dr. Pect’s TalkWriter——Hariley
That's My Job—Hartlcy
Word Attack—Davidson & Associates

on the learner. both affectively in meeting the
learner’s needs for self-esteem and cognitive-
ly in developing thinking abilities and literacy
skills. Usage of the computer should have a
positive fearning effect. Not every adult will
be willing to use machines, particularly com-
puters, and they should never be forced to do
so. Most adults, however, will find using a
computer a matter of prestige and a boast to
their esteem and contidence.

Specific Advanlages
Because of the tremendous variety of soft-
ware. the computer offers a wide variation in

technigues that appeal to different ways of

thinking and learning. Each individual has
learning styles that vary but mayv be accom-
modated through the varicty of technigues the
software otfers, from drill and practice to
simulations to word processing. For example.
one adult student may learn best throurh role
playing and would benefit from a simulation,

Aruitoxt provided by Eic:

Another student may learn best through lan-
suage experience and would learn most with
a word processor. Tavlor (1980) described the
variations as Tool, Tutor, Tutee, and Toy, the
functions of the great array of <oftware pro-
arams available,

Another advantage is the sensory involve-
ment provided on the computer. Instead of
being entirely visual, as is a book. software
can be tactile, visual, and even aural, if one
uses a voice synthesizer, People have differ-
ent learning modalities. and a multisensory
approach would benefit the majority of learn-
ers s Meir learning strengths,

If one ascribes to the theory of hemispher-
ic dominance-—that the right side of the brain
is primarily visual and spatial while the left
is predominately verbal and linecar—then one
may see that the computer would accommo-
date hemispheric needs in its graphics znd
text displays.

In contrast to the static book, most soft-
ware programs dre interactive with the learn-
er. The student has the opportusaity to ask the
program questions. respond to it. and get
immediate feedback. Another advantage is
that the fearner may control this interaction.
its rate and repetition, through scif-pacing.
Thus. the fearnei may interact continuously
with the program until mastery is achieved
and feelings of confidence are given a boost.

Continuous and timely feedbuck may be a
tremendous aid to learning. A book or a test
in a class cannot give this kind of feedback:
too frequently it is delaved tor days o that
learning from mistakes is impossible. Be-
cause of the interaction possible on the com-
puter, fearning from mistakes and subsequent
corrections is a strong advantage.

A word processor provides excellent
advantages over using paper and pencil or a
1y pewriter. Writers are {reed to concentrate on
composing. knowing that they may casily




scroll back through their manuscript to re-
shape and edit their ideas later. Revision is
simple with o word processor.

Adult learners will come to appreciate the
ephemeral nature of writing that appears on
an electronic screen. with the realization that
it may be rethought and changed at any time.
No longer will language appear unmanipulat-
able or unchangeable—all on2 needs to do is
push the delete key or move and replace text
to change ideas. Language thus becomes
usible. mutable, and dynamic to the adult
learner.

Probably the best advantage of the com-
puter resides in its social possibilities for
Jearning. Current research in cooperative
learning and grouping on the computer
reveals that learning is significantly enhanced
when two or three students are grouped to
share language and experiences in learning
(Carrier & Sales. 1987). In such grouping.
students use lungnage to generate ideas,
hecome teachers to cach other. and enjoy
their experiences more. Certainly. grouping
could also fulfill adult longing for social
interactions with other adults. Such grouping
counters a sense of isolation and anxiety
regarding formal learning. Furthermore,

grouping deals with necessary aspects of

adult Jearning outlined by Mocker (1975) that
ditfer from such aspects of children’s learn-
ing: (1) providing for student-to-student com-
munication that recognizes the experience
and knowledge of each: (2) placing responsi-

bility tor learning on the students to foster

independence: and (3) having the teacher
assunie the role of colearner rather than con-
troller of all knowledge.

Cooperative fearning may be the best

micthod to mecet learning and social needs of

adutts, The computer, with its screen at a
comlortable distance. aftords this possibility
toa group of people who may share asingle
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screen’s output and read at the same rate. This
is in contrast to @ book that is smaltler and is
physically inaccessible to a group whose
members may not read the same puge at the
same pace.
Motivational Technology

The computer has many advantages over
traditional technologies in learing. thinking.
and problem solving. Itstillis highly motiva-
tional because of its novelty. If reading and
writing are taught as thinking processes akin
to problem solving. then skills and experi-
ences acquired on the computer should trans-
fer well. with guidance. to the book. Our goul
is literacy development with adult fearners
and, in a multiliterate society, we need to use
technology wisely to perpetuate our values of
print literacy. The technologics now available
are compatible with and mutually supportive
of the overall goals.
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Interactive Compuler-
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with Adulis
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dult literaes programs face a mul
titude of problems: in the United

States they attract less than 7 of

the ifliterate population and they
must provide tor widely diftering reading les -
chs umong their adult students (Park, 1987):
they suffer from lack of both funding (Ashoy
& Turner, F9RD) and ape-approprite materi-
als (Wangberg & Reutten, 19861 their tutors,
though dedicated and well intentioned, often
lack the ~kills necessary to teach and moti-
vate adults (Rogers, 1987 and the diop-out
Fate is estremely high, ranging from 50/ (o
JO% (Park  TO8T). Loreover, instruction s
strongly skill-based, presented by ttors with

little training who are usually encouraged to
use only their sponsoring ageney’s materials
tHunter & Harman, 1979; Rogers, 1987).

This article offers a more modern alterna-
tive for adult literacy instruction, one that
ey keep the adult returning for learning—-
computer-ussisted instruction (¢a1) which
provides a pragmatic way of developing the
cmergent literacy skills of adult readers and
writers. When computers and appropriate
software he 2 been used with adult fearners,
both increased achievement (Askov & Turner,
1989 Wangberg, 1986) and higher atten-
dance (Turner & Stockdill, 1987 have been
reported. Inone program at an urban adult lit-
criey center, evaluation revealed that com.
puter instruction was no more espensive than
traditional instruction, and that more than the
anticipated number of students were served
{ Turner & Stockdill, 1987).

In this article, we will first discuss types of
cal formats that engage adults in holistic,
concept-driven instruction, thereby providing
meaningful and useful literacy situations,
Nextwe will deseribe specitic sottware pro-
arams useful for adults Tunctioning at three
different levels of reading proficiency.
Computers Meet \dults’ Zeeds

Modern ¢al programs engage students in a
variety of reading and writing activities, usu-
ally centered on themes of high interest and
wide social applicability. The inherent priva-
¢y of computer use allows adults to work at
their owan level and procecd at their own
pice.

Speaitic needs of the weakest learers can
be met through computer programs that use
Tanguage experienee (LAY 01 v can be used
inttially o create holistic. age-appropriate
fest based on the learners” experiences and
languape patterns. The use of their own oral
Fanpuage facttitates reading of e, while
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content based on their own experiences pro-
vides immediate interest, familiarity, and ulti-
mate success. With Lea, reading and writing
are depicted as meaning-making experiences,
so adufts change their concept of reading and
writing as the learning of discrete <kills,
Skills can be taught as the need arises, natu-
rally and within the context of students” self-
generated texts.,

In one functional literacy program, the use
of software based on the language experience
approach with adults reading at about the Sth
erade level resulted in an average 1-year gain
in ability after just 22 hours of instruction.
Eleven adults in the control group completed
the same nuniber of hours of instruction with-
out microcomputers and showed no grade-
level increase in reading (Wangberg, 1986,

Some soltware programs allow for branch-
ing to differing ability levels, so students are
nat totally reliant upon a teacher or tutor to
check their work before they continue (Askov
& Turner, 1989: Turner. 1988). Other pro-
grams provide correct answers to prevent
frustration. while others will not proceed
unless the student inputs the correct answer.
In both cases. the student s prevented from
proceeding with faulty information and incor-
rect assumptions. This is an extremely valu-
able feature, for it prevents the reinforcement
of misconceptions (Sloane, Gunn, Gordon, &
Mickelson, 1989y,

One of the most significant features of
using computers in adult literacy programs
i the sense of empowerment they provide
(Turner. 1988). The adult has control of his or
her learnig. and accomplishments become
more meaningful. By accepting responsibilits
for educating themselves and by controlling
the pace and level of program accomplish-
ment, adults become empow ered to suceeed.

Learning computer skills also bring« the
adult learner into the world of the future.

Adults weak in literacy are denied access to
somuch of the world. and they may be under-
standably anxious about computers. Once
they cxperience the case of using a computer,
they are cager and highly motivated to con-
tinue learning. Furthermore, computer know-
how provides opportunities to explore and
upgriade job possibilities (Askov & Turner,
1989). This knowledge is usclul in daily life
as new technology changes everyday func-
tions, from using a bank machine to scarch-
ing through a library's computerized card
catalog.

Benefits of Holistic €Al

Computer-assisted instruction is not de-
signed to take the place of the teacher or of
group learning. Computers and software are
ctfective when they are integrated into a more
traditional instructional program. Preparatory
and follow-up lessons are pertinent to the ulti-
mate suceess of CAL For best results, teachers
and tutors should receive training in the
specifies of a given program and also in wayvs
(o integrate programs into job- and life-relat-
cd language activities.

Computer-assisted instruction can tuke
a variety of formats. Unfortunately. much
cducational software is based upon miscon-
ceptions about the reading process. Many
software devetopers adhere to a bottom-up
approach to reading instruction and produce
subskill-based programs and reading activi-
ties that focus solely on literal comprehension
(Reinking, 1988-80) and decoding. These
progrants often employ a drill-and-practice or
tutorial format providing the same sort of
reading activities that these students have
faced in skitthooks. Instruction that focuses
on iy tated skills taught out of meaningful
contexts may not only frustrate adult learners
but will reinforee erroneous heliels that read-
ing is the ability to sound out words, rather
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than a meaning-making process (Jones, 1981:
Nickerson, 1985).

The software formats which we will now
describe engage adult learners in more ho-
listic literacy interactions while promoting
higher level thinking skills. Adults become
engaged with program scripts and use lan-
guage to discuss, plan, and solve problems
(Bork. 1985). Such holistic. concept-driven
formats are ideally suited for an adult literacy
program that uses computers. They capitalize
on adults” extensive vocabularies and wealth
of background experiences. and provide
learners with a purposeful context in which to
learn. These programs construct meaning
within the contexts ot both verbal and non-
verba! messages. develop higher level think-
ing skills through language activities that nur-
ture discovery and creativity, and show
reading and writing as meaningful modes of
communication (Sinatra, 1987).

CAl Formats That Enhance Instruction

Interactive fiction and interactive story
collaboration invelve readers in programs by
allowing them to discover various twists and
endings for the same story. Students’ choices
drive the action, thus fostering motivation.
Interactive story collaboration allows the stu-
dent and the computer to form a composing
partnership. The computer presents the story
structure, and the student, as reader and
writer, composes and alters the {inal product.

Text adventures engage students in a story,
game, or simulation. The student must use
reading skills to locate information in a refer-
ence book and input the correct answer, or the
adventure cannot continue. Because students
are focused on completing the text adventure,
they perform the tasks eagerly. (Broderbund’s
popular Carmen Sandiego series, for exam-
ple. uses this text adventure format.) Simula-
tions model real and imaginary worlds. While

they are similar to film and television because
they draw the student into an alternate reality,
simulations have the added feature of involv-
ing the student as a participant. not strictly as
an observer. They are also an excellent means
of fostering group interaction (Balajthy,
1984).

Simulations generally provide background
knowledge for the learners. but they require
students to read carefully and to make deci-
sions. They foster prediction and evaluation
as students examine the outcomes of their
decisions. In one program, students became
so fascinated with simulated worlds that they
did not realize they werce reading (Willing.
1988).

Databases, spreadshects. and graphs are
tools to manage and organize information.
Yates and Moursand (1988-89) say these pro-
grams provide learners with alternate ways to
represent or solve a problem. Adults discover
how the representation of information chang-
es one’s perspective. In an adult literacy pro-
gram, these tools can be used for a multitude
of practical purposes, allowing for easy trans-
fer. Used in small and large groups. they pro-
vide much interaction among students.

Databases can be used to store such things
as word banks, traveler’s tips. and movie re-
views, and to chart individual progress. For
instance, students can access a database file to
see if anyone in the class has visited a particu-
lar area, After reading the traveler’s tips. they
can write a note to the traveler (using the word
processor) requesting more information.

Spreadsheets can be used to assist adults in
budgeting their houschold expenses. Although
the computer perfornis the numericai compu-
tations, students must grasp the underlying
concepts of mathematical formulas.

Graphs allow students to see familiar pat-
terns so they can determine problem-solving
strategies (Yates & Moursand. 1988-89).
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A word-processing program is a most
valuable asset in the adult literacy classroom.
Word processing enriches LEa by providing
the instructor with a tool for taking dictation
while producing highly readable text. Within
minutes of dictating a story. the adult is pro-
vided with the written account. Additional
copies can be used to create sentence strips.

Incorporating writing into an adult reading
program capitalizes on the strong relationship
between reading comprehension and written
composition while accessing the adults’
wealth of information. interest, and experi-
ence. By using word processing (and perhaps
desktop publishing) to integrate reading and
writing. adults become adept with the new
technology in a creative atmosphere. The
nature of both word processing and desktop
publishing programs alters adult learners’
views about writing. They learn to focus on
the process. not the product. With the com-
puter as partner. writing becomes a painless,
recursive process, since the word-processing
format allows the writer to revise and evalu-

ate work in progress. The learner becomes far

more comfortable with actual composing and
thinking because the software is responsible
for the mary mechanical aspects of writing.

Software for "vee Levels of
Learners

After successfui work at the St. John's
University reading clinic with adults func-
tioning at differing reading levels. we have
arranged CAl programs into three general lev-
els. (The levels correspond roughly to three
levels of reading and writing achievement
demonstrated by adults during diagnostic
intake.) “Beginning-level software™ includes
programs appropriate for adults traditionally
considered “illiterate™—those scarcely able to
read or write. The second level encompasses
software useful for those who are “function-

ally literate™—for our purposes. those operat-
ing at about an intermediate-grade level of
reading (Grade 4 or 5). These adults can read
and write with some success, and when chal-
lenged with interesting material, they quickly
become more proficient. The software at the
third level is useful for adults who are quite
competent but who cannot meet the require-
ments of advanced schooling or of a techno-
logically advanced marketplace (particularly
in the area of written organization).

Especiaily at the beginning level, we
include only those programs that do not
demean or embarrass adult students. Since
these programs were generally produced for
young novice readers, it is their adaptation for
aduits that provides the key to successful
implementation. Figure 4 (at the end of this
article) provides sources for obtaining the spe-
cific programs [current as of October 1991] as
well as details on the compatibility of the soft-
ware with various computer sy:tems.

Beginning-level software. Word-process-
ing programs (with and without graphics) can
help new adult readers build a sight vocabu-
lary, practice new vocabulary, and use context
to read fluently. Afthough many good word-
processing programs are available, the
Langnage Experience Recorder (Language
Experience Primary series) provides the
teacher and student with an analysis of ecach
story written with it. This includes the num-
ber of words and sentences used. frequency
of repeated words, and the readability level.
This information can be used in planning off-
computer activities and charting student
progress. The stories can also be printed in
lurge type.

The same series” Make-a-Flash program
allows a teacher or tutor to create individual-
ized printed flashcards to reintorce quick
recognition of sight vocabulary. Tn addition,
the computer acts as the teacher by testing
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and evaluating the student’s knowledge of
specified target words.

Sentence Starters and Great Beginnings.
also of the Language Experience Primary
series. use pictures to aid the reader’s inter-
pretation of text, With Sentence Starters. the
student inputs words to complete simple
sentences on related topics. After choosing a
topic through a picture clue in Great Begin-
nings. the student is shown several related
words that will be used to generate sentences.
Both programs atlow students to choose pic-
tures to illustrate their sentences, and the fin-
ished product cun be printed. Synthesized
speech is an option for the entire series: this
can help students with limited sight vocabu-
lary to work independently.

Story Builder is a multilevel program that
uses an interactive tutorial format to teach

sentence elements and the relationship of
sentences within a paragraph. As the student

selects elements to form an initial serience.
graphics are added to illustrate it and provide
a setting for a developing story.

A number of programs designed tor chil-
dren. such as Story Maker, Once Upon a
Time, Monsters and Make-Believe, the
Explore-a-Story series. and Snoopy Writer.
are nonetheless well accepted by beginning
adult readers and will help them become cre-
ative writers of stories. These interactive pro-
grams also allow for the creation of text from
graphics and the matching of graphics with
text. Thus, in addition to providing experi-
ence in writing extended. illustrated stories.
these programs on a simpler level can help
adults lacking sight vocabularies match and
label concepts to a visual representation. For
example, one 19-vear-old student in our clin-
ic did not know the meaning of the word
barn. When she typed in the letters of the
word. Once Upon a Time provided the pic-

ture. enriching both her comprehensien and
word reading. ‘

Monsters and Make-Believe gives the illit-
erate adult an opportunity to use vocabulary
as body parts are chosen to create a monster.
The adult can then write or dictate a story
about the monster, which can be printed ind
later read aloud to the learner’s own children.

Snoopy Writer contains a simple word-
processing program that offers the student the
option of choosing ai illustrated setting along
with a sentence starter to begin the story.
Stories and graphics involve the familiar
characters from the Peanuts comic strip.

The Explore-a-Story series, Story Maker.
and Once Upon a Time help extremely low-
functioning readers develop a sight vocabu-
lary, Learners select words to name objects
on the screen. They can also input text to label
objects. form sentences, and create ongoing
stories. As students become more capable.
they can create elaborate scenes using a vari-
ety of pictures. Such scenes can serve as the
impetus for writing descriptive text. Figure 1
shows how cur 19-year-old student created
two lines of text to accompany her picture
story.

As their sight vocabularies improve, adult
beginning readers will enjoy using The Se-
mantic Mapper (Package B). which is specifi-
cally designed for these learners. This pack-
age aids teachers and students in the creation
of semantic maps for individualized areas of
interest. Students will fearn to organize their
new words according to central topics and
subcategories.

Thinking Nenworks for Reading and Writ-
ing also uses the concept of semantic map-
ping to develop reading. writing. and thinking
skills through high-interest narratives. After
reading a short story on a text card. the stu-
dent helps build a semantic map of the story
by choosing the title, major events. and sup-
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Figure 1
Using Software to Build Sight Vocabulary and Comprehension
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Screen from Ounce Upon a Time reproduced by permission of the publisher. Compu-Teach. [The technolo-

&y has been updated since this illustration. |

porting details in sequential order. As the stu-
dent makes correct choices. each event is
recorded in its proper slot in the map.
Through the use of the map configuration, the
student learns a format for narrative story
structure. which will help later when students
write original stories with the program’s
“Creative Writer”™ portion.

The "Word Challenge™ section of the pro-
gram helps students develop vocabutary
understanding through context. offers prac-
tice in remembering new vocabulary through
a tachistoscopic flash, and provides an oppor-
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tunity to use the new words in a cloze pas-
sage. During the “Author’s Apprentice™ and
“Creative Writer™ program segments, stu-
dents are asked to retell their original stories
in their own words or to compose new stories
using the skeleton map as a visual guide. Any
word processor can then be used to create and
revise students’ compositions.
Intermediate-level software. The Story-
teller, Tules of Mystery, Tules of Discovery,
and Tules of Adventure are of the interactive
fiction and story collaboration type of soft-
ware. They provide high-interest stories with
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multiple twists and endings, chosen oy the
student through regenerative branching.
Because the student innuts his or her name
and that of a friend to provide names for the
characters, the stories are personalized. They
are humorous and engaging, and students will
want to plot their choices so they can pick
alternate branches when they return to the
program.

The Playwriter series also allows the stu-
dent to collaborate with the computer to cre-
ate stories. In answering open-ended ques-
tions. the student may select from prepared
choices or input several lines of text to form a
more creative answer. All answers chosen or
created are intertwined in a continuing story
to form chapters of a book.

Treasure Hunter ond The Secrets of Sci-
ence Island., two text adventure programs. re-
quire students to use context clues to locate
information in accompanying high-interest
reference books. Correct answers increase
scores and allow text adventure games to pro-
ceed to higher levels. While some adults may
not find the game approach particularly chal-
lenging. they will enjoy searching through
reference materials and reading nonfiction
passages.

Mystery Mazes is a fun simulation that
asks students to become detectives and use
clues to find a master criminal. As students
read selections to build background informa-
tion. they learn to extract pertinent clues.
They then write these clues in their detective
notepads. .0 be used for decision making.

Super Solvers Midnight Rescuee is another
challenging simulation. This program re-
quires reading from literary selections. res-
ponding to clues. end answering comprehen-
sion questions.

The Sunta Fe Trail and The Oregon Trail
allow the student to experience the hardships
of life in the United States in the 19th centu-
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ry. Both programs develop critical thinking
skills by asking the student to choose provi-
sions and map routes for the long trek across
uncivilized land. This approach requires stu-
dents to consider potential consequences
before they act.

Scholastic’s Microzine series provides
students with a variety of programs of differ-
ent styles. Each edition in the series includes
one or more simulations plus exercises in
other formats such as interactive fiction.
electronic billboard. word-picture process-
ing, games. and introductory programming
techniques.

Grolier produces a group of programs that
instruct students in the use of management
tools, followed by practical and creative ap-
plications of the tcol. They are well planned,
effective programs and would be an asset to
an adult literacy program’s software library.
Graph Master teaches the use of picto-
araphs. bar graphs, and pie graphs. Students
can compare the representation of data in
different graphs: in creating graphs. they
learn the relationships between verbal and
nonverbal representation of data. /nfor-
Muaster teaches the uses of databases simply
and effectively. The practice section offers
multitrack branching, and allows students to
see if they have mastered the concept. The
limited number of fields demands careful
decision making. as students choose the per-
tinent classifications of data to include in a
given file. Both programs allow printing of
finishe ! products.

Thinking Networks for Reading and
Writing ofters another level of programs
using semantic mapping in conjunction with
informational reading (generally pertaining
to science, health. or social studies). The
“Theme Programs,” consisting of reading
selections ranging from 3rd to 9th grade lev-
els. model a visual represcntation of ideas
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found in expository reading. The map is de-
veloped when the adult selects correct answers
based on the text reading.

The map displays the main topic of the
reading selection in a large center box. The
four categories of information relating to the
central topic appear in smaller boxes branch-
ing out from the center box. and the subordi-
nate information within each category is
linked to the appropriate category box. Once
the adult has worked through the program he
or she begins to see how expository organiza-

tion relates superordinate, subordinate, and
coordinate ideas.

Following up with the “Author’s Appren-
tice™ and “Creative Writer” routines of the
program. the adult uses skeleton map outlines
to plan and write thematic reports. The word-
processing component helps the adult com-
plete the reading. composing. and writing
cycle and transform the visual-verbal map
into a well-developed. organized essay.

The Children’s Writing and Publishing
Center offers a menu-driven, desktop pub-

Figure 2
Desktop Publishing
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in the house before

Screen created using The Children”s Writing and Publishing Center. Reproduced by permission of the

publisher, The Learning Company.
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lishing progran: that is ideal for both children

and adult new readers. Adults can create and

illustrate newsletters, reports, stories. and let-
ters by choosing from many type styles and
sizes and from over 150 pictures. The pro-
grara can also import graphics from several
other published sources. Figire 2 illustrates
how rewarding this simple-to-use program
can be for the adult who is developing litera-
¢y skills. Benjamin began in our reading clin-
ic some 7 years ago as an adolescent with a
third grade reading level: he is now a young
adult searching for career possibilities. He
collaborated with his tutor to write, select clip

art, and lay out the visual presentation of

“Real Estate News,” the first page of which is
shown.

Advanced-level software. MECC's interac-
tive writing tutorials Writing u Narrative,
Writing a Character S eteh, and Writing an

Figure 3
Outline for an Opinion Paper

Topic:
Coidrolling drunk driving

Yarious aspects:

The government should pass tougher laws to
punish drunk drivers.

People who allow drunks to drive should be
arrested.

Question:
Should the government pass tougher laws to
punish drunk drivers?

Opinion:
Tougher laws are needed to punish drunk drivers
and prevent accidents,

Reasons for opinion:

Most car accidents are caused by drunk drivers,
Most accidents are caused by people who have
been stopped many times for driving drunk.
Too many people drink and drive!

Opinion Paper provide extensive practice in
strengthening the elements of writing with
various types of texts. Writing «n Opinion
Paper has some word-processing capability,
allewing students to complete an outline of
their first draft on the computer. Figure 3
shows how one adult organized the compo-
nents of a paper on a controversial topic.

What Do They Do in OQugadougou is an
engaging program in game format. Through a
variety of cultural, geographic. and economic
clues, students learn about the similarities and
differences of life in other countries. Under-
standings of people from various cultures are
enhanced. and adults learn information on 20
countries.

Fuarewell Aluska and Hospital are text
adventures that require students to locate
information in the Encyclopedia Americana.
Researched information is then entered to
continue the text adventure. Each program
contains 20 high-interest episodes that focus
on the exploits of four characters.

A number of simulations involve adults in
different levels of decision making and are
excellent for individual or group use. Annam
asks the student to become the rufer of a
mythical Third World country and make diffi-
cult decisions affecting personal popularity
and the military. The adult has the opportuni-
ty to view the U.S. from the perspective of a
developing nation.

Lincoln's Decisions and Washington's
Decisions draw the student into a historical
context. The student must "become™ each
president and make difficult decisions based
on the social. economic. and political influ-
ences of the time. The programs are challeng-
ing and informative and require thoughtful
reading.

The Colonial Merchant transports the
adult to the explosive years before the
American Revolution. In his or her role as a
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merchant. the adult experiences the econom-
ic frustrations that the British imposed on
some of the North American colonies in the
18th century.

Note Card Maker and The Americana
Topic and Research Finder guide students
through some of the essential steps in orga-
nizing data for research papers. With Note
Curd Maker, students learn to create a bibli-
ography and individual note cards. The
Americana Topic and Research Finder aids
the student in choosing a topic for research
and then teaches the necessary steps in focus-
ing on and organizing a paper. After finishing
the program. the student has a working out-
line and a list of sources to examine for fur-
ther research.

Edu-Calc is anexcellent program for
teaching the uses of a spreadsheet. Although
it is more complicated than any of the other
recommended software. it would be of great
value to adults and could be taught and prac-
ticed in a group setting. In selecting the text
for the rows and columns of a spreadsheet
and by deciding which mathematical formula
to use, adults are involved in determining
relationships between items and using appro-
priate problem-solving strategies.

Wordbeneh—Student Edition is both a
sophisticated, menu-driven word-processing
program and an organizing tool for writing.
Outlines. note cards, and bibliographies can
be created with the software: the outline and
note cards can be merged into the text of a
document. providing the basis of a rough
draft. Four brainstorming techniques are
available. as well as a thesaurus and spell-
checker. Wordbench offers a lot of power for
minimal cost.

Publish It! is a sophisticated desKktop pub-
lishing program. Icons and pull-down menus
make the program visually appealing, and a
tutorial is included for new users. Students

Q
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can work together or individually to create
newsletters, reports. advertisements, personal
letters. flyers. and invitations. By determining
page layout. graphics, fonts, nd text, <tu-
dents learn to create documents with profes-
sional flair. ‘

Many more sophisticated word-processing
and tool application programs (Word Perfect.
Appleworks, MacWrite. and MacDraw are
Just a few of the good ones) are available for
adult learners to use in a literacy center or at
home. However. cven highly literate adults
often need to take courses to learn to master
these programs.

Computers Provide Possibilities

Understanding the special characteristics,
needs. and interests of adult learners is a nec-
essary component of a successiul literacy
program. Interactive computer-assisted
instruction is not only conducive to providing
a holistic. meaningtul approach but is also
tailormade to fit the many needs of adults at
home. in the community, and in th. work-
place.

[tis aot necessary to stock each literacy
program with all the software recommended
in this article. Even a single program from
each category will provide many reading and
writing opportunities for learners. A simple
word processing program or one desktop
publishing program can provide @ myriad of
instructional activities, limited only by the
creativity and ingenuity of the instructor.
Modern catl formats can transport emerging
aduit readers from print impoverishment to
an enriched world of communication.
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Figure 4
Sources (U.S.) and Compatibility of Software

Program

Publisher

Compatibility

Beginning level

Explore-a-Story series

W. Bradford Publishing

Apple 11 family

310 School St.
Acton MA 01720
800-421-2009

Language Expericace Primary series
(Langnuage Experience Recorder.
Muke-a-Flash. Sentence Starviers.
and Great Beginningy)

Teacher Support Software
PO Box 7130

Gainesville FL 32605
800-228-2871

Apple 11 family

Monsters and Make Believe

Queue. Inc.
338 Commerce Dr.
Fairfield CT 06430

IBM
Apple 11 family
Macintosh

8))-232-2224
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Figure 4

Sources (U.S.) and Compatibility of Software (continued)

Program

Publisher

Compatibility

Once Upon a Time

Compu-Teach Educational
Software

78 Qlive St.

New Haven CT 06511

800-448-3224

1BM (and Ms-DOS}
Apple II family
Macintosh
Tandy

The Semantic Mapper (package B)

Teacher Support Software
tsee Language Experience
Primary series)

Apple I family

Snoopy Writer

American School Publishers
PO Box 4520

Chicago 11 60680
800-843-8855

Apple 11 family

Story Builder

American School Publishers
(see Snoopy Writer)

Apple 1T family

Story Maker

Scholastic Software
PO Box 7502
2931 . McCarty St.

Jetferson City MO 65102-9968

800-541-5513

Apple I family

Thinking Networks for Reading and
Writing (Narrative levels 2 & 3:
Theme level 3)

Think Network Inc.
PO Box 6124

New York NY 10128
201-613-8977

Apple IT family

Intermediate level

The Children's Writing &
Publishing Center

The Learning Co.
6493 Kaiser Dr.
Fremont CA 94555
800-852-2255

most IBM (and MS-DOS)
most Apple

most Macintosh

most Tandy

Gruph Master

Grotier Educational Software
Sherman Turnpike

Danbury CT 06816
800-243.7256

Apple 11 family

InforMaster

Grolier Educational Software
(see Graph Master)

Apple IT family

Q
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Figure 4

Sources (U.S.) and Compatibility of Software (continued)

Frogram

Publisher

Compatibility

Microzine series

Scholastic Software

PO Box 7502

E. McCarty St.

Jefferson City MO 65102
800-541-5513

Apple I family
1M (from edition 27 on)

Mystery Muzes

Educational Activities. Inc.
PO Box 392

Freeport NY 11520
800-645-3739

Apple I fumily

The Oregon Trail

MECC

3490 Lexington Ave. N.
St. Paul MN 35126
612-481-3500

Apple I family
IBM (MS-DOS)

Playwriter series

Woodbury Software
42 Nikki Court
Morganville NJ 07751
008-972-9695

Apple I family
IBM
Commodore 64

The Santa Fe Trail Educational Aciivities. Inc. Apple
(see Mystery Mazes) 18>

Tandy

The Secrets of Science Island Houghton Miftlin Co. Apple

101 Campus Dr.
Princeton NJ 08540
800-257-9107

The Storveeller

Educatinnal Activities. Inc.
(see Mystery Muazes)

Apple I family

Super Solvers Midnight Rescue

The Learning Co.

1M (and MS-hos)

(see The Children’s Writing Tandy
& Publishing Center)
Tules of Adventure Scholastic Software Apple
IBM

(see Microzine series)

Tules of Discovery

Scholastic Software
{see Microzine series)

Apple U family
1B\

Tales of Mystery Scholastic Software Apple I family
(see Microzine series) 18\
feontinued )
1O
Q

ERIC

PAFullToxt Provided by ERIC .




Figure 4

Saurces (U.S.) and Compatibility of Software (continued)

Program

Publisher

Compatibility

hinking Nenworks for Reading

and Writing (Narrative levels 4-6;

Theme levels 3-7)

Think Network. Inc.
PO Box 6124

New York NY 10128
201-613-8977

Apple II family

Treasure Hunter

Houghton Mittlin Co.

(see The Secrets of Science Lsland)

Apple H family

Advanced level

The Americana Topic and
Research Finder

Grolier Edcational Software
Sherman Turnpike

Danbury CT 06816
800-243-7256

Apple I fammly

Annam

Educational Activities. Inc.
PO Box 461

Coram NY {1727
516-223-4666

Apple
Commodore
TRS-80)

The Colonial Merchant

Educational Activities. Inc.
(see Annani)

Apple 11 tamily

Eduy-Cale

Houghton Mifttin Co.
101 Campus Dr.
Princeton NJ 08540
800-257-9107

Apple I family

Farewell Alaska

Grolier Educational Software
(see The Americana Topic and
Research Finder)

Apple 11 family

Hospital

Grolier Educational Software
(see The Americana Topic and
Research Finder)

Apple I1 family

Lincoin’s Decisions Educational Activities. Inc. Apple
(sec Annani) IBM
Macintosh
Note Card Maker Houghton Mifflin Co. 1Al
(see Edu-Cale) Apple H family
Commodore
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Figure 4
Sources {U.S.) and Compatibility of Software (continued)

Program

Publisher

Compatibility

Publish It!

Timeworks Inc,

444 Lake Cook Rd.
Decrtield IL 60015-4919
703-948-7626

Apple
IBM
Macintosh

Washington's Decisions

Educational Activities. Inc.
(see Annam)

Apple
IBM
TRS-80

Wihat Do They Do in
Qugadougon

Educational Activities. Inc.
(see Annant)

Apple
IBM
Tandy

Wordbench (student edition)

Addison-Wesley Publishing Co.
Reading MA 01867-9984
617-944-6479

Apple II family
IBM

Writing a Character Sketeh

MECC

3490 Lexington Ave. N.
St. Paul MN 55126
612-481-3500

Apple II family

Writing u Narrative

MECC
(see Writing a Character Sketch)

Apple 11 family

Woriting an Opinion Paper

MECC
(see Writing a Character Sketch)

Apple IT family
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It is time to stop viewing literacy as merely decoding

graphemes and learning facts through text. Literacy should be

seen as learning to decode and accommodate multiple

9

levels of meaning through a complex system of social relations.
- McCorruiy, 1991, p. 119

wtors conte with many educational

philosophies. they also come inmany

guises. Purcell-Gates. Mexer and
colleagues. and D' Annunzio all write of col-
lege literacy centers in which literacy instruc-
tion is provided by either graduate students in
reading or undergraduate students. Nickse,
Speicher, and Buchek describe an intergener-
ational beginning literacy program for pur-
ents and their children. Scoble. Topping. and
Wigglesworth use family and friends of adult
literacy students. Regardless of the model. all
tutors in these articles were in the literacy
field or received special training.

Tutoring of illiterate or low-literate adults
is perhaps best examined through case stud-
ies, and four are included here: Gipe et al’s
story of Arthur, a nonspeaking adult male with
cerchral palsy: Purcell-Gates's ethnographic
study of Jenny, an Urban Appalachian moth-

e Seully and fohnston's use of an educa-

tional therapy model with Chad. a first-gen-
eration ltalian American: and Meyer et al.’s
story of Norman, a 44-yvear-old described in
school us “slow.” I found myself analyzing
these four studies for keys to success. All the
students learned after establishing a personal
relationship with a tutor who worked hard on
holstering the student’s self-esteem: all

showed great persistence: most learned by

focusing, at least initially, on deficits or mate-

rials identified by themselves. Arthur reached
« Oth-or 7th-grade level by starting with a

Lreat desire to learn to use a I)Ii('l'()(‘()l)l[)l(f(’l'.

finding a personal friend in a tutor who—ike

himself—was a bluck male in his 30s, and
participating in varied methods in 180 hours
of instruction over 3 vears. Jenny, over a 2-

vear period, learned through the use of a

Journal that she could write and read her own

words. Through an acceptance of her “coun-

trified words.” the tutor was able to help
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Jenny move o alevel of functional reading.
Chad was allovwed 1o begin as he wanted to;
with “sounding out and vowels.”™ Over fifteen
90- to [20-minuie sessions of educational
therapy, e established a persoaal relation-
shup based on trust with his therapist.
Following work on phonics and sight vocabu-
lary and more than 10 hours a week of inde-
pendent practice, Chad's anxiery was relieved
and. with that, he was able to read his own
mail, aseries of short stories. and more.
Norman. as opposed to the other three, was
never asked to memorize sight vocabulary.
His tutor approaciied instruction from a
whole language theory base. In less than one
year Norman moved to a 0th- or 7th-grade
level and to reading 7 10 12 howrs on his own

cach week.

As with the Iistory of methods studies (see,

forexample, Bond & Dykstra. 1967). these

three case studies do not point 1o a single
“correct” method. They do, however, fit in
nicely with some of Cambonrne’s (1988 con-
ditions for learning. Always present were
serious attention to student choice, expecta-
tions for success, and ample opportuniry to
apply skills.
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T utoring

College Students as
Tutors for Adults in a
(Campus-Based
Literacy Program

ANTHONY D’ANNUNZIO
MARCH 1994

he Pennsylvania Literacy Corps.
under the auspices of the Pennsyl-
vania Department of Labor and

Industry. has provided 3 years of

funding to 13 competitively selected colleges
and universities throughout the state to
develop innovative literacy projects involv-
ing college students as tutors. These efforts
needed to include the development of part-
nerships with local literacy-providing insti-
tutes to offer standard credit-bearing courses
on literacy for volunteer college students and
to provide classroom and tutorial space on
campus.

Within this mandated structure, Drexel
University. located in the city of Philadelphia.
developed a model literacy corps program.
Salient features included the use of three non-
intrusive instructional procedures. the lan-
guage-cxperience approach (1LEA). individual-
ized reading. and expressive writing. The

procedures were nonintrusive in the sense
that they encouraged the learners to take con-
siderable initiative in their pursuit of reading
and writing competency. These were com-
bined with the pervasive use of nondirective
counseling procedures in an attempt to estab-
lish an experiential. meaningful. whole-per-
son learning situation. The adult learners
were encouraged to set their own goals and
determine how they should proceed. As is
consistent with expericntial learning, the
tutors maintained a nondirective stance of
unconditional positive regard in their partner-
ship with the adult learners,

Specifics of the Project

The course. called Literacy Training and
Participation. was limited to 15 undergradu-
ate university students and was offered once
cach year for 3 successive years by the
Department of Psychology/Sociology/An-
thropology. The tutors. from second- to fourth-
year. included a roughly equal distribution of
academic majors with both sexes about equal-
ly represented. The offering was a standard.
10-week credit-bearing course in which 3
hours were spent in a classroom and 3 hours
were devoted to volunteer tutoring each week.
The Center For Literacy (cri). the neighbor-
hood literacy provider that offers a range of
literacy services throughout the greater Phila-
delphia arca. was selected as the Drexel part-
ner since its own pedagogical philosophy was
also nonintrusive.

The Cr1. arranged to have 15 adult learners
come to Drexel for tutoring. Over the 3-year
program the learner population consisted of
inner city African Americans. ranging in age
from 17 to 82, with both sexes about equally
represented. They were mostly working in
low-paying jobs that required few academic
skills. They came for tutoring to “learn to
read and write™ and “better themselves,™
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After the Drexel tutors were interviewed to
determine what sort of learner they'd prefer
to work with (age and sex). each tutor was
tentatively matched with an adult learner
whose own preferences had been determined
during an admission interview conducted by
the CFL.

The first 3 weeks of the course were devot-
ed to presenting the CFL’s standard tutor and
learner training program. During the fiist
classroom session, only the tutors came. They
were given an overview of selected chapters
in a CFL. handbook (Pomerance, 1988) dealing
with the discovering of student goals. using
the language experience approach (LEA).
using individualized reading, and facilitating
expressive writing.

During the second week. after the tutors
and leurners were paired and had gotten ac-
quainted. the cr1. staff guided the pairs through
each chapter’s procedures by demonstration
and actual tutor and learner practice. The set-
ting of learner goals and use of the LEA were
completed.

During the third session. the pairs were
exposed to individualized reading and expres-
sive writing procedures. Each of the steps in
the individualized reading format was prac-
ticed by the tutors and paired learners. This
was followed by a get-acquainted introduc-
tion to expressive writing. including an
attempt by the tutors and learners to set down
a topic of their choosing in writing. Those
learners who did not feel comfortable writing
were encouraged to copy the LEA story they
had just dictated to the tutors.

Finally. both the learners and tutors were
introduced to the keeping of portfolios and
journals. Samples were provided. Each tutor
was encouraged to use the portfolio, contain-
ing all of the student’s dated work, as the
basis for a weekly appraisal of learner perfor-
mance. The tutor journals contained a short

rendition of each tutorial se<sion as well as
tutor thoughts and reactions to each week’s
encounters with the learners.

Tatoring Gets Underway

After the two training sessions, the tutors
and students met twice each week for .5
hours of tutoring. The pairs were encouraged
to meet, at least initially. in a student lounge
where the project director was available to
provide assistance. In many instances the
pairs continued working toward the tentative
goals they had set in the two training ses-
sions. The tutors were encouraged to plan a
part of every lesson reviewing the adult learn-
ers’ interests or goals.

For the duration of the 10-week tutorial
program, the tutors attended classes with the
project director. During thesc classes the
tutors were given thorough exposure to the
LA, individualized reading. expressive writ-
ing. and nondirective counseiing. Also. dur-
ing each college class. the tutors reviewed the
week’s tutorial sessions, Discussions, demon-
strations, and comiments concerning the pro-
cedures and tutor—learner interactions fol-
lowed. During a class segment the tutors took
turns presenting their journal summaries of
the weekly tutoring sessions. This was fol-
lowed by class discussions during which the
tutors asked the project director for additional
suggestions and demonstrations on the use of
the four nondirective procedures. More will
be said of these sessions later.

Examples of tutoring sessions and the pro-
cedural steps that were followed with three
different learners are provided to exemplify
the idiosyncratic nature of learner needs and
interest.

The first lcarner. The learner in the first ex-
ample. Jim, was raised in a sharecropping
family. At age 82. he had never learned to
read. He quickly relayed to the tutor how
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important the Bible was in his life and how
wonderful it wouid be if he could read it. Jim
brought in his Bible and the tutor read
requested stories from it

The tutor asked Jim if he would like to dic-
tate his favorite stories. This introduced LA
(Cohen. 1981: Schneiderman, 1978: Stauffer.
1980). After Jim had dictated a story. the tutor
pronounced and pointed to each word as it
was written, reading the entire sclection
aloud. The tutor next pointed to each word.
pacing Jim as they read the story together.
Jim then attempted to read the story to the
tutor while Jim underlined each word that
was recognized. During their next session.
Jim reread his story and again underlined
words he had recognized. Any word that was
recognized on two occasions was printed by
itself on a separate sheet.

At the next session, the tutor used a win-
dow card to determine the ease and accuracy
of recall. Words recognized in isolation pro-
vided the deposits for Jim's word bank. Each
word was printed by the tutor on an index
card and placed in random order in Jim's
index box. When the word bank exceeded 30
words or so. Jim was introduced to alphabet-
izing and then to the dictionary. His word
bank was used as the basis for a variety of
word recognition activities, including the
development of visual-auditory discrimina-
tion skills. finding word families. composing
sentences with the word cards, and so forth.

The 1LEA possessed some distinet advan-
tages for Jim. It made use of his own experi-
ence and promoted reading as a byproduct of
his thinking and oral expression. Reading
became casier and more enjoyable since the
reading materials matched his language pat-
terns and speaking vocabulary (Ben-Barka.
1982: Dixon & Nessel. 1983). This onc-on-
one personalized learning situation, in which
Jim was permitted to take the initiative in
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determining his goals. significantly enhanced
his learning efficiency and self-image.

Once Jim was able to recognize 50 or so
words at sight. he was encouraged to select a
book he might be intercsted in reading, which
introduced him to individualized reading. Jim
and his tutor met at a neighborhood public
library where Jim became a member. Finding
a number of books relating to the Bible, he
leafed through each book to determine which
he would read. selecting one that did not
appear “'too hard.” Jim read it to himself. At
this point the tutor engaged Jim in an individ-
uai conference. which gave the tutor the
opportunity to observe Jim's skills in word
recognition, comprehension, and oral and
silent reading. Within a week Jim selected
another book and presented it to the tutor for
a conference the following week.

The conferences provided the opportunity
for instruction in areas of weakness, as well
as for guidance and support. Jim's tutor spent
time discussing current reading choices and
the progress being made. As is the case with
the LEA. individualized reading is a basically
nondirective procedure. Through his self-
seeking. self-selection. and self-pacing. Jim
was allowed to take additional initiatives.
which continued to increase his self-esteem
and academic progress.

The second learner. Another learner. Frank,
brought in maps of his statewide truck routes
the first time he met alone with his tutor.
After spending some time with his tutor on
map interpretation, Frank dictated a story
concerning the difficulties he had i access-
ing unfamiliar truck routes and \ocations.
Frank knew most of the words in his experi-
ence story at sight. Frank had already. during
the two sessions with the ¢ staff, selected a
book to read. He took it home to read. and a
conference was conducted by the tutor at the
next session. Having joined the public library,
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Frank brought a completed book cach week
for a conference. During this time. he contin-
ued to give LEA dictations.

The tutor asked if Frank would like to
write his own story. thus continuing Frank’s
storytelling through expressive writing. The
basic assumption here was that the most effi-
cient means of developing written expression
was to have Frank write and write. the more
the better. The point was to encourage the
flow of written expression. unhampered by
spelling or correct English usage. so that
Frank would naturally acquire syntactical
facility and gradually attempt to use more
sophisticated construction (Blot & Davidson,
1984: Parry & Hornsby. 1988: Rockcastle.
1986).

Frank enjoyed rereading his initial para-
graph-length stories aloud to his tutor. He did
not write in sentences and his spelling showed
phonetic guessing. As Frank read his stories
the tutor would point out that periods should
be placed whenever he came to a natural halt
in his oral reading. thus providing a quick
minilesson. Developmentally appropriate
minilessons continued as Frank rapidly
gained in syntactical facility. At one point. for
example. Frank attempted to use commas: he
expressed a need. and a minilesson was in
order.

In college class sessions. of which still
more will be said later. the project director
guided the tutors in making only those cor-
rections on a student’s written story that were
compatible with the level of writing compe-
tency. It would have accomplished little to
give Frank a lesson on quotation marks when
he could not yet write complete sentences.
Correcting all of his mistakes would have
been overwhelming. Within 8 or 9 weeks.
additional minilessons were given on com-
pound sentences. quotation marks. and so
forth, as he continued to progress.

211

Frank and his tutor also continued their
map reading, and within weeks Frank report-
ed that he was having less difficulty using
maps to find new locations. He continued
reading one. and sometimes two. books each
week, with reading conferences during and at
the end of each book. During che conference
the tutor spent time discussing current and
future reading choices. reviewing Frank’s
reading records. checking comprehension of
silent reading. and providing individualized
instruction in reading skills (Spache &
Spache, 1986). Here too. developmentally
appropriate minilessons were given as the
need for them arose, including lessons on
such thinking skills as getting the main idea,
sequencing. noting detail. summarizing, and
so forth.

The third learner. The learner in the last
example, Louise, could read and write with
fair proficiency. She readily admitted to her
tutor that her major problem was herselt.

Now in her early 40s. Louise saw little hope
of ever getting out of her present rut. having
been a cleaning lady in a business office for
the past 15 years. At the instigation of her
daughter, she finally decided to 'get some
help with my reading and writing so maybe 1
could get into a business school and do good.™
She was never a success in school and “just
got passed along and graduated.™ She was
quite apprehensive about coming to a tutor,
believing herself to be out of place.

Through nondirective, incidental counsel-
ing. Louise was provided the opportunity of
venting her personal problems in a safe and
accepting milieu. The tutor was able to enter
into Louise’s phenomenal world. It became
clear that Louise was suffering from a pro-
found sense of inferiority concerning acade-
mic pursuits and needed to establish a trust in
her own experiences in the tutorial setting
{Rogers. 1983).
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[t seemed important to the tutor that Louise
be given the opportunity to experience imme-
diate success in reading and writing. To this
end she was encouraged to dictate the feel-
ings she had expressed about schooling to her
tutor. This became the basis for an experience
story. She continued giving dictations for the
next 2 weeks and then decided to write down
her feelings on her own.

Developmentally appropriate minilessons
were given by the tutor whenever the need
arose. although Louise exhibited well-devel-
oped writing skills. She continued her writing
until the seventh week when, accompanied
by her tutor. Louise became a public library
member and selected an easy book to read.
Conterences revealed that Louise read with
little difficulty. She stated that she would try
to “read something harder.” By the last tutori-
al session, Louise decided she would enroll in
a General Education Diploma program as a
refresher and then enter a business school.
“Talking out my problems.™ she stated,
“helped me gain more confidence.”

Tutors in the College Classroom

In addition to monitoring the progress be-
ing made in these tutoring sessions and offer-
ing suggestions and demonstrations on how
to proceed methodologically. an important
classroom task for the project director was to
engender within the tutors an attitude of em-
pathetic understanding and genuine. unpos-
sessing caring. This was attempted by high-
lighting the following (Corsini. 1979: Rogers,
1970

1. Understanding the world of the literacy
student as he or she sees it.

2. Avoiding any behavior toward the stu-
dent that was overtly or covertly judgmental.

3. Avoiding any behavior toward the learn-
er that expressed approval or disapproval or
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that was unnecessarily probing or interpre-
tive.

4. Completely trusting the learner’s
resources for self-understanding and positive
change.

5. Allowing the learner’s experiences to be
the tutor’s for a moment. and feeling what it
would be like to live the experience of the
learner.

During the remaining sessions the tutors
practiced nondirective counseling with each
other and with their literacy students during
tutoring. Rather than being superimposed,
nondirective counseling was a natural out-
erowth of the intensely interpersonal relation-
ships between the tutors and students. fos-
tered by the LEA. individualized reading. and
expressive writing. Each learning interaction
became. in effect. an incidental nondirective
counseling opportunity where the learners
were able to vent their personal problems
safely, The pedagogical and motivational
advantages of such personal involvement
have been demonstrated (Boyd & Martin,
1984: Clabby & Belz. 1985: Johnson. 19835).

Another class presentation to the tutors
included the use of the Fernald-Keller
approach (Fernald. 1943: Wilson & Clelund.
1985). Students who made little progress after
a trial with the LEA were introduced to the LEA
combined with visual. auditory. kinesthetic
and tactile (vAKT) stimulation. With this non-
intrusive technique. LEA procedures were fol-
lowed, but words with which the learner
experienced continued difficulty were printed
on paper and traced by the student as each
syllable was pronounced. Wilson and Cleland
(1985, p. 222) have defined the VAKT proce-
dure. Finger tracing the word while pronotinc-
ing its syllables was repeated until it appeared
that the word had been mastered. The student
was then directed to reproduce the word with-
out the copy. while again pronouncing cach
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syllable. Since this is a whole word technique.
the student neither spells the word nor sounds
out the letters. Four of the adult learners, who
continued to experience unusual difficulty in
acquiring a basic sight vocabulary in the con-
text of their LEA stories, were introduced to
this procedure and began to make slow but
certain progress.

Class time was also devoted to presenting
the Laubach (Meyer & Keefe. 1988) method
of literacy training to the tutors to interface
with their nondirective reading formats. The
Laubach method is fundamentally different. a
“bottom-up’ approach in which reading is
secn as a series of steps beginning with the
letters of the alphabet that stand for specitic
sounds. These letters and sounds are put
together to form words. Words are practiced
in short sentences and paragraphs emphasiz-
ing phonic regularities. Reading is viewed as
essentially a process of phonics mastery and
the learning of specific skills.

The Program’s Effectiveness

Having carefully reviewed 19 successful
adult literacy program descriptions, Padak
and Padak (1991) provided questions to guide
program evaluation. These questions were
paraphrased under six rubrics, three of which
were particularly relevant to the Drexel pro-
gram (p. 348):

1. Academic achievement—To what extent
do learners and tutors believe that academic
progress has been made?

2. Quality of life—To what extent has
learners’ sclf-confidence as readers and writ-
ers increased? To what extent have learners
achicved their own goals? To what extent has
learner self-esteem increased?

3. Program content-—To what extent does
the program content meet learners” function-
al and academic needs and interests? What
is the quality of the social context for
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instruction such as interactions between
learners and tutors? What theoretical princi-
ples about reading, writing. and learning
underlie program content? What are tutor
perceptions of program effectiveness?

The Drexel program’s effectiveness was
evaluated under these three rubrics.

Academic achievement. Weekly observations
and analysis by CFL supervisors and the pro-
ject director provided increasing evidence
that the learners were making substantial aca-
demic progress toward their stated goals. As
suggested by Biggs (1992). this monitoring
focused on an analysis of learner reading per-
formance and writing samples. as well as
learner portfolios and tutor journal entries.

The learners were also asked to participate
in the evaluation by interpreting their own
reading and writing behavicr each week with
their tutors: *'I think I cat. now use periods in
the right place.” or *I see now that I have to
read something easier.” Learners were asked
to evaluate their own progress since routine
self-evaluations encouraged ownership in lit-
eracy learning (Padak & Padak. 1991). The
learners were continually informed about
strengths and weaknesses through confer-
ences about their reading and writing. In this
way. as suggested by Padak and Padak (1991).
assessment both informed and enhanced
instruction.

Another indication of the extent to which
learners and tutors believed progress was
being made was obtained through question-
naires and interviews. Staff, learners, and
tutors completed a questionnaire developed
by the Pennsylvania Governor’s Office of
Citizen Service (PennSERVE., 1991) to moni-
tor the qualitative and quantitative progress of
literacy programs funded by the Pennsylvania
Department of Labor and Industry.

Over the 3-year period. more information
was obtained through term-ending 2-hour
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discussions with the learners and 2-hour dis-
cussions with the tutors, conducted by two
CFL supervisors and the project director. An
analysis of their audiotape responses revealed
that the tutors and the learners were unani-
nmous in stating:

» that learners had made considerable
progress in working toward their stated
goals,

e that their collaboration in assessing
progress provided learners with continu-
ous feedback.

+ that the learners” interests and functional
literacy needs were met as a natural out-
growth of the nonintrusive learning pro-
cedures, and

e that rapid progress had been made in
reading and writing.

Many learners believed their academic
growth was so abvious that “anyone can see
it.” For many, progress in reading and writ-
ing was so rapid that it could not be
explained along the lines of skill enhance-
ment. Although the majority of the learners
initially claimed that their reading and writ-
ing abilities were nonexistent or marginal.
their performance, as their self-confidence
became enhanced. belied their initial self-
depreciation.

Since 10 weeks did not provide sufficient
instructional time for an evaluation by stan-
dardized test performance. such testing was
conducted on those learners who continuzed
with the Drexel tutors and remained for at
least | year. This included 5 students from the
first year (1989-1990). 6 from the second
year, and 7 from the third year. Combining
the 3-year totals for the 18 learners revealed a
mean pretest level of first grade on the
Diagnostic Reading Scales (DRS) and a 2.1
grade level on the Wide Range Achievement

L2090,

Q

RIC

PAFullToxt Provided by ERIC

Test-Revised (WRAT-R) word recognition sub-
test. Posttest scores improved to Grade 4 in
comprehension (DRS) and to 5.6 in word
recognition. These results were contrasted
with a typical growth expectation of 1.5 read-
ing grade levels per year, cited by Diekhoft
(1988) and based on a follow-up study of lit-
eracy program effectiveness.

It should be noted that many of the learn-
ers did not remain in the program aftter the
10-week period, having stated that they were
reading and writing well enough to go direct-
ly into a GED program. Thus those students
who made some of the most rapid academic
strides were not available for the 1-ycar post-
testing.

Quality of life. An analysis of the question-
naires and audiotaped interview data con-
tirmed what the tutor and staff observations
had discerned during the program: a dramatic
increase in learners’ self-confidence as read-
ers and writers, as well as their self-esteem as
persons. The majet reason given by the learn-
ers for this positive attitudinal change was the
climate of acceptance and tutor willingness to
listen and encourage the learners o talk out
their personal problems. The majority of the
learners and all of the tutors expressed the
belief that using the LEA, individualized read-
ing, and expressive writing fostered a high
degree of personal involvement.

The tutors were unanimous in stating that
the nondirectiveness of the tutor-learner
encounter was instrtumental in increasing the
cffectiveness of instruction. This aligns with
Reder (1992), who stated that program
designers and policy makers should carefully
consider whether participation in activities
besides formal course instruction facilitates
literacy development.

The majority of the tutors noted that the
learners had more or less accepted distorted
beliefs about African-American ability to
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achieve academically. Biggs (1992) offered
that African Americans accept this stereotype
as a reflection of reality. When interviewed.

the learners admitted to this perception of

themselves but had begun to positively modi-
fy this self-image. The learners cited the per-
sonal involvement with their tutors that
encouraged them to discuss their needs. inter-
ests. and problems. as the most conspicuous
feature of their image modification.

The tutors were unanimous in stating that
the nondirective, incidental counseling skitls
that they had developed encouraged them to
listen to their learners in a more intense and
cempathetic way. And this empathetic listen-
ing had an unexpected carryover into all of
their interpersonal encounters.

Program content. An essential beginning
point for program development was to have,
as Padak and Padak (1991) have suggested. a
clear focus of what constitutes learning. Any
detailing for the design of practice needs to
begin with such a focus (Lambert. 1986). The
program exemplified whut Rogers (1983)
called experiential learning. Such learning
has the quality of personal involvement. is
self-initiated. is pervasive. is evaluated by the
learner. and has meaning as its essence. The
learners established their own instructional
goals and continuously evaluated their
progress, This helped assure that the program
content met learners’ functional academic
needs and interests. The social context for
instruction was one of complete openness and
unconditional positive regard. As Padak and
Padak (1987, pp. 495—90) stated. “Effcctive
adult reading programs address literacy in
light of fearners” cognitive. affective. and
social needs.”

A major objective of the project was the
imvolvement of college students as adult liter-
acy tutors. In their questionnaire responses
and end of program discussion. all the tutors

expressed the desire to continue as volunteer
tutors. Records kept over the 3 vears of the
project revealed that of the I'1 tutors {from the
first year who could be reached. 9 were still
engaged in some tutorial capacity. For those
college students who began in the second and
third years of the project. responses accuniu-
lated thus far revealed much the same reten-
tion rate. Many of the former project tutors
expressed the belief in year-end question-
naires that their continued tutoring etfort
added a new dimension to their lives. one of
responsible service to those in need.
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everal theorists and observers in the

field of adult literacy suggest the

importance of an intergenerational

instructional approach (Fingerel,
1984: Fox. 1986: Harman. 1987: Sticht.
1983). Descriptions of creative programs
which combine adult and children’s literacy
efforts are entering the literature (Nickse &
Englander, 1985, 1986). And the federal gov-
ernment of the United States. alerted to the
possible connections between adult and child
literacy. has attempted to intluence aduit and
child literacy policy by introducing Even Start
legislation,

Adult literacy programs that are combined
with efforts to improve early childhood litera-
¢y are overdue and gain support from several
complementary lines of current research: con-
cern with parental roles in schools and school-
ing (Cochran & Henderson. 1986: Lightfoot.

||..218':




Figure 1

Parents’ Effects on Children’s Reading Achievement

Research Topic

Authors

Summary of Findings

A. Home

environment

Chandler ctal.. 1983
Chall et al.. 1982

Heath, 1980. 1983
Hewison & Tizard. 1980
Smith, 197§

Teale, 197K, 1986

Availability and range of materials in home are
important; (“everyday print,"—labels. magazines.
NCWSPUPCTS—RECESSUry: Many ways parents can
arrange for children to come into contact with
print: homes devoid of books and lacking curiosity
about world inhibit child’s enthusiasm for learn-
ing in school.)

B.

Shared
reading
activitics

Chall et al., 1982
Chomsky. 1972
Clay. 1979
Smiti, 1971
Tavtor, 1983
Teale, 1984, 1986

Parents” reading to children is important: being
read to is fundamental to carly literacy develop-
ment: demonstrates coneept of print. books,
reading. and form and structure of written languags:
is major correlate with language maturity and
reading achievement: creates shared bond as base
for positive literacy experiences in home which
support reading and writing practices.

. Parents as

reading
models

Chall et al.. 1982
Duft & Adams. [98]
O Rourke. 1979

Parents are child’s first and most influential
teacher: parents act as models for reading behavior:
“printworm™ parents” children test higher in word
recognition and reading comprehension: early read-
ing preparation and supportive home environment
promote reading as natural life process: children
of mothers with higher literacy levels outperform
children of non-reading mothers at 6th-grade level.

. Pareats®

attitudes
toward
education

Anderson & Stokes. 1984
Chall. 1979, 1982
Coleman, 1966

Durkin. 1964

Laosa, 197%

Lengyel & Baghban, 1980

Parents” aspirations and attitudes toward children’s
education create positive environment that
supports literacy development: parents with high
expectations more likely to have children who
achieve; as children grow. parental expectations
have greater impact: positive parental behavior
encourages children’s school achievement: non-
titerate parents can be aware of importance of lit-
cracy and supportive because of constraints of
limited literacy in own life: one mother became
role model. improving own basic skitls and teach-
ing them to child: mother’s education related to
how she thinks about and behaves toward her
children. which atfects their schoot achievement:
cducated parents provide more materials and
activities which promote literacy and become
more involved in children’s school instruction.
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1973: Sinclair et al.. 1980): the importance of
family literacy in preparing children to read
(Heath. 1983): parents’ roles in encouraging
school achievement (Clark. 1983): and find-
ings that adults in tutoring programs who
have children in school tend to stay longer in
tutoring programs (Heathington. 1984). The
research suggests that further study would be
fruitful to determine whether a literacy pro-
gram aimed at parents and their children
would improve literacy for both groups.
Reading aloud to children is the single most
important factor in preparing them to read
(Anderson, 1985). yet millions of parents
with poor reading . %ills cannot engage in this
effort because of their own reading deficien-
cies. and millions of others have neither the
knowledge of its importance nor the skills to
read to their children.

The short-term effects of the illiteracy
cycle are felt daily by individuals and fami-
lies. The long-term consequences of this con-
tinuing cycle include the lack of parental
reading models, in-school reading problems.
and poor attitudes toward reading and educa-
tion in general. The case for improving fami-
ly literacy seemed sufficiently strong to war-
rant the design of an intergenerational adult
basic education and literacy program at
Boston University. In 1983, at the request of
the U.S. Department of Education. Nickse
(Nickse, 1985: Nickse & Englander. 1986:
Staryos & Winig. 1985) developed the
Collaborations for Literacy model. which
seeks 1o develop a new format for adult liter-
acy services. action resecarch, and materials
development. [t employed college students
as literacy workers and paid then through
the Federal College Work-Study program
(Nickse, 1984). The newly established
Family Learning Center (1987) subsumes the
part-time program at a newly renovated site
provided by the university. In th2 past 4
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years. more than 50 undergraduates super-
vised by graduate students and faculty from
the School of Education have been trained.
paid. and have received optional academic
credit for work as literacy tutors, They have
provided reading instruction to more than
150 ethnically. educationally, and socioeco-
nomically diverse urban adults in a part-time,
intergenerational. one-on-one tutoring pro-
gram.

In 1986, the Boston University project
began collaborating with the Boston Public
Schools to identify and focus recruitment on
parents of Chapter | children in & comprehen-
sive adult literacy intervention-prevention
model. With a grant from the Office of
Educational Research and Improvement. the
staff is exploring the effectiveness of this
intergenerational approach to family reading
instruction. A brief literature review, the
design of the study and some preliminary
data tollow. It is hoped that our experiences
in this pilot program can guide others in simi-
lar action research.

Literature Review

At present, there is no coherent body of
research available that directly addresses the
intergenerational literacy instruction of adults
through the use of special literacy techniques.
Figure 1 summarizes evidence from a variety
of research reports about parents” activities
and home environment factors that seem to
impact children’s reading achievement,

The Study

With a grant from the U.S. Department of
Education Office of Educational Research
and Improvement, the co-principal investiga-
tors {Nickse & Paratore) were exploring the
effectiveness of an intergenerational approach
to adult literacy instruction. Two research
questions were being examined: Does an

218

3.




intergenerational approach have a positive
impact on adult beginning readers’ progress
and retention” Do children of parents enrolled
in an intergenecrational reading project show
gains in reading and language arts achieve-
ment and improved attitudes toward reading
and learning? Preliminary data on the first
question are reported: the analysis of the
effects on children were incomplete at this
writing.

Study subjects were recruited from a tar-
geted pool of parents with children in federal-
ly funded Chapter | reading programs who
lived in multicultural. urban sections of
Boston. A school-based coordinator, familiar
with school district reading programs and
with the community. contacted parents and
informed them of the purposes and require-
ments of the intergenerational program. The
demographic profiles of the 30 adult partici-
pants studied as of June 1987 are reported.
These individuals completed 30. 40, or 50
hours of tutoring in 2- or 3-hour weekly ses-
sions over 5-8 months and completed pre-
and posttests on a standardized reading test.

Minority parents represented 83% of the
adult participants (Asian. 23%: Hispanic.
23%: and black, 37%) and white parents the
remaining [7%. Women participants (70%)
outnumbered men participants (30%) more
than two to one. Only 20% of subjects were
unemployed. but nearly three-fourths (70%)
had dropped out of school before earning a
high school diploma. English was a second
language for 40% of the subjects. The 30 sub-
jects had a total of 44 children of school
age—59% of their children were in primary
school. Only a few subjects had preschool
children: the remaining children were already
in middle school or high school. Almost half
of the adult program participants (474 ) were
between the ages of 35 and 44. Their reasons
for program participation show the benefits

of targeted recruitment: 40% gave “helping
their children™ as a primary motive for enroll-
ment: 40% mentioned “improvement of their
own reading and writing skills™: and 30%
mentioned “self-improvement™ as an impor-
tant factor in participation.

Intervention Techmiques

For the 1986-1987 year, the Family Learn-
ing Center staff incorporated several proce-
dures to strengthen and support its basic
teaching curriculum, focusing on creating a
supervised. supportive teaching environment
for the adults while modeling literacy preven-
tion and intervention techniques for the par-
ent and child. The procedures in use during
the weekly sessions follow:

1. Tutors design lesson plans and use a
four-step model (demonstration, guided prac-
tice. independent practice. and evaluation)
identified as important to successful teaching
(Rosenshine & Stevens. 1984). The focus is
on decoding (pnonics or structural analysis),
vocabulary. reading and listening comprehen-
sion. study skills. and writing.

2. Staff observe tutors and learners during
instruction and provide weekly consultation.
Tutors model learning activities for parents to
use with children and frequently design
lessons for parent and child: tutors model
these lessons for the parent and observe the
parent teaching the child. Tutors encourage
parents to practice independently at home and
demonstrate the advantages of shared parent
and child activities by taking field trips with

iem to local libraries and area museums.

3. The Center provides literacy events
(“socials™) for parents and children concern-
ing shared reading and home activities (for
example. showing the Jim Trelease “Read
Aloud Handbook™ movie or holding a Parents
and Children Reading Together Workshop).
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4. The Center provides weekliy inservice
sessions for tutors on topics related to litera-
cy, prevention and intervention techniques.
and teaching strategies (for example.
Teaching Basic Reading and Math Skills or
Selecting Appropriate Life Skills Materials).

Literacy Tutors

The tutors are the primary providers of in-
struction to adult participanis. Boston Univer-
sity tutors are work-study students who are
paid US3$7 an hour. 1Z hours a week for two
semesters. For 1986—1987. tutor retention for
the 9-month academic period was 90%.
Tutors often return for a second or third year
to their tutoring positions and may elect
optional college credit. They are socially
committed, mature, patient. and motivated to
teach adults and children to improve reading
skills and attitudes. They are 19-23 years old:
92% are undergraduates; 8% are graduate
students: and 35% are education majors.

Each work-study student receives about
112 hours of training by professionals in
reading and adult education: 18 hours of ini-
tial training: mandated 2-hour weekly inser-
vice training (for two semesters or 56 hours):
and weekly personal observation and supervi-
sion (two semesters. 28 hours). Inter-
generational methods are stressed in all train-
ing and inservice. Tutors individually instruct
two adult learners in weekly 3-hour sessions.

While tutors have considerably more training
than most volunteers. the 3-hour weekly
instructional session is typical of many volun-
teer literacy programs.

Results and Discussion

Preliminary data are reported on the effects
of participation by adults (# = 30) on two
dimensions: reading progress in vocabulary
and comprehension and retention in the pro-
gram. Results to date seem to indicate that
reading gains (ABLE. 1986) on vocabulary and
comriehension increase as a factor of the
number of hours of tutoring (see Figure 2).

The lowest Ievel learners are pretested on
ABLE (Level 1) normed at the 1.0-5.3 level. If
those learners score at a 6th level grade
equivalent on the comprehension section,
they are posttested on ABLE (Level 2) normed
at 5.4-11.11. This change in forms may affect
individual scores and thus the average gains.

Retention

Nationwide. only 30-50% of those in Ad-
ult Basic Education (ABE) programs stay in
the program for | year (Balmuth. 1985). En-
rollment officially begins after the learner has
received 12 hours of instruction. For those
“enrolled” in the program. the retention rate
is 73.3%, Of the 26.7% who left after “enroll-
ment.” 50% withdrew because they were able
to find new or better employment (which cre-

Figure 2
Adult Reading Progress

Number of Number of SSs

Vocabulary Compreiension

tutoring hours (N = 30) average gain average gain
50-41 13 0.8 1.0
40-31 9 0.5 0.7
30-25 8 -0.2 0.5

Gainsas estimated by the Adult Basic Learning Exam (asre). Levels T and 2; given as portion of 4 year in

grade level.
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ated scheduling difficulties) or felt qualified
to pursue more advanced ABE education or
training.

Learners in the study are parents of chil-
dren who already are identified as having
reading difficulty: they have a high interest in
and concern for helping their children. The
program design fits individual needs and also
stresses continued focus on activities related
to improving children’s literacy. This obser-
vation seems to confirm that of Heatherington
(1984). that adults in tutoring programs who
have children in school tend to stay longer in
tutoring programs. A number of parents
expressed pride in their children’s progress in
school based on teachers’ comments to them.
The parents attributed this growth to their
increased work with their children.

A primary objective of the project is to
change behaviors to improve the literacy cli-
mate in the home. The staff responds posi-
tively to progress by the adult and the family
as a learning unit. Through direct conversa-
tion. activities. and special events, plus posi-
tive examples and modeling, tators let parents
know they share their concern for improved
literacy at home. These factors also seem to
contribute to retention of adult learners in the
program.

As a condition for acceptance into the pro-
gram. we asked parents to read to their child
for 10 minutes a day. When tutors reported

that parents were not reading to children. we
realized our expectations were unrealistic.
and we substituted an expanded list of litera-
cy-related activities. The results were exciting
(see Figure 3). Although in use for only
6 weeks. the expanded idea of “reading”
seems to be both better understood by the
adult learners and more within their capabili-
ties and current lifestyles. Tutors who had
suggested activities on this list reported a
gradual increase in these kinds and occur-
rences of home literacy events.

Conclusions and Recommendalions

This pilot study focuses on the improve-
ment of adults’ literacy in support of their
own improved reading skills and the subse-
quent effects on their children who are in
Chapter 1 reading programs. The work is in
progress, and not all research results collected
have been analyzed. However, based on 4
years’ experience using an intergenerational
tutoring approach. some preliminary conclu-
sions can be drawn and several recommenda-
tions made.

1. Support for the concept of intergenera-
tional learning must be built and marketed in
the local community through calculated and
direct messages. Such targeted recruitment is
best done in cooperation with local and pub-
lic schools.

2. At both national and local levels. policy
should stress intergenerational learning as an

Figure 3
Checklist of Literacy-Related Activities

Read to child

Helped with homework
Asked about homework
Wrote note or message to child
Played a word game

Viewed v together and discussed it
Other shared activity

Listened to child read a book

Looked at homework

Bought a book

Visited a library with child

Helped child write letter or wend letter or greeting card
Asked child about school or reading
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intervention-prevention strategy, and such
programs should be funded.

3. Intergenerational curriculum should be
mixed with personal and career-related tasks
and literacy events. Adults need to build self-
contidence through work on their own learn-
ing agendas as well as improving their chil-
dren’s literacy. A mix of both kinds of
assignments will maintain adult enthusiasm
and provide an important sociai element.

4. Adults can model literacy-related behav-
iors only when they have been successful
with these behaviors and feel confident that
they can accomplish them in their current
home environment. Their increased self-
esteem as readers and improved shared activ-
ities in the home appear to them to transfer to
their children.

5. Project experience has confirmed our
opinion that literacy is more than the teaching
of specific technical skills in reading, writing.
and math. Particularly in a multicultural com-
munity context, where parental attitudes and
values about literacy, schools and schooling.
and education in general are varied and where
discourse is limited and reading is not a fami-
ly habit, direct instruction in increasing litera-
cy events must be accompanied by constant
reminders and support by tutors for changed
parental behaviors. If they haven't been read
to. children may reject parental overtures. pre-
ferring to watch television: many parents need
modeling and coaching by tutors to help them
know how to improve communications with
their children before attempting to read to and
with them.

6. Tutors need to be well-trained for one-
to-one and intergencrational tutoring. To be
effective in teaching reading to adult literacy
students. they must be supported and con-
stantly supervised by professionals. There
cannot be "too much training”™ when the
range of individual reading problems among
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adults in the population is so vast and com-
plex.

7. The bonding relationship so valued
between tutors and learners has to stretch to
include children and other family members in
order to improve the family’s attitude toward
reading. We have found that this is important
for participant retention. motivation, and
shared reading activities.

8. A broad perspective on the concept of
literacy and the home and school events
which promote it is imperative. Attitudes and
values about education provide the context
for basic skitl improvement. They are not
byproducts of instruction but the primary
focus of direct instruction in families where
literacy is undervalued.

9. In our experience. any instructional
model relying on 2-3 hours of reading
instruction a week is insufficient for begin-
ning or new adult readers. For measurable
reading progress in these learners, hours of
direct instruction must be doubled as a desir-
able minimum with daily practice. This is a
considerable time commitment for busy
adults.

10. While the phrase “the only degree you
need is a degree of caring™ perhaps describes
the personal relationships so important in Iit-
eracy tutoring connections, its effects should
not be confused with the effects of skilled
professional reading instruction. There are no
“quick fixes™ in literacy. This intergenera-
tional project is a first effort in working at the
heart of literacy improvement—the family
and its home.
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T utoring

Training Family and
Friends as Adult
Literacy Tutors
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he proportion of adults who are dis-

advantaged in their daily lives by a

lack of functional reading skill is

alarmingly high. Yet the severe eco-
nomic and social effects of this widespread
problem rarely hit the headlines. In adults,
illiteracy is the hidden handicap. In the United
Kingdom. it is estimated that 1.3 million ad-
ults (6% of the population) have difficulty in
reading (ALBSU. 1983). In the United States,
Hunter and Harman (1979) estimated that
there were at least 23 million adult illiterates.
while the Office of Education puts the tigure
at 27 million—20% of the population. Very
few of these are ever recruited into aduit edu-
cation basic skills courses—in the United
Kingdom the proportion is estimated at 15%
and in the United States at 5%.

Even for those enrolled in courses. owing
to “the very part-time nature of the service,
most students can only benefit from a severe-
Iy limited amount of tuition. despite the fact

2o 224

Q

RIC

PAFullToxt Provided by ERIC




E

that many of them need intensive courses™
(ALBSU, 1986). Nevertheless. in a U.K. study
it is reported that over a period of 3 months.
25% of adult students made “'rapid progress.”
50% made “measurable progress.” and 25%
made “'no progress” (aLBSt. 1981). Students
commencing with higher levels of achieve-
ment who were “well supported by family or
friends” gained most. However. no follow-up
results are reported. so it is not known to
what extent gains endured in the longer term.

Although in recent years provision has
included the widespread use of volunteers.
greater variety in the type of remedial courses
offered, establishment of drop-in advice cen-
ters. packages for distance teaching. and
computer assisted learning, much of the help
available for the adult of low literacy remains
very traditional in organization and method-
ology. Current approaches seem to hold little
hope of solving this huge problem. New
directions and radically different patterns of
service delivery are needed. For these. new
techniques may prove necessary.

The Paired Reading Technique

There has been a growing interest in the
United Kingdom over the last decade in a
variety of means for involving parents in the
reading development of their children
(Topping & Woltendale. 1985). Some of the
techniques articulated in this context have
proved effective in the hands of other nonpro-
fessional tutors. such as adult volunteers and
peer tutors (Topping. 1987a. 1987b). The
Paired Reading technique is probably the best
researched of these innovations. and has
demonstrated applicability and effectiveness
with a very wide range of target children (see
the bibliography in Topping. 1986a).

In Paired Reading. tutees are encouraged
to choose their own reading material at any
Jevel of readability. provided this is within the
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competence of the ruror. Tutees can thus
select books and other material of high inter-
est to themselves irrespective of difficulty.
The frequently reported problem of finding
appropriate reading materials for adult litera-
¢y students is virtually eliminated. since no
special materials are usually required. At its
simplest. Paired Reading involves two phas-
es. On sections of text that are difficult for the
tutee. both tutor and tutee read out loud
together. establishing synchrony with prac-
tice. When the tutee makes an error, the tutor
merely repeats the word correctly and
requires the tutee to do likewise before pro-
ceeding. When the tutee has selected an easi-
er text that is more within her or his indepen-
dent readability level. the tutee can choose to
silence the tutor by a prearranged nonverbal
signal. When the tutor becomes silent. the
tutee continues to read out loud. until there is
a failure to read a word correctly within 5
seconds. at which point the tutor corrects the
error as described and the pair resume read-
ing together. Praise at very regular intervals
for correct reading and specific positive read-
ing behaviors is emphasized throughout.
Discussion of the text is an essential part of
the method to ensure tutec comprehension.
but this flows much more naturally with high
interest materials. The method is outlined
graphically in the figure. Further details of
its application in practice will be found in
Topping and Wolfendale (1985) and Topping
(1986a).

Some of the features of the Paired Reading
technique are of course found in other ap-
proaches to reading which bear different
names, for example. Heckelman's (1986)
“Neurological Impress Method (N1n).” the
associated “Prime-O-Tec" strategy described
by Meyer (1982). and the methods known as
“Reading-While-Listening.™ " Assisted Read-
ing.” and “The Lap Method.”™ However. the
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Paired Reading Procedure

Tutee chooses reading material within
tutor’s readability level

Tutor and tutee discuss book initially
(and throughout reading)

|

Tutor and tutee read together
aloud at tutee’s pace

A

correct reading any tutee error
| Or no response

i within 5 seconds

praise

Correction procedure

Tutor says word
correctly (and may
point to error word)

Tutce repeats word
correctly

Pair continue
rcading together

I
Tutee signals non-verbally
to read alone
Tutor praises tutee for
signalling. then is silent
I

Tutce reads alone aloud

] |

correct increasing span self- any tutee error
rcading of correct reading correction OF NO response
of hard within 5 seconds
T
Correction procdure
™ Praise as above und pair
return to reading |
+ together

words
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value of Paired Reading is that within this
technique many of the most valuable features
of other methods are blended into a coherent
package which permits widespread and suc-
cessful use by nonprofessionals. One possible
method of service delivery to adults of low
literacy is to use Paired Reading within a col-
lege of further education, utilizing able stu-
dents as tutors for adults involved in basic
skills courses. Substantial success with the

deployment of Paired Reading in this form of

organization has been reported by Booth and
Winter (1987). However. the technique clear-
ly has the potential to be deployed effectively
in open community settings, as has been
widely demonstrated in the case of literate
parents working with their own children.
Thus. the organizational parameters for ser-
vice delivery of Paired Reading to low litera-
cy adults in the natural environnent were
delineated (Topping. 1986b). and after some
weeks of discussion and planning, the
Ryedale Adult Literacy Paired Reading
Project commenced.
Training Procedure

Students who were already in some way in
touch with the Adult Literacy organization in
the rural Ryedale area of North Yorkshire
were approached by their existing contacts to
see whether they would be interested in par-
ticipating in the “experiment.” The impor-
tance of using existing relationships in com-
munication networks was therefore evident
right from the start. As tutees and their poten-
tial tutors were to be trained together, both
needed to attend the initial training meeting.
“utees were asked to bring along someone
they already met frequently. who would be
prepared to help them with reading for a min-
imum of 5 minutes for 5 days cach week dur-
ing 6 weeks. Twelve “pairs™ attended, and
some tutees brought more than one potential

227

tutor. The eventual main tutors comprised 4
wives, 3 mothers. | daughter, and 1 friend.

In a group meeting, the project leaders
acted out “How Not to Do It.” demonstrating
every possible form of bad practice. The
group was then told about the aims and meth-
ods of the project. and the two phases of the
Paired Reading technique were described in
detail and demonstrated via role play between
the project leaders. Questions were answered.
and diary cards for each pair to record their
efforts were distributed together with a pam-
phlet to remind them about the technique.

[t had originally been hoped that it might
be possible to have the pairs practice the tech-
nique under the supervision of the project
leaders that same evening, but the group
members not surprisingly demonstrated little
enthusiasm for this. and this part of the train-
ing procedure was therefore omitted on this
occasion. (For subsequent training meetings.
graduates of the first project would be avail-
able to demonstrate the technique. live or on
video. thereby creating a more relaxed atmos-
phere in which new tutors and tutees would
feel more willing to practice the technique.)

Monitoring

The pairs were asked to use Paired Reading
regularly for a minimum of 6 weeks. this
being the shortest time during which the pro-
ject leaders felt that a discernible improve-
ment might become evident. Of the 12 pairs,
2 dropped out during the 6 weeks. in one case
owing to the disinclination of the tutee, and in
another case owing to 2 more generalized dis-
agreement. Ten pairs thus completed the pro-
ject. All the pairs were visited at home at the
end of the first and second weeks by one of
the Adult Literacy Organizers involved with
the project. In some cases more visits were
made. During the visits, each pair’s use of the
technique was observed and praised or reme-
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diated as necessary. Checklists of good prac-
tice were used by the visitors when monitor-
ing quality of technique. General encourage-
ment was given, and problems specific to
particular pairs were discussed.

A number of problems in use of Paired
Reading were encountered. In some pairs it
proved difficult to establish the required rate
of praise. particularly for cases in which a
wife was tutoring her husband. Some tutees
became so engrossed in their chosen text that
they forgot to signal for independent reading
even when the text was well within their
independent readability level. In these latter
cases. the visitors suggested a variety of
minor modifications in the technique (extra
rules) to get around these difficulties. It
proved very difficult to find suitable reading
material for two students who were virtually
totally illiterate. and this problem was
resolved by the wtor writing materials using a
language experience approach.

The tutoring was disrupted by the usual
round of domestic events, and thus one stu-
dent had a 2-week holiday in the middle of
the project and had difficulty getting back on
task. while in another famiiy a wife who was
tutoring her husband separated from him
towards the end of the project. ( The latter stu-
dent subsequently reported much greater con-
fidence levels and a determination to carry on
his reading on his own.) In many cases. how-
ever. the tutoring was going well and consid-
erable enjoyment was reported by the pairs
and. indeed. was evident during the visits.

Fyaluation

In addition to the evaluation of the process
by observation in the home, evaluative evi-
dence was also available from pre- and post-
project norm referenced reading tests and
subjective feedback from the participants
which was both verbal and written, The New

Muacmillan Reading Analaysis (Vincent & de
la Mare. 1985) was used as the “objective”
test. in parallel forms. This test has the advan-
tage of reasonably modern text and illustra-
tions, although the standardization proved to
have too high a floor for some of the students
to register at pretest. For the 5 students who

did register on the scale at pretest. the average

gain in reading age was 10.4 months in read-
ing accuracy and 13 months in reading com-
prehension. For the students who did not reg-
ister on the standardization scale at pretest. it
was more difficult to quantify the gains made.
In any event these were more erratic and not
quite so encouraging. although these students
had more domestic problems and their use of
the technique was less perfect.

However. a/l students made some measur-
able progress in either reading accuracy or
reading comprebension. though this was
small in some cases. These results compared
favoiably with those of more traditional
methods of helping adults with reading diffi-
culties. Furthermore, they were achieved in a
short space of time. with a modest input from
professional agents. The cost effectiveness of
the deployment of the Paired Reading tech-
nique in this way was clearly substantial.

Tape recordings of students” pre- and post-
test performance on the Macmillan Analysis
were available for 7 of the 10 participants. (It
is not always reasonable to expect adults who
are highly conscious of their reading difficul-
ties to function remotely adequately in a test
situation while simultaneously being tape
recorded.) Using the miscue analysis cate-
gories incorporated in the Macmillan test. 6
of the 7 students showed a striking increase in
self-correction. and the overall proportion of
self-corrections increased by an average of
115% from pre- to post-test. Of the 7 stu-
dents. 2 showed markedly reduced hesitations
coupled with markedly increased substitu-
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tions. suggesting that these participants had
greater confidence in guessing at unknown
words. These results compare favorably with
those of Lee (1986). who found that self-cor-
rections in his Paired Reading group of chil-
dren increased by 135% over a longer period.
Feedback

At the end of the initial intensive phase of
the project. tutors and tutees gathered togeth-
er with the project leaders for teedback. The
intention of the project leaders was not that
the pairs should see the project as having a
finite end after 6 weeks. but rather that this
intensive period of use of the technique
should render them fluent in its use and able
to see some significant change in the reading
progress of the tutees which would motivate
the pairs to continue using the technique in
the long run.

At the feedback meeting. therefore. it was
necessary for the project leaders not only to
thank the pairs for their cooperation and
give them the highly encouraging results
from the reading tests (in terms of group
averages rather than individual scores). but
also (most importantly) to solicit the views
of the pairs as to what improvements could
be made in the way such projects were orga-
nized and to air questions of where the pairs
might wish to go from there. Views about
the relevance of the “"How Not to Do It” role
play at the training meeting were various.
some students finding the drama amusing
and relaxing. others exaggerated and unreal-
istic. and yet others very pointed and elicit-
ing identification by members of the audi-
ence. Most students felt that the “How to Do
It" aspect was reasonably well presented.
However, once they arrived home. a number
had difficulty with signaling for independent
reading. and it was felt that more attention
should be devoted at the training meeting to
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informing tutors as to what to do if the tutee
failed to signal. for whatever reason. Some
students had had difficulty in finding appro-
priate reading materials. and in two cases
these had been specially written. The opin-
ions of the pairs on the usefulness of the
diary cards were mixed. some feeling that
they were a chore while others found them
useful. The group consensus seemed to be
that some form of recording was desirable
but that it should be done over longer peri-
ods rather than daily. Some pairs reported
initial difficulty in establishing synchronous
reading together. but in virtually all cases
this resolved itself with practice.

The tutees had a variety of opinions about
the impact their Paired Reading had on them.
An improvement in confidence when reading
was widely reported. as was increased incli-
nation to read signposts and other natural
reading material. For those who reported it.
the latter was a new experience. Some stu-
dents reported feeling considerably more flu-
ent when reading. and one tutee reported feel-
ing more independent. In general. the pairs
had got along well with each other, one pair
reporting being delighted with their joint
experience. Pairs tended to wish in the longer
run to find more convenient times for read-
ing. and the intention seemed to be to fit
Paired Reading in even more easily with
everyday life.

The tutors were also asked to complete a
questionnaire about changes which they had
seen during the project in their tutee’s reading
performance. and 9 of the 10 did so. All re-
ported their tutees were more confident in
reading. and 7 tutees were reported to be
more willing to read and more interested in
reading. Six of the tutees were reported to be
understanding books more. enjoying reading
more, and keeping a steadier flow when read-
ing. Five of the tutees were felt to be reading
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more widely: 4 of them were reading more in
absolute volume. However, only 2 tutees
were felt to be reading with more life and
expression, Of the tutors. 6 wanted to contin-
ue tutoring with the same frequency as during
the project. while 2 wished to continue tutor-
ing but with « lesser frequency. The remain-
ing 2 tutors wished to continue to tutor read-
ing but in a different way. A few (4) were also
interested in tutoring in another area such as
math or spelling.

A simpler questionnaire was also complet-
ed by the tutees. and all 10 of these were
returned. although in some cases they must
have been completed with the assistance of
the tutors. and therefore there may have been
a degree of bias in the responses. All 10
tutees reported that they liked doing Paired
Reading. Virtually all reported that it was
easy to find a good time and place to do the
reading. All but | reported that they had
improved their relationship with their tutor.
Eight of the 10 felt their reading had improved
and wished to go on using the technique.
Seven tutees said they would tell other people
about Paired Reading. However, opinions
were more divided on other matters. Half of
the tutees found it easy to learn the technique.
and half found it difficult. Half felt the record
sheet was a help. while half felt it was of no
use. Geuerally. the tutees reported liking all
kinds of reading better. but this view was not
unanimous.

The Longer Term

Despite the good intentions of the majority
of tutees to continue doing Paired Reading,
the summer came. and the importance of the
harvest in this rural area took over, Many of
the project participants did #er do much read-
ing after the initial intensive period. When
Paired Reading projects are carried out with
children, it is usual for the participants to
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show continued though lesser acceleration in
the months following the end of the intensive
period (Topping. 1987b). However. children
are typically surrounded by books. at least at
school. and enjoy continuing encouragement
to read. This was not the case with the adults
participating in the Ryedale Project, who
found it difficult to regain the reading habit
after years of nonactivity.

Follow-up testing was carried out approxi-
mately 7.5 months after the end of the initial
phase of the project. Continuing acceleration
was found in very few students. The average
further gain in reading comprehension for the
students who had registered on the scale at
pretest was only 4 months, while there was
actually a slight decline in accuracy scores.
(The results were skewed by one student who
did particularly badly at follow-up.) The pic-
ture was even less optimistic for those stu-
dents who had not registered on the scale at
pretest, although these results were more dif-
ficult to quantify. Furthermore. the proportion
of self-corrections had shown no further
change since posttest,

Continued Use imperative

The project demonstrated the feasibility of
using the Paired Reading technique with non-
professional tutors who are in daily natural
contact with students in need of help with
basic reading skills. Gains in reading ability
were evident in students during a period of
intensive use of the technique as short as 6
weeks. In the long run, however, when use of
the technique was not maintained. the rate of
gain in comprehension declined markedly for
the more able students, while accuracy did
not improve. For the less able students, there
was evidence of “wash out™ of experimental
effects. It is clear that no matter how enjoy-
able the Paired Reading technique might be,
and however easy it is to insinuate it regularly
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and frequently into everyday life, neither fea-
ture guarantees that the technique will contin-
ue to be used by students in the long term in a
way that sustains the striking gains which can
accrue in the short term.

For future projects. the importance of on-
going practice, perhaps 2 or 3 times a week,
will need to be stressed and perhaps formal-
ized in some kind of written contract. The
continuation of some form of self-recording
seems inevitable, although not favored by all
tutorial pairs. Gathering project participants
together for a booster meeting at regular in-
tervals must also be tried. A more structured
long-term approach is being adopted with
subsequent groups of students.

The deployment of the Paired Reading
technique in an open community education
format clearly holds great promise and merits
wide dissemination. Paired Reading enables
anyone who can read to transmit their skill to
somone she or he sees regulurly. Furthermore.
it could be particularly useful in those innova-
tive programs that support parents of low lit-
eracy in their attempts to help their own chil-
dren learn to read. The method may also have
implications for education services in Third
World and other developing countries. The
effectiveness of the technique even in its pilot
form compares favorably with traditional
methods in the adult literacy field. Methods
of service delivery can now be refined to
make the use of this technique even more
effective and erficient.
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his is the story of how Arthur, a

black adult American with cerebral

palsy. learned to read and write.

Arthur was referred to the Univer-
sity of New Orleans Reading/Language Arts
Tutorial Center at the age of 33. It was nat
until this point in his life that someone finally
recognized that Arthur was bright and could
learn. As a result of cerebral palsy, he was
nonspeaking and was confined to a wheel-
chair. Although he had some minimal sound
production, those sounds were mostly unin-
teltigible. On occasion one could hear his
“thank you™ (that is. “ank ou™). Also as a
result of the cerebral palsy. Arthur exhibited
difficulty with fine motor skills and had no

control of his right hand but good control of

his left. His vision was poor even with correc-
tive lenses. Up until the time he came to the
university tutorial program, he had never

been sent to school or taught any form of sign
Janguage.

When we met Arthur, he let it be known
through his own personal alternative means
of communicating. mostly gesturing and
answering yes-no gquestions, that he wanted to
learn to read and write. He also demonstrated
a very independent attitude and maneuvered
his wheelchair quite well. In addition, he
came to the tutorial sessions with a great de-
sire to learn to use a microcomputer. Thus. it
was determined that Arthur could be taught to
use @ computer. since he would be able to hit
the keys with his left hand and his desire to
learn was so great.

In addition to noting his physical capabili-
ties, we made an initial inventory of Arthur’s
academic accomplishments. He knew how to
print his name. knew his age. and could print
his birthdate in numerical form. He could
identify approximately 60 single words (see
Figure 1) but only if presented in all capital
letters as they appeared on his communica-
tion board: thus he did not have a concept of
these items as words. He had simply learned
each word’s configuration and location on the
communication board. A well developed
sense of humor was a strong indicator that
Arthur was bright and that tutoring might be
successful.

Understanding Arthur’s Literacy
\eeds

Approximately 70% of persons with cere-
bral palsy do not develop speech due to se-
vere neuromuscular impairments (Hagen.
Porter, & Brink. 1973). They are denied the
practice and experience necessary for the
development of language abilities und effec-
tive social interaction such as participating in
a conversation with another human being.
Communication boards have provided some
means for two-way interaction (McDonald &
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Figure 1
Words as They Appeared on Arthur’s Communication Board

ALARM SMOKE GAS USE SELECT
HOLD PRESS THIS BUTTON WHICH
CONNECT CONTINUE WAITING THANK NOT
SAFE ATTENTION TURN DIAL CHANGE
STATION ADJUST LOCK BRAKE SIDE
FORWARD REVERSE COMPLETE OPEN DOOR

OR WINDOW EXIT DEPOSIT QUARTER
CALL GET REACH MICRO RANGE
FAST SLOW BUY/BYE KEY ENTER
PLACE WATER YES NO INCORRECT
ADD ALL MORE TOTAL FIRST
NEXT FLOOR ROOM HELLO

Schultz, 1973): however, in general these
boards are limited to a finite number of words
and phrases. Newer devices dedicated to
voice output communication, such as the
PRC Touch Talker/Light Talker (1989,
Prentke Romich Company. Wooster, Ohio.,
USA). use pictures, computer technology.
and synthesized speech to allow an individual
to communicate in complete sentences.
Nevertheless, nonspeaking individuals with
cerebral palsy have many more thoughts,
ideas. and feelings that can only be further
developed by communicating with others
through reading and writing.

There are three systems of language criti-
cal to reading and writing ability: the seman-
tic. the syntactic. and the graphophonemic
systems, Briefly, the semantic system retlects
the background knowledge. prior experi-
ences, concepts, attitudes, values, skills, and
procedures a reader or writer brings to the
reading or writing task. The syntactic system
refers to knowledge about how the language
works. Readers and writers use this knowl-
edge of the meaningful arrangement of words
in sentences to help construct meaning in
text. The graphophonemic system refers to

the print itself. The graphic symbols represent
the relationship between the speech sounds
and the letters of the language. For the non-
speaking individual. these three systems are
underdeveloped—not because of any deficit
in mental capacity but because of nonuse or
use of another necessary alternative or aug-
mentative means of communication (Lahey.
1988). Nonspeaking individuals have
received language input but have not been
able to produce language in a traditional
sense. As a result, they have not had opportu-
nitics to use language structures in natural,
real life contexts or to experiment with lan-
guage to discover its functions (for example,
getting things done. controlling others, main-
taining personal relationships. expressing
individuality, conveying information, and
finding things out {Hallidav. 19751). Such
experimentation is what helps children form
the basic rules of language structure (that is,
syntactic and graphophonemic systems).
Arthur's Instructional Program

In order for Arthur to achieve literacy, a
personalized way to develop his language
abilities was needed. Sinee he vanted to learn
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how to use a microcomputer, and because of
his physical impediment for handwriting. an
1BM-compatible microcomputer was the basic
piece of equipment used. Because of his rela-
tively good control of the left hand. a stan-
dard keyboard was used. The microcomputer
was initially equipped with a speech synthe-
sizer to provide Arthur with verbalization of
sounds: however. due to its robotic-sounding
speech. Arthur preferred not to use it. Initially,
a large screen display monitor was employed.
but it was later replaced with a standard
(12"/30 cm) monitor because the resolution
of the text on the large screen was poor and
gave Arthur difficulty. A printer was attached
to the system for printed feedback. The word
processing software WordPerfect* (WordPer-
fect Corporation, Orem. Utah. USA) was
used by both Arthur and his student-tutors for
text production.

Reading and writing instruction by under-
graduate student-tutors enrolled in a correc-
tive reading course has been provided for
Arthur 4 days a week. | hour per day for two
fall, two spring. and twe summer semesters,
totaling approximately 30 hours of tutoring
cach semester, or 180 hours of instruction. At
this writing. Arthur had begun his third year
of the tutoring program.

The following beliets. as delineated in
Whole Language: Theory in Use (Newman,
1985). have guided all the activities planned
for Arthur’s instructional program.

¢ Language and language learning are
social activities: they occur best in a sit-
uation which encourages discussion and
asharing of knowledge and ideas.

o Language learning necessarily involves
the risk of trying new strategies: error is
intherent in the process.

« Reading and writing are context-specil-
ic: whatis learned about reading and
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writing is a reflection of the particular si-
tuation in which the learning is occur-
ring.

* Choice is an essential element for learn-
ing: there must be opportunities for stu-
dents to choose what to read and what to
write about.

» “Whole language™ activities are those
that support students in their use of all
aspects of language; students learn about
reading and writing while listening: they
learn about writing from reading and
gain insights about reading from writing.

¢ Qur role as teachers is best seen as “lead-
ing from behind™ by supporting the lan-
guage learning capabilities of students
indirectly through the activities we offer
them (p. 5).

Arthur’'s Progress During the First
Year

Fall semester. Upon entering the tutorial pro-
gram. Arthur demonstrated strength in the
semantic system through the auditory moda-
lity. Tt was evident that Arthur was able to
understand spoken language well because he
would respond appropriately (for example. he
would laugh at jokes and indicate yes or no
by shaking his head to questions asked). He
was also a successful participant in the Vol-
unteers of America Independent Living pro-
gram. which meant that he lived in his own
apartment and took care of all his personal
needs such as cooking. To come to the univer-
sity as well as to visit his doctors, he arranged
to ride a bus modified for persens with physi-
cal disabilities.

Due to his clear independence. an instrue-
tional program that used his strength in the
auditory modality and that tocused on his life
cxperiences was devised to teach reading and
writing. Initially, a language experience ap-
proach was attempted. since it was apparent
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Arthur had ideas he wished to express about
the events in his life. The difficulty came
because those working with Arthur could not
understand what he was trying to communi-
cate. Since Arthur was never taught any form
of sign language. he had limited means for
communicating his ideas.

It quickly became evident during tutoring
sessions using the computer that Arthur also
had no knowledge of the graphophonemic sys-
tem, since he would not even attempt to pro-
duce any of the letters in the words (for exam-
ple. invented spellings). nor could he identify
on the keyboard individual tetters called out
by the tutor. At first, he could only recognize
the capital forms of most letters but did not
know their numes. He could only respond in
writing (typing) by answering yes or no ques-
tions or by being given multiple-choice ques-
tions that were read orally. to which he would
type the letter of his choice. Through these yes
or no and multiple-choice questions, Arthur's
tutors discovered his interests in sports, music,
and cooking: they discovered he had no con-
cept of days, weeks, and months or that words
have spaces in between them: he had never
experienced Halloween; he had no reading
ability whatsoever: and he possessed a sight
vocabulary of four words (that is, his name,
door, ves, and no).

When given the 1985 Analytical Reading
Inventory (3rd ed.). which was modificed to
questions in a multiple-choice format. Arthur
demonstrated a listening comprehension level
of pritner. This was interpreted as revealing a
deficiency in understanding the task of listen-
ing to a story and then listening and respond-
ing to questions presented in a multiple-
choice format. rather than in his ability to
understand the text. This interpretation should
be viewed with some caution since this infor-
mal reading inventory was not designed
specifically for use with persons with cerebral

.
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palsy or tne nonspeaking. However, because
it is an informal instrument, modifications in
its administration. such as those employed in
Arthur’s program, are more eastly justified
than for standardized instruments.

Arthur’s initial semester was spent focus-
ing on sight vocabulary and basic concepts
about print und about the world. For example.
a calendar was introduced and holidays noted:
a personal dictionary of new words was
begun: signs labeling objects (for example,
“This is a red chair™) were posted around the
room: and lots of language experiences were
provided and written about (for example,
carving i pumpkin at Halloween, going trick-
or-treating at Arthur’s request. flying a kite,
and visiting the university bookstore). It
should be noted that Arthur worked extreme-
ly slowly because he was also becoming
familiar with the computer keyboard. But
there was progress. By the end of his first
semester, Arthur’s listening comprehension
level was fifth grade and his sight vocabulary
increased to 50 words. These results were
encouraging, and Arthur was given some
materials to work with over the Christmas
break.

Spring semester. When Arthur returned to the
program in the spring, we administered the
1985 Ekwall Reading Inventory (2nd ed.) and
the 1981 Peabody Picture Vocabulary
Test-Revised (pPyvT). With the informal read-
ing inventory, Arthur read silently and
answered questions modified to a multiple-
choice format. On the word lists, he circled
the words he could read. Arthur was unable to
demonstrate measurable tevels for reading or
for sight vocabulary. His listening compre-
hension lev b was cighth grade. The pevy
required no modification in administration
because Arthur wa- able to point to the pic-
tures in the test booklet with case. Results for
the rpyvT revealed a mental age score of 12
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Figure 2
Sample “Conversation’ Between Arthur and His Tutor—First Spring Semester

Tutor:  what happened to our work?
Arthur: gone

T: yes itis gone. 1 wonder what happened? we did not do it.
Al doinoiyon

T: do you mean do i know where the words went?
Al yyyyes

T: no. I never had that happen before and dr. gipe will think that we messed up.
A: v3s

T: what will we say happened?

Al i do noot no

T: oh well, we are writing now, right?

Al yes

T. what will you cat tonight?

A: hamb

T do you mean hamburgers?

A: yes

T: who will make them?

A 1

T: you will cook?

A: ses

T: what else will you eat?

A iicecream

T: what will you drink?

A: it

vears. The Language Experience Approach
was continued. Emphasis was also placed on
learning the graphophonemic system using a
multisensory phonics program (J.C. Richards,
personal communications, 1989).

A breakthrough seemed to occur when
Arthur’s tutor created a set of key word cards
to use for communicating what tetters or
sounds he was trving to write. Thus, Arthur
was taught a key word and signing method
that combined his abiiity to gesture with
words representing key sounds of the lan-
vuage {for example. @ picture of a baby with
the word haby written below., accompanicd
by Arthur holding his armsas if to rock a
bahy). Learning these key words with ges-

Q

tures allowed Arthur to spell out what he was
thinking. As he became more adept with his
“signing.” he was better able to invent

spellings. thus providing a written record of

his tanguage and a source for reading materi-
al. Written conversations were carried out
often to give Arthur as much practice as pos-
sible using real language in a social situation
(see Figure 2). He was also instructed to read
along while the tutor read stories aloud to
him, in the style of the neurological impress
method (Heckelman, 1969). He especially
liked material about dinosaurs, sports, and
entertainers.

Sununer semester, In his Hirst sunumer semes-

ter. Arthur’s tutor was a black male of
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approximately his age. now 34. (All previous
and subsequent student tutors were white
females in their 20s). The rapport between
the two men was wonderful, and Arthur
made great progress. The instructional pro-
gram consisted of working on letter recogni-
tion using his key word cards and gestures as
well as emphasizing writing using complete
sentences with attention to syntax. word end-
ings. and parts of specch. At this point.
Arthur’'s ability to use function words reflect-
ed that of a very young child (for example.
“I. Arthur. go. UNO."). Although Arthur had
heard English spoken for 34 years and under-
stood spoken language. when he was finally
able to produce language himself he omitted
function words as do very young children.
Fry's “instant words™ (1980) werc the source
of function words used to write complete
sentences. and Arthur was given daily home-
work to handwrite sentences using these
words. The 1989 Informal Reading Inven-
tory: Preprimer to Tweltth Grade (3rd ed.)
results revealed a listening comprehension
level of 11th grade and an nstructional read-
ing level of preprimer. Sight vocabulary
increased but was still not measurable using
the inventory. But now Arthur had a firm
basis for improving his reading. He was
asked to continue reading books. given to
him as gifts, during the semester break.

Arthur's Progress During the Second
Year

Fall semester. The second fall semester
revealed that Arthur had indeed practiced his
reading over the summer break. The 1985
Analytical Reading Inventory (3rd ed.) results
in Scptember, reflecting | vear of insfruction,
showed an instructional reading lesel of third
grade, with frustration at fourth. Arthur had
mastered letter recognition for names of let-
ters but not for sound-. Lunguage esperience
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was continued and cloze passages made from
his written productions. The emphasis was on
developing knowledge of syntax and sight vo-
cabulary. Directed Lisiening/Reading Think-
ing Activities were conducted using folk and
fairy tales. newspaper articles, dinosaur
books. and material on music and sports.

Toward the end of this semester Arthur had
some health problems and became somewhat
depressed. As a result, his mental health
became of more concern than his academic
program. The tutor helped Arthur tremen-
dously by taking him to the gym for weight
lifting and swimming and. in the evenings. to
basketball games. Arthur’s mental health
improved 100%. but there were no measur-
able improvements in his reading levels.
More importantly, Arthur found a friend. This
tutor continued a personal relationship with
Arthur and got him involved in the national
organization for persons with cerebral palsy.
where he attended all the local meetings and
became a member of their sports team. the
Hurricanes (the team competed in such events
as wheelchair races and boccie).

Spring semester. The second spring semester
indicated considerable progress in all arcas of
Arthur’s program. According to the 198%
Basic Reading Inventory: Preprimer Through
Grade Eight (4th ed.) and the 1990 Secondary
and College Reading Inventory (2nd ed.).
Arthur’s independent reading level was at the
3rd grade. instructional reading level ranged
from 4th-6th. and frustration reading level
wias 7th. His listening comprehension level
remained 11th. Arthur’s sight vocubulary for
words in isolation was primer. He had deti-
nite reading interests: he enjoved fegends,
folktales, animal stories, and articles and
hooks about sports. The emphasis during the
semester was on writing, specifically syntax
and sentence structure, Editing was intro-
duced using language experience produc-
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Figure 3

Final Revised Copy of Arthur’s

Letter of Complaint to the RTA

Regional Transit Authority
c/o [addressee)

101 Dauphine St.

New Orleans. LA 70112

Dear Ms, {name]

[Home address]
July 12,1990

I'am very angry with the RTA. On July 3. 1990 I had to sit on the bus for four hours. Because the
bus made me late, I had to miss school. T am not stupid. I have a good brain and I enjoy going to
school. I am angered over having been made to pay the one dollar fee for nothing! 1 would like my

money back.

Sincerely.

’ |surname]

Arthur
{surname]
[RTA ID#]

tions. Arthur still relied on his key word cards
to help with that spelling. Spelling tests were
given often using words from his personal
dictionary.

Sunmmer semester. The second sumimer ses-
ston showed that Arthur maintained his
reading levels while his listening compre-
hension level improved to college (1990
Secondary and College Reading Inventory,
2nd ed.). Sight vocabulary improved to sec-
ond grade level for words in isolation. The
pevT revealed a mental age score of 20 years,
consistent with the Hstening comprehension
level. During this summer session, Arthur
wanted to focus on improving his spelling,
so he was introduced to WordPerfeet's

spetf-checker capabilits. His writing had
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improved to the point where he was spetling
words well enough to make use of the spell-
checker function. This summer session was
another breakthrough in terms of Arthur’s
writing progress. He demonstrated under-
stunding of the function of writing to get
something done when he had cause to write
a letrer of complaint to the bus service that
provided his transportation to and from
school (see Figure 3),

Arthur’'s Progress During the Third
Year

Fall semester. When Arthur began his third
vear of literacy instruction, in his third full
~emester, his silent reading comprehension
abrfity wis assessed using the 1989 Analvtical

3r3 7}
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Reading Inventory (4th ed.). The multiple-
choice format for comprehension questions
was continued so that he would not have to
write out his responses. His writing ability
was still not developed enough to warrant the
time and effort it would take to produce an
understandable response. The multiple-choice
format, then, assessed Arthur’s recognition of
a correct response. and not the generation of a
response that might better reveal his own
thinking with regard to questions that require
integration of information. Nevertheless. this
type of response format had been used previ-
ously. so these results could be directly com-
pared to previous results. Arthur was able to
demonstrate an independent reading level of
5th grade, an instructional reading level of
6th~7th. and a frustration reading level of 8th.
His sight vocabulary for words in isolation
remained much lower than his ability to read
words in context. His listening comprehen-
sion level remained at the college level (1990
Secondary and College Reading Inventory,
2nd ed.).

Arthur’s reading levels scemed quite
dependent on the content, or topic, of the pas-
sages read. He had difficulty with narrative
passages such as the excerpt from The
Incredibie Journey (Level 3 passage) and the
bicycle race story (Level 5): however. he had
lttle difficulty with the expository passage
about Dr. Charles Drew and his work in
blood transfusions (Level 6) and the narrative
passage taken from The Outsiders (Level 7).
It is ditficult to interpret these results other
than as they are related to the number of pas-
sages read at one sitting, or what may be more
likely. the presence of appropriate back-
cround knowledge or interest on Arthur’s pan
for the passage’s content.

Arthur still exhibited extreme difficulty
spetling, even when copying from a mn?él,

and no knowledge of paragraph structure or
punctuation in his writing. He continued to
express a wide range of reading interests,
including the categories of mystery. comedy:.
sports (for example. basketball). history (for
example, medieval times), fact. and fiction.
Arthur believed that his major weakness was
in the area of writing. He was determined to -
improve his spelling, and informed his tutor,
in no uncertain terms, that this was what he
wanted to work on that semester. With this
kind of attitude and level of motivation,
Arthur had the potential to continue improv-
ing in his goal to achieve literacy. While com-
munication with Arthur remained difficult,
this obstacle was being overcome through the
use of Arthur’s personal sign language, some
minimal handwriting, and a computer system.
Through these means. Arthur was now able to
answer and ask questions, as well as initiate
conversation and express his opinions.

Computer Technology and Holistic
Instruction

The availability of computer equipment
for experimenting with language provides a
great opportunity for the nonspeaking person.
A wide variety of computer equipment is
available for instructional use. While the
specch svnthesizer used by Arthur was cho-
sen because of its relatively tow cost. the
speech was highly robotic and its phonetic
abilities were marginal. More expensive syn-
thesizers are able to produce more natural
sounding speech (in both male and female
voices) with enhanced pronunciation capabil-
ities. Unfortunately, speech synthesizers, by
and farge. do not work with graphic intensive
or graphic-interface software. Use of newer
communication devices such as Touch Tatker
mity be a viable alternative. For persons with
cerebral palsy and little motor controf, there

. ; ‘b . : .
He demonstrated little knowledge of sy UJ chre a number of alternate input devices.
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Kevboards can easily be remapped to per-
form as either left- or right-handed Dvorak
keyboards (instead of the standard QWERTY
keyboard). Additionally, software can be used
which will either remap or substitute for key-
stroke combinations that usually require two
hands. Students with even less motor control
can make use of “sip and puff sticks™ or
thumb clicker devices for input. With the
appropriate software. full use of the computer
is possible.

Working with Arthur afforded a perfect
opportunity for providing holistic instruction
through the use of computer technology.
Many aspects of Arthur’s learning could be
observed and directly addressed. as the
semester his mental health became the pri-
mary focus demonstrates. Arthur was always
an active participant in his own learning. His
instruction was totally student centered. He
learned to read and write using the computer
just as a young child learns from interacting
with print in his or her environment.
Activities were emploved that incorporated
his interests and events in his daily life (for
example. his first Halloween and the bus
incident).

The graphophonemic connection to read-
ing and writing had to be taught through the
use of pictures, hand signals, and songs. All
of these efforts showed Arthur that reading
and writing are meaning-based activities. He
read. or was read to. and wrote every day. but
not for some contrived reason. His reading

and writing always had real purpose and a
real audience (for example. to converse with
the tutor or to complain to the RTA). Through
this holistic approach. Arthur’s schemata
about the world. along with his knowledge of
how our language works. were expanded. For
Arthur. writing was talking. and writing.
along with his gestures and grunts. was his
most effective and efficient way of communi-
cating. To conclude. there could be no pack-
aged program that would have helped Arthur
learn to read and write. His level of literacy
could only have been achieved in such a short
time by adhering to holistic beliefs.
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[ Ain’t Never Read My
Own Words Before

VICTORIA PURCELL-GATES
NOVEMBER 1993

earners are culftural beings: they
exist. move, relate. and make sense
of their world within a specified
cultural and social context
(Ferdman, 1990). They develop literacy con-
cepts and skills within their own sociocultural
frames. To better study and understand litera-
cy practices and learning. we professionals
must acknowledge the link between literacy
development and cuiture (Ferdman. 1990). 1
prepared this report on Jenny with this charge
in mind, I describe a woman. Jeany. who
sought to learn to read and write within her

Urban Appalachian culture and the culture of

her home. where no one could read or write.
Her earlier attempts are viewed through a
sociocultural lens. particularly the ways in
which her language, her words. served both
to deny and then fater to provide her access to
the world of print.

My second intention is to document care-
fully Jenny's growth toward conventionality
through functional. holistic litcracy practices.
Muny cducators dedicated to improving
adults” aceess to iteraey have calied for con-
textualized, meaning-centered instruction that

respects the learners™ language. experience,
and culture (Auerbach, 1989; Fingeret, 1991;
Freire & Macedo, 1987: Kazemek & Rigg.
1985). This accompanies the parallel interest
in meaning-based instruction for k—12 learn-
ers (Calkins, 1986; Goodman. 1986: Harste.
Woodward. & Burke, 1984: Smith, 1988). A
developmental view of literacy is at the base
of these practices. but we have yet to agree on
ways in which to document growth.

I describe a case here that supports the
conclusion that involving learners in literacy
practices that validate their experiences and
language will move them toward full. con-
ventional literacy more effectively than the
more traditional skills-based, decontextual-
ized instruction still found in most U.S. adult
education programs.

The Study

This article comes from a 2-year cthno-
graphic study of Jenny and her son. Donny
(not their real names). their community and
culture, and the ways in which their becom-
ing literate was influenced by their culture
and vice versa. This is not a report of the
entire study. Rather. this piece focuses on
Jenny's growth as a reader and writer as she
invested herself in literacy events directed at
connecting her world and language to print.

Data for this article, as for the entire study.
were gathered through field notes recorded
after each interaction. audiotapes of most
mectings that were transcribed and integrated
with ficld notes. collection of literacy artifacts
like writing and reading attempts. and struc-
tured and spontancous interviews. Much of
the data was collected during Jenny and
Donny’s literacy instruction at the literacy
center of a farge urban university in the mid-
western United States. The center is the site
for the practicum aspect of the graduate-level
sequence of courses on diagnosis and remedi-
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ation of literacy problems. Graduate students
work one-on-one in the center with children
two times a week. each session lasting an
hour. Data were also collected at Jenny's
home and during various shopping trips
around the city.

Jenny and Her Worid

When I first met Jenny. 1 was immediately
impressed with her strength of character. her
forthrightness, her candor. and her determina-
tion, "I cain’t read.” she stated clearly and un-
equivocally. meeting my gaze with her own
clear blue-eyed one. ~It's hard not knowin’
how to read. A lot of these women, you know,
they think it ain’t that hard to read. Just sit
down and read.... It's not easy.” Jenny's hus-
band. she informed me. also could not read or
write and worked part time as a roofer. She
had two children—Donny. age 7, and Timmy.,
age 4. Jenny worked part time as a house-
cleaner.

Jenny had applied for help for her 7-year-
old from the university-based literacy center 1
directed. He was failing to learn to read in
school. She asked if she could sit alongside
him in the center to try to pick up enough
information to be able to help him with his
homework. I accepted her and Donny as stu-
dents. and she agreed to Iet me collect data
for research as [ worked with them both on
learning to read and write.

Jenny is a member of the V.S, minority
aroup called Urban Appalachian. This group
makes up a significant portion of the low-
income population of several mid-size to
large citics in the Midwest and Mid-Atlantic
states. These people are migrants or deseen-
dants of migrants from the Appatachian
mountains who came to the cities looking for
work, many times not finding any for which
they were suited, and who for the most part
continue to regard their mountain origins as

v
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“home.” While many descendants of this
population have successfully assimilated into
the mainstream cultures of the cities. a sizable
portion have not, preferring their mountain
homes and lifestyles. As a group, they suffer
many ills—poverty. poor health. low educa-
tional attainment, and. to some degree. high
crime rates.

One characteristic of the unassimilated
Urban Appalachians is their retention of char-
acteristic language patterns and usage. Other
groups often use these language patterns to
stereotype and make fun of the “hillbillies,” a
discriminatory practice that Appalachians and
Urban Appalachians suffer nationwide. Jenny
was clearly aware of this focus on her lan-
guage and by the time she was in her early
30s (when I met her). she was fully prepared
to take the blame upon herself and her lan-
guage . or her failure in school: “That's why it
was a little hard for me startin’ to like...sound
my words out... cause | talk different...’cause
I'm, you know...countrified. And my words
don’t come out the way they're supposed to.”

From the beginning of our association. |
enjoyed and peirceived Jenny's words as part
and parcel of the many qualities I admired in
her: her ability to cut verbally to the quick of
anv situations, her honesty and her straight-
forward way of living and relating to people.
her self-deprecating humor, and her strength
and grace as she dealt with one setback after
another in her attempts to provide for her
family.

The reason I have made a point of this is
that. as 1 begin to talk and write about Jenny
and her family, T find myself using her voice
and her words as she did. 1 do this out of my
respect for her—her language is a part of
her——but I am aware of dangers inherent in
this. These Appatachian voices and words
have been used for so long by bigots und eth-
nocentrists for purposes of mockery and dep-
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recation that it is possible that when I use this
language it will be interpreted as another
example of this mockery. If this impression is
formed irretrievably then I will stop using her
words and voice, but for me that will entail an
incredible loss of the power of this story.

Jenny's Conceptual Skill Base

Jenny’s initial desire to sit alongside while
I taught Donny proved unworkable because
Donny needed to do a great deal of listening
to literature. exploring writing, and other self-
directed activities to build emergent literacy
concepts. We weren't teaching Donny in any
didactic way at that time. and Jenny s concep-
tual level regarding reading and writing was
beyond her son’s.

Jenny was typical of many adutt low liter-
ates: she had dropped out of school in her
Tth-grade year after struggling with reading
and writing from the beginning: she had cre-
ated a life for herself in which print played
few functions: she decided to try to learn to
read when she became concerned about her
children’s ability to succeed in school: and
she had attended various adult programs for
several vears (Irwin, 1985 Newman &
Beverstock, 1990: Northeutt, 1975: Sticht.
1988). Initial informal assessments revealed
that Jenny was not illiterate—she could read
some things with a great deal of struggle—
but rather she was more nonliterare in that
she did not read anything,

In Figure 1is a list of words she copied off
items in her cupboard that fit the criteria | set
for her: Find words on labels in vour house
that you know you can rcad. When she read
this short list to me in the literacy center. she
struggled with cach word. Aside from this.
Jenny did not—in her view, could not—read
(in the sense of processing print for meaning)
anything in her ernvironment except for one
stmple children™s book she had mastered to

Figure 1
Words Jenny Copied off Items in Her
Kitchen That She Felt She Could Read

Words AL Xnoew

COSTL Culter A/’,d‘ Juce
A safe Cr‘o.ss:'ns

Crisco

Peand Butter

Maxwell  House.

SELf -RISING - FLOUR
REANS

read to her children and a few reminders pen-
ciled on the calendar on her kitchen wall.
These calendar notations consisted of num-
bers for the times of appointments and only a
few letters which were usually enough to
remind her of the nature of the appointments.

As ateacher. [ knew that she needed to
read text in order to learn to read. but I could
find no texts she could read. Since I was pri-
marily Donny’s teacher and could not attend
to her exclusively. I had to think long and
hard for activities for her that would move
her bevond the nonliterate stance she had
assumed.

Adult Education Classes

Jenny's experiences with adult education
classes were also typical of those of mam
low literate adults (Auerbach. 1989: Fingeret,
1991 Trwin, 1985). She had been attending
an evening adult Hiteracy class for 4 vears.,
While she was determined to attend as often
as she could. real lite problems prevented her
from going regularly,
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During the third session in the center. she
brought a stack of matertals with which she
had been working at her adult class before
she had to quit due to lack of transportation.
These were workbooks. with page after page
of short passages on a variety of topics fol-
lowed by questions to test comprehension,
Most of the questions called for filling in the
blanks of sentences with words taken from
the passage. Others called for choosing
among several items for the correct answer.

There was no writing in them—Jenny said
they were supposed to write their answers on
paper—but she said that she had learned to
read these passages. 1 asked her to read one
for me and she did with a great dea! of strug-
gle—pausing often to try to recull a word as if
from some sort of memorized list or spelling
it out to see if she could get it that way. When
she was finished I was truly surprised. “You
can read!” I exclaimed. noting to myself that
this looked to be on about the Jth-grade level.
She looked at me—straight in the eye as
usual—and said matter of factly, 1 can read
these words if theyre in this book. after some-
one helps me. but I cain’t read “em if they're
anywheres else!™ And this was true: none of
this hard-won knowfedge transferred—any-
where.

In terms of learning to write. the closest
her adult education instruction came to deal-
ing with this was the ubiquitous language arts
workbooks and lessons. as she showed me
about 3 months after I began working with
her. When her family’s truck was fixed and
she began attending adult school again, she
brought me the workbook she had been
assigned. The skills addressed included parts
of speech mouns, serbs, adjectives, adverbs,
pronouns. prepositions. ete.), paragraphing
tone wdea per. and remember to indenn), and
punctuation conventions. Jenny, however,
had little use Tor or understanding of these
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skills: she had never written anything for her
own purposes in her life aside from her name.
those notations on her calendar. and her ad-
dress on the few occasions she was required
to do so.

Literacy Experiences in the Center

Clearly. Jenny needed to engage in some
authentic reading and writing. [ suggested to
her that she write in a journal during her
times in the center. telling me about her day
or about anything at all that would help me
learn about her and her own thoughts and
feelings. I told her that I would type what she
had written and she could then read her own
words—words she had written in the preced-
ing session. She looked at me with an expres-
sion of stunned awareness. “Why, I ain’t never
read my own words before!™ she exclaimed
softly. “See. I cain’t write!”

“Well. I think you can write more than
you think you can.” I vaid. "The writing
will come...as you start writing your own
thoughts and your own feelings down and not
just copying somebody else’s words.”

Jenny shook her head back and forth slow-
ly as she acknowledged. “That's afl [ ever
really did was copy stuff. you know. from a
book.” Jenny continued to try to convince me
that she was not up to this task. focusing on
her inability to spell. “"See. [ don’t...the reason
I blew up {I'm not sure what this referred 10}
was [couldn't spell stuff!™ she insisted. Her
strength and determination won the day.
though. as she finally agreed to begin the
arduous task of trying to record her thoughts
and feelings onto paper...in her owiwords.
She was amized. and continues to be amared.
at my ability to read her writing that was
filled with so many misspellings. The basic
conceept that someonce could read what she
v rote was completely new to her,
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As Jenny acquired a larger sight vocabu-
lary and accumulated time reading real text
for meaning from reacing my typed versions
of her journal. [ began responding to her indi-
vidual entries. providing her with her first
meaningtul text from an author other than
herself. Jenny was successful at reading these
entries from me. usually asking later for con-
firmation on one or two words. Figure 2 dis-
plays one page of her first journal entry. My
typed version with standard spelling and
punctuation constituted her first text. I always
had Jenny read the journal entry to me after
she had finished so that I could rely on her
intonation for punctuation and the reading of
a few of the words I could not decipher.
Figure 3 displays one page from the last piece

Figure 2
Jenny’s First Journal Entry

Esja/ T clid my huse and

my Rod and ‘}‘! is ouas:f'm'::v
b belo me but Fe dus mo-
masing Then helping.

winsday . dabe  She 15 a frad of
min hin mothen i Low is muvig
dabe fod hir abol me clenig s0
she sl me oo tusday asking me
how much T wold crg hin 5o T
Tod e £ an awr T srad cleray
Ko windey and mag/ Tie
dews

i
Arn&

S+Av was r:l' fnnl.“ﬂe. T wen

J waos Jo |* ~as  $0 ;ch

of writing she did for me. This is  four-page
letter she wrote to me after | wrote to her
from my new home, asking about how she
and her family were doing and telling her
about my new home and job. Over 2 years 1
collected 22 journa entries and this one letter
from her. The remainder of this report is an
analysis of thes2 writings and her reading of
them.

Move Toward Conventional Writing

One can see by comparing the writing in
Figure 2 and Figure 3 that Jenny's writing
moved from very nonconventional to close to
conventional text. This can be documented on
several different fevels.

First. because Jenny herself equated her
inability to write to her inability to spell. |
analyzed her spellings to check the impres-
sion that she became more accurate as she
continued to write and then to read her own
writing and. later. mine. This analysis was
based on the first 6 and the last 10 journal
entries and the letter in Figure 3. Although |
have my typed versions of journal entries
7-12, Jenny’s original drafts were lost during
a long period of illness during which she took
her journal home.

To analyze for an increase in accuracy from
beginning to end. 1 averaged the percentage of
words per journal entry (or letter) spelled con-
ventionally for the first three and last three
entries, which included the letter. Figure 4
shows the results. There was a 249 increase
in words spelled accurately. A more qualita-
tiv 2 look at her move toward accurate spelling
did indeed reveal a move, or process. First. the
entries reveal an increasing complexity to the
waords she could spell (see Figure 5). The
impression from her carly entries is that she
had fearned only a preprimer list of sight

- : : )
0 fﬁl"l’ iFobk me abedt 3w words, Over time, though, she was accurately
a Clen . e v
encoding more difficult words.
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Figure 3 Second. a process of increasing approxima-
Jenny’s Letter to Her Instructor after 2 tior shows in words that were initially mis-
Years of the Study spelled but eventually encoded correctly. In

Figure 6 is a list of those words, with her
spellings in the order in which they

4 . . W3 . . .
The wedther s nke #3 not to appeared over time. Also in Figure 6 is a list

y . . | PV
hot and et to cold. T ke 14 of words.that she ncxer.spelled correctly in
the entries I had available but that all
the way it s, the cjay; wealher  was showed a move toward convention over
time. This analysis confirms that as Jenny
7 h nit ity s something . s your encoded her own words. read them in stan-
. 1 ¢ k3 ¢ ; ~~ h k3
weeher nice. T have € women Hhat dard form .dnd then read my words to her
she moved inexorably toward conventional

T work fr. T have one on \C‘,;doy control of written text.

and one  on n‘or.dcy. and’ ‘H1¢ uﬂ;:rs
Ca’J me wL\m Haay ned me. thv\ I

!. AY .
was wo“:\ng ‘For gannd-’/ '}'hc woman

I next looked at appropriate use of punctu-
ation. a skill area she had repeatedly encoun-
tered in ins.uction during her first 7 years in
school and 4 years in adult education classes
(see Figure 7). 1 again used the first three
journal entries and the last three pieces. She

. . L] B 1 . .
deor  saw  me clenng the windovs and moved from the virtual absence of punctua-
, . ; G . . : ;
che ask me of dhat s o T de tion (8% ) to a near‘standard use o"f periods
(949 used appropriately). In the first three
s wmdows I sad no I do ine %id entries, she used no commas at all. while in

of c.‘eninj and  s¢ She ask me To

the last three she indicated a sense of the need
for a comma by using three periods where
commas should go. Two of the periods used
in the letter to indicate the end of a complete

Figure 4
Increase in the Correct Spelling Between Jenny’s First Three and Last Three
Writing Entries

Writing
entry Number of words Number correct Pereentage correct Mean percent correct
| 16y 9] sS4
2 158 97 Gl
3 156 89 570
57¢
21 55 44 B0O<
22 77 60 Tete
23 374 36 Bl
i
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Figure 5
Samples Showing Increasing Complexity of Words Jenny Could Spell Correctly

First writing sample

Last writing sample

I went 1o the

she had me some
in and we house
out of day up

cany big do not

my Q buth home
is but he help

S0 on how helping
much  an down  mother
hard about  asking

new sent it's
quict sleep aice
Literacy  Center Kids
hope off Spelling
called yel SUYS
new met times
much weather  hot

cold way days
women call working
door Sitw windows
keep triend

sentence should have been question marks.
Periods were the only punctuation marks she
used in all of her writing entries.

Given Jenny's ascription of her illiterate
status to her “countrified words.” which in
her eyes—und I suspect the eves of more than
one of her former teachers—prevented her
from learning to sound out words, | decided
to look at all of her misspellings for indica-
tions of phonemic awareness and influences
from her dialect. Phonemic awareness is the
knowledge that English can be perceived at
the level of the phoneme. roughly a letter-to-
sound match, Adams (1990) has synthesized
a vast amount of research which indicates
that fearners must possess this knowledge in
order to become fluent readers but that many
poor readers do not have this knowledge.
Without this knowledge, a reader cannot
sound out words in print. the skill Jenny
reported she was unable to master.

One way of measuring the extent of phone-
mic awareness is to examine invented or cre-
ative spellings. I individual phonemes arc
represented in regular waye . then it can be
said that the speller is aware of the phonemic
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basis of English spelling. When | examined
Jenny's misspellings for phonemic represen-
tation. I found that 90% had every single
phoneme represented. Some of these are list-
ed in Figure 8. The few inventively spelied
words that did not have all of the phonemes
represented each contained over half of them,
as also iflustrated in Figure 8. When I next
looked at her misspelings for dialect influ-
ence, I found that exactly one third of them
reflected her phonological sy stem (Wolfram
& Christian, 1976). A selection of these spell-
ings appear in Figure 9. So Jenny was very
good at cneoding language at the phonemic
level as she heard it

Moving to a different level. analysis of her
comments during writing and the content of
her writing showed a shiftin focus away from
a simple listing of a day’s events to a struggle
te compose a representation of an event, com-
plete with tone and voice. As this move
occurred, her journal entries began to spill
over from one day to another so that the unity
of the composition spanned several entries.
Her comments during and atter cach writing
episode changed from the “§ wrote evervthing
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Figure 6
Words Showing Development of Jenny's
Spelling over 2 vears, in Order of
Appearance

Words Jenny eventually spelled conventionally
abot, abad > about

asting > asking

cold > called

ded > did

trind. tirend > triend

hir. hr > her

hed > Kid

kep > keep

Kies, kis, keds > Kids

Juk > look

Muday > Monday

pra > pray

red > read

saleing > speting

sow L sol sood s schoo)
temy, thim, thim > them
thek > think

tod > told

wemen > vonwen

win, wen whin wen > when
windos > windows

wint, wit, vl wint > went

Words still mosving toward conventional
spelling
bees, becols, be calls, becols Because

(S T IS

Dabe. Dabbe  Debhye
Juhov, Juhova  Jehova
pepol. peopl - people

qult, quelt = gl

rember, remmber eniember
srod, stred. strd, sworded - started
trsday . tusday = Tuesday

winday wansday - Wednesday

o became

approxtinated botdid not ver becen
Feouhd think o tvpe to connments ~uch a-

CAUs ard tocaay it s that it Bk e it ceadds
woas s Fastconmaent sas irregard to her

Q

account of the territving night that the police
broke into her apartment and arrested her
husband for selling marijuana to friends, a
fairly common practice in their mountain
community. The typed version of that entry
appears in Figure 10. Comparing it to the first
entry (Figure 2y reveals marked progress in
tong, voice, and compositional unity,

Move Toward Functional Reading

In terms of 1eading progress vver this 2-
vear period. Jenny moved from being a total
nonreader to a level of functional reading.
Soon after she began to read my responses in
her journals. T observed her attempting to
read environmental print for the first time.
She also began to puszle out more and more
of the notices that Donny brought home from
school, Twas soon able to leave her notes that
I knew she could read and respond to, and
atter Fmoved. wrote her a fong letter that
she read and responded e in writing—a big
maove toward functional literaey,

biscussion

Jenny's case is notan idiosy neratic one.
The fevel of functional iliteracy amony
adults is too high for an industrialized nation
such as the United States. Stedman and
kaestle (U877 concluded from a review of
seven diftercun studies o adult Hiteracs that
“about 20 pereent of the adult population, or
around 35 million people, have serious dilfi-
culties with commuon reading taske (p. 3,
Al of these functionally Hliterate adults are
cultural beings, and in more cases thin not
their cultures and mores difter trom those of
the midille-cliss burcaucracs of the schoolbs
that failed them,

Thodoek at Jenny tocued on the issue ol
prople s words. For those of us who hase
heen active in process writing and reading
mstiaction 5t el 1957 Buchanan, 1984,
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Figure 7
Increase in the Appropriate Use of Periods Between Jenny's First Three and Last
Three Writing Entries

Number of spots

Writing swhere a period wis

Number of periods

Percentage Mean pereent
appropriate appropriate

entry appropriate used in those spots period use period use
| 16 2 134
2 8 ) Ote
3 17 2 124
Rle
21 3 3 100G
22 N 5 TEVH
23 +1 34 LR
04¢;
Periods were the only punctiation marks used in the writing entries,
Catkins, 1986: Cunningham, 1991: Goodman.
1986: Rhodes & Dudlev-Marling. T9RK), it is .
Iigure 8

hard to believe that Jenny had never—in 7
vears of schiool, 4 vears of adult school, and
3} vears of lite— -never written or read her
own words at the text Jevel, However, 2
years” worth of data cotlected on her validates
this statement. Many vears of teaching and
research in schools fead me to suspect strong-
Iy that the majority of literaey prograns at the
clementary. secondary. and adult lesels oper-
ate on i workbeok Tevel shills approach to it
ericy learning. This. of course, needs to be
confirmed by research.

From a shdls point ot view, Jenny should
have been able to create her own text, given
the amount of practice she received working
on the bits and picees of the type of idealized
fangaage represented in the currictular maleri-
als. But clearly <he did not. So Jenny was
right in g way, Her words did act as a wall
between her and funttionad hitevacy, That is
because her words were neser achnow liedged
and altirmed. never allowed, Sinee people
think, conceptuabize, and learn v ith e Lan-
worth thep woorrds

clate Tenny was ettee

Sclection of Jenny's Spellings Revealing
Phoneme Approximation

Jenny 'sspelling Standard spelling

Spellings in which every phoneme was repre-
sented graphically

wr hour
clemng cleaning
Levs leasves
nin mine
mustak mistihe
i moved
ottt sid ottside
papr paper
rit right
triing wyang
uk ook

Lpelliogs which did not represent esery
phoneme graphically

Ba~ bashets
Bos hoses
cled eanad
by varbage
bied bad-
Mulay Monday

233200
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Figure 9
Selection of Jenny’s Spellings that
Reflected Her Appalachian Dialect

Jenny s spelling Standaurd spelling

Athos Ethel's
dines dentist
fumlee tuinily
lir far
hat have
har hair
ho whole
masing mussing
miustak mistake
rist rest
sterl still
thar there
thin then
war where
wish

v orsh

tively shut out of the titerate warld. The fact
that she was altowed to tail year after year
until she finally dropped out of the systenm in
frustration is part of the immorality of this
story,

Jenny's world and Jenny's Tanguage did
not it with the lunguage of the schools. When
she tried to mateh her own phonological sys-
tem to the one taught in the phonics lessons,
she tailed. not because she could not hear the
system at the phonemic base but beciuse her
system was difterent. However, it i true that
evervone’s diadect varies from the phonologi-
cal system inherent in phonic. programs.
Jenny needed to see that her words did map
onto standard arthographs just as others” do:
she needed teachers to show her how that
happened.

Jeniny needed to pead reat test inorder to
Jearn to read. However, the tests given to her
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to read were not real to her. Not only could
she not refate to them on a content fevel, she
was so stuck at the word level that she was
ctfectively paralyzed. She continued year
after vear trying to memorize words, trying to
memorize rules, trying to memorize terms
like wdverb and pronoun. None of these
words, these rules, these linguistic terms,
were hers, related to her in any way, and thus
she could not succeed.

That she is beginning to read and write is, |
believe. due to the fuct that for the first time
in her lite she is allowed in: she is allowed
access to the Literacy Club (Smith, 198%).
She is acknowledged as a reader and a writer
with the tools to communicate through print.
These tools ire her words, her thoughts, her
needs to read and write. This doesn’t mike
her different from any one else. We all fearned
to read and write using our words, our
thoughts. our own functions for reading and
writing.

Fingeret (1991 issues a powerfut call tor
situating the practices of adult literacy pro-
arums in the experiences and cultures of the
participants:

We must be clear that the construction of mean-
myg is at the heart ot hteracy, and 1tas tooted
eapenence, culture, aml language. Respect tor
cultural and hinguistic hackground i not sunply
Jatter of moti .mng. I'L'Cl’llllili}!. or l't.‘(.lll\lll:l
students. Jhas o wath dignity . power, strength,
and authority. Cultural and Hnguistic diversity
must be celebrated. respected and incorporated
mnto the relationships amonyg teachers and tearn-
vis We cannot separate literacy trom experi-
enve. caltare, and tadinons tp. 10y,

This story of Jenns s exvperience and the
analvsis ot her devetlopment as o writer and
reader iustrate the promise inherent in the
stanee Fingeret proposes.

200

N




Figure 10
Jenny's Journal Entry Describing the Night Police Broke into Her Apartment

April 5. 1990

Vicki, Thope you do not think I'm 4 bad person for what ['m going to tell you. Donny smokes pot,
and he would sell some to his friends, and one night, the narcotic men came in. Fwas steeping. and
Donny and Timmy was sleeping: but big Donny was awake. The men came running in the living
room. That is where we steep: the bedroom is too cold to steep in. Right then the men hotlered some-
thing. I do not know what thiey hollered. T eannot remember what thes said, but Fean remember hear-
ing the guns click as they came running in. They told Donny to get up and go in the Kitchen. Donny
wits sitting on the couch, watching rv. Twas on the pallet. A woman told me to get up and come in
the Kitchen so Tdid, and 1 was so scared. That man was asking Donny where he had his pot at. Donny
told him. While he was talking to me and Donny, the other men was teating my house apart. There
was nothing [ eauld do but just sit at the Kitenen table like they say. [Donny had 3 bags of pot. tdid
not know how mueh pot he his, Tdo not pay attention to how much pot he has because Fdo notask
hitn and he did not weth me nothing about it. 1 had told Donny miamy tinies to stop smoking pot, but he
would not tisten to me. So because of Donny™s mistakes, T have to pay for it oo because 1 live in the
same place, and FRnow abont him setling to his friends and him smoking pot. The Taw say s you can-
not do that, When we went to court, Donny got 3 to 6 months in jail. He had staved in the Justice
Center for 2 weeks, and his Eiwver got the judee to send him to i drog center, T hope that it can hetp
Donny stop smoking pot because if he don't, T will lease Donny. Flose him, bat [Hove my Kids and |
will not let that happen again becanse they can tahe my kids avay frony me. Just becatuse T hnow
about it, und T got 20 hours of working for the city and had to go to a drug and alcohol and got §
years of probation tor doing nothin: but knowing what was going on. 1 do not smoke pot,and 1do
not drink. but they had made me go there, Towas very embarrassing to nte. And with Donny gettng
canght, he might see how wrong he is for dotng what he was doing. T hope soanyway. That is afl |
can Ltk about right now und Fhope soudon’tget mad at me.
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The Use of an
Educational Therapy
Model with an
Hliterale Adult

Mary J. Scunay
CHrisToruer L. JOUNSTON
OcCroser 1991

he individual who s illiterate is part

of wsystem within the Family and

societs and cannot be considered i

isolution tvon Bertalannty, 1068,
Thit person has failed o fearn to read, and
any attempt to teach him or her must address
the tailure and resulting ansiety and loss of
sell-esteem. What he or she experienced in
attempting to lewrn o read. any special efforts
that were made te help the indiv idual, how
the person has compensated tor not being
able to read. what ettorts were made to hide
the inability to read. and how this aflected the
persen’s life academically, socially, and emo-
tunally are critical Factors in detenmining the
psychotogical scars the individual carries into
adulthood because of the inahilite to pead.

This case study deseribes how a function-
ally alfrerate wdetde coped with the disabhing
cifects of not being abte to read and how,
o he waomvolved ain an educational thera
neron
“
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py program. the treatment influenced his atti-
tude towards reading, his sett-esteem. inter-
personal relationships, coping strategies, and
actual progress in reading. This is a descrip-
tive study of an individual who had for most
of his adult life developed coping strategies
that enabled him to tunction without learning
to read. While there is evidence that many
others like him have managed to function in
society without being discovered (Fairservis,
1986y, much of the fiterature reports on adults
who have not been able to enter the main-
stream of soctety, Deterntining how an indi-
vidual has munaged to cope with and com-
pensate for his iltiteracy while remaining
gainfully emploved in responsible positions,
what the impact has been on his selt-esteem,
and assessing his progress using an cduca-
tional therapy approach appeared to be topics
worthy of copsideration,
Hliteracy

The dictionary defines illiteracy as the
“tnability to read and write.” However, ina
practical sense, people who cannot read and
write sufticiently to use these skills to fune-
tion in their job, m their tamily, and in society
sulter the handreap with or without the label.
Thus the term functional illiteracy relers to
those individuals whose reading and writing
shills are so minimal that their opportunities
tor finding secure and meaningtul cimploy -
mentae limited tHanman, 198O, Park ¢1U87)
states that as the level of proficiencs reguired
to be hiterate his increased, more individuals
ire falhing into the categony of the functional
Iy ilhterate. Lateraey standards range widely,
but an Sth-grade reading fevel appears neces-
sats poss o petfon in even the mostmenal
sersice accupithons (Park. TUSH. By the
FOouns pahividuals nor readiong ot a 2 erade
fevel may be unable o bimction adeguiatels

In addition to cconomic and social vamifi-
cations, lost productivity, unrealized tax rev-
enues, welfare costs, and the bill for remedial
training in business and the military, there are
personal implications. Functionally illiterate
individuals often feel inadequate and ashamed
(Richek, List, & Lerner, 1983). They cannot
look up numbers in a tefephone directory,
depend almost exclusively on label recogni-
tion, cannot travel freely, must always trust
others, and five in daily fear (Kozol, 1985).

Living with anxicty, these individuals
develop strategies (o hide their inubility to
read. such as trying to act intelligently or ask-
ing for the help of a trusted adultin fitling owt
torms. They tend to keep their disability hid-
den from their children and are often unable
to provide them with the carly learning oppor-
tunities that are a necessary preparation for
school. In addition, even if these parents real-
1z¢ that their children are having difficulty,
they do not have the political powerbase to
elfect a change. The problem then transfers
From one generation to the next tKozol,
FUSSY. There is i consensus that u traditional
acidemie program built on a developmental
perspective coneerned with normal growth of
the reading process should not be the tocus of
instruction for reading disabled adults (Park,
FOs T Richek, List, & Lerner, 1983,
Remedial reading must take into account the
educational, psychological, social, cubtural,
cognitive, and physical fuctors ot the person
m planning an individual program tor cach
adult tHiarris & Sipay, 19801,

Educational Therapy

Because of the emotional sulaerability of
the adultitbiterate. a strictly pedavogical
approach has generally not been effective. In
contrast, an cducatimmal therapy model
addresses the prachological and edue atronal
sarrable - abieetmy the mdwoadinal., Bducational
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therapy is an approach to remediating learn-
ing problems through the establishment of a
personal relationship between the therapist
and the individual with the leaming problem.
The strengths and weaknesses. of the individ-
ual arc considered in planning an appropriate
program, and the client is directly involved in
that planning. fssues such as resistance und
coping with the problem are dealt with as they
oceur (Johnston. 19861,

Adults, even more than children, have
expericnced considerable faifure in their
efforts to fearn to read. Strategies must be
developed that reduce anxiety sufficiently o
allow the individual to focus on overcoming
the deticit, The establishment of the “thera-
peutie milicu™ (Drerkers, Brunwald, &
Pepper. 1982; Redl, 1966) helps relieve the
anxicty associated with repeated faifure, The
development of a therapeutic relateomship
allows the individual to begin to trust the per-
son with whom she or he will be working,
The therapeutic milicu is essential to the
fearning process. When the psychological as
well as the academic needs of the individual
are in focus, the emotional issues related to
the academic ditficulty can be addiessed. thus
relieving anxiets and frecing the individuat to
focus on remediation (Johaston, 1986). The
use of an educational therapy model helps to
accomplish this goal becanse it “involves the
application o diagnostic results to specibic
educational and therapeutic interyentions that
wifl enable the therapist to intervene more
effectively with the psychological resistance
to emotional aeceptance and understanding of
the disability which frequently cmerges dur-
iy the a course ot treatment™ tJohnston,
FORG, . 720,

There are fown stages insolved in the edu-
cational therapy relanonstup chr imtial con-
tact, when the therapist comes to understand
the nature of the mdiadual’™s pereeption ot s
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or her problem. learns about his or her inter-
ests, and develops a mutually agreed upon
plan of action: (2) integration of the treat-
ment. during which the therapist evaluates the
accuracy of the individual’s perception and
develops strategies tor integrating the remedi-
al and therapeutic techniques to deal with the
specific problems: (3) focusing on the re-
fationship between the therapist and client, in
which issues such as resistance to or avoid-
ance of reading are discussed: and (4 “termi-
nation” in which the therapist and client deal
with the issues of imminent separation.
Adaptation, defense, mastery, and coping
are critical concepts to understanding how
individuals function under stress. People de-
velop defenses to protect themselves against
anxicty, strive for mastery through successful
task performance, and continue to desclop
adaptive processes under ditticult conditions
(Hamburg, Coctho, & Adams, 1974 They
“cope, compensate. and conceal™ while en-
during fear of discovery and a constant teel-
ing o impending disaster (Janis, 1974, How
they pereeive and respond to the threat and
the anxiety dependsein partcon past life ex-
peniences (Coetho & Adams, 1974 Hamburg,
Coctho. & Adams, 1975, Over time, individu-
als develop mechanisms to deal with the dis-
crepancies between their assessment ol thein-
selves and their environment (French.,
Ruodger., & Cobb, 1974). Defenses that block
paintul emotions make learming all butimpos-
sible tAbrams, 1968). Withdrawal, denial.
ratinnahization, and projection may be used
constructively for a short time, but over
tong period. there is the danger that the anx-
ety -provoking sitwation will not be reexam
ined and that @ change to more positive prob-
lem-solving strategivs may be resisted
tLazarus, Averillo & Opton, 1974y Successtul
adaptation involves compromive while pre-
serving some degree of antoniomy or Hexibili-
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ty of action (White, 1974) plus the ability to
focus on reality (Adams & Lindemann, 1974y,

Individual Case Study

Chad was the functionalls itliterate adult
who is the focus of this case study. He was o
first-generation Htalian-American who went
to work immediately after completing eighth
arade. Chad was 49 years old when he was
referred by his supervisor to the Center for
l.earning at National Colege of Education
(mow National-Louis University) in Evanston,
[Tinois. because of an acute crisis in his
workplave ciused by his inability to read.
There had been many other situations in
which Chad changed jobs or refused promo-
tions because he was afraid it would be dis-
covered that he could not read. Although he
wis unable to read street signs, a restaurant
menu, or the names of patients on a computer
fist at the hospital where he worked, he had
developed numerous compensatory strategies
over the years to conceal his disability.

Other than famity members, Chad did not
tetb anyone that he could not read. Only one
friend of 25 vears discovered that he could
not read ond has hetped him through the years
by tilling out torms for him, reading his mail,
and helping him geta job as a salesman ina
cluthing store where he worked tor 13 vears,
Chaid memorized the words he needed to
know Fetore he started the job, so that he
would not biave to read. According to Chad,
he was very successful as a clothing <Jdesnin
and was offered the position of manacer at
another store. He knew he would not be able
to handle the necessary written reperts, <o he
refused the promotion. Chad was in show
business as an entertainer for 7 years with a
wetb hnown singing group that traveled all
over the United States, He sang, danced, and
plased the trumpet. Although he could not
read. he was able to memorize the act and all
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of the songs. Although Chad has never been
marricd, he seriousty dated a woman at one
time. He felt she was too inteHigent for him
because he could not read. Chad never told
her this. although it was the reason he finally
broke off the relationship,

For the past 3 vears, Chad had been em-
ployed as an assistant to eight physical thera-
pists at i suburban hospital, He used various
strategies to avoid having to read patients”
names. and initiaily no one at the hospital was
aware of his difficulty. He would get the com-
puter printout, go to the appropriate floor of
the hospital, walk into the patient’s room,
match up the printout with the name on the
bed to be sure he had the right patient and
then say. “How do vou pronounce your st
name?” He enjoyed talking to patients and
they really seemed to like nim. One of the
patients wrote a letter to his supervisor and
siaid, “He sure knows how to make an old
lady feel like a spring chicken.” Chad had
recently begun having difficulty getting along
swith his supersisor because of a change in
procedures that again threatened to expose
his inability to read. He had trouble sleeping
at nightand was irritable at work. He tinally
confided in his supervisor, who suggested
that he might be able to get help through
National College of Education At this point
the initiad contact was made with the Center
for Learning by Chad's supervisor. According
to resuhts of the initial case study evaluation,
Chad was unable to read comifortably beyond
the midprimary Tevel. Although he made
good use of context chues, sight vocabulary
was Himited. and word attack skills were
almost nonexistent. However. there were
vood prognostic indicators: werage intellece-
tual abilits . a high degree ot determination
and motivation, and no signs of obvious per-
ceptual deticits, Chad appeared to be an emo-
tomdly stable. selt-<ufticient indivicdual who

L2200,




E

venerally had a positive outlook on life. He
had good interpersonal skills and demonstrat-
cd responsibility and sensitivity to others,
atthough at times he had ditficulty expressing
his emotions. Chad had concerns for the
future but felt that he could be successtul if
he could overcome his disability in reading
and was witling to put forth whatever effort
was necessiry i someone would just tell him
where and how to begin,

Establishing Trust

Chad was scen tor 15 sessions of 1,5-2
hours” duration over 4 months. The treatment
was based onan educational therapy model.
which is an approach to remediating learning
problems through the establischment of o per-
sonal refationship between the therapist and
the individual with the learning problem. The
strengths and weaknesses of the individual
are considered in planning an appropriate pro-
eramn, and the fearner is directly involved in
that planning, Tssues such as resistance and
coping with the problem are dealt with as they
oceur in the remediation of the probleny area,

A personal relationship hased on trust
between the therapist and the client was
established gradually trom the time of the ini-
tial testing session. Chad was willing to try
whatever was ashed of him because of that
trust. In oraer to relieve the ansiety associat-
ed with reading. constant support was provid-
ed so that he could feel successful and know
he was not alone in his effores to acquire
basie reading skills. Verbal cueing, positive
reinforcement. and help in generalizing from
a familiar to an unfamitiar word were used
during evers sesston to provide support and
relieve ansicty.

Methods

Kemedial strategies were developed based
e pmtial testing, but in sesaons with Chad.
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intervention procedures were often changed
when it was apparent that he had a real need
at that particular time to work on other is.ues.
For example. when it was tirst determined
that Chad had not developed any word attack
sKills, the plan wus to emphasize sight words.
However. Chad wanted to Tearn “sounding
out and vowels.” so the emphasis of instruc-
tion changed to meet his needs. In certain
respects it was the therapy that gave Chad
confidence in atready existing abilities.
However. the educational program enabied
him to integrate sound and symbol for the
first time and provided considerable incentive
to continue reading on his own,

To provide Chad with a sense of indepen-
denve and refieve his anxtety at the same
time. books and words were taped so that he
could do his homework independently and
could organize his time in preparation for the
following week, Although we used word
sorts, word families, word lists, picture and
vowel associations, and orat reading in con-
text, the amount of time spent on each area
depended in part on his interests and needs
during that session. As personal concerns
refating to work, family, interpersonal refa-
tonships, or reading emerged during the edu-
cational therapy sessions, they were dis-
cussed, There were often instances where an
issue occurring in the instruction triggered a
memory that needed to be addressed at the
time, It was important to help Chad under-
stand how old fears diverted so much energs
from the actual process of learning to read.

Sessions were audiotaped and transeribed.
Transcriptions of the sessions. as well as
additional information obtained from the
rescarcher’s journal, process recordings.,
mterviews with stalt and a close friend, and a
questionnaire filled out by Chad’s brother
were used as dita sourees tor triangulation.
The datia were then analby zed. Triangulation,
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the corroboration of data sources. was
achieved by comparing information Chad
shared during initial testing. the remedial ses-
sions. and during the final interview.
Additional information was obtained as time
went on. Some data on Chad’s early history
were triangulated using information from his
brother’s interview. For information concemn-
ing the last 25 years. Chad’s friend Lou was
the primary source. Staff interviews were
used to support data regarding Chad'’s reading
ditficultices, his self-esteenm. and anxiety
regarding the reading process. which had
been reported in the rescarcher’s journal and
the initial testing and conference.

Gaining Confidence

Chad’s unsuccessful school history. his
varied but often self-limiting work experi-
ences, his previous attempts to get helpin
reading, and the strategies he was forced to
develop to compensate for his inability to
read appear to be important patterns in under-
standing his reactions as a functionally illiter-
ate adult. Some of the strategies he developed
included “torgetting™ his glasses, eliciting
sulfictent clues to make an educated guess
about what information was contained in
what he was supposed to be reading, getting
others to read for him without realizing what
they were doing, memorizing his music,
learning by watching and doing. and color
coding equipment at work,

From the initial educational therapy ses-
sion, Chad did not exhibit the extreme anxi-
ety that had been noted during the testing ses-
sions. As he began to gain confidence in
himself and his reading sKitls, he was chal-
lenged by the reading process and worked
long hours to dey clop his deeoding Skitls,
Chad becarne enthusiastic about reading, wis
highly motivated, and began to read tor plea-
sure. He espectally enjoyved reading his first

b W...‘._\—)._ ..
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paperback novel. Far from avoiding reading,
Chad started sounding out the names of
patients, almost had a car accident trying to
read a street sign. began reading the newspa-
per and trade papers, read a letter from his
nephew. and generally approached reading
with enthusiasm. He put in significant
amounts of time during each week on home-
work. generally from 7 to 10 hours per week.
He went so far as to put a "Do Not Disturb™
sign from a hotel on his door so that he would
not be interrupted during his allotted study
time. He asked friends to leave carly so he
could study and kept a book in the glove com-
partment so he could read in the car while
waiting for a friend.
Viaking Progress

Because he was ready to fea.n and had
developed a therapeutic. trusting relutionship
with the examiner. he concentrated intently
and was receptive to who was being present-
ed. Although decoding was always a chal-
lenge for Chad, he worked hard in spite of the
frustration he experienced and improved dra-
matically in his ability to decode unfamiliar
words. The use of picture and vowel curds,
word famiiy {Tip charts. and the word sort
technique gave him the tools he needed to
decode unfamiliar words. Chad's sight vocab-
ulary improved not only because he was
studying a tist of the 1.000 most commontiy
used words but because he was reading con-
stantly and had always made good use of con-
text clues. The more words he knew, the more
casily he could read a story: and the more
exciting it was to read. the more he read.
Once he learned to decade words, he would
spend more than 10 hours a week practicing
w hat had been mastered in the tutorial ses-
sions. Hence the total time he directed
tow ards learning to read was considerably
more than the time recorded in tutorials.
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Pre- and posttests suggested that Chad had
made significant progress in representing
short vowels correctly and marking long
vowels as well as being better able to sound
his way through a word. In addition. he had
made significant progress in word recognition
as well as word attack. Chad self-corrected
several times, Many of the words he did not
know by sight but was able to decode. He
was very pleased that he was able to identify
carrectly so many of the fourth-grade words
that he had not even attempted in April.
However, it was not the formal assessment of
reading proficieney that was the real indicator
of the progre<s Chad made in reading. He
wits able to read a children’s book. a series of
short stories tat the second-grade level), his
first high-interest. low-vocabulary paperback
novel of over 250 pages, newspapers and
trade magazines, and his own mail plus iden-
tify patients” names. figure out street signs,
and generally challenge any reading task he
came across. Although progress with word
attack skills had been slow by his standards.
he had new tools for decoding unfamiliar
words and was no Jonger avording reading.
This wus what opened up new horizons for
Chad.

Chad had ¢ "'ways demonstrated a strength
in interpersonal skifls. He was an outgoing,
friendly individual. Although on the surface
this did not chunge, as Chad began to mahe
progress in reading. he began to share intor-
mation ahout being unable to read with
increasing confidence. He confided first to
one friend, and then to a tew more, that he
could not read and expressed amazement at
their positive reaction. Comments like “God.,
vou got a good ~tart —1 give vou a lot of cred-
it” and " Anything we can do to help, Chad”
enabled him to realize that his friends were
not going to reject him hecause of his admis-
sion that he could not read.

20O
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Chad admitted to feeling more “comfort-
able™ in those relationships once lic had been
able to reveal that he could not read. He no
longer had to feel like a fake but could take
the same pride in his reading accomplish-
ments as he did in other aspects of his life. In
addition, Chad developed a better working
relationship with his supervisor. So what
finally happened to Chad? When it became
necessary for him to continue his work with a
different tutor, Chad had some difficulty in
making the change. Also, he felt he had made
significant progress in his ability to read and
believed he could master more advanced
saills on his own. He indicated that he could
now manage daily living activities more
ctfectively because he could read street signs,
decode simple directions, and—-most impor-
tant—derive great pleasure from reading pri-
mary grade books on his own. He therefore
feft the center’s program. Chad's progress in
his 15 sessions of educational therapy had
been remarkable, and we believe that the
therapy model could be even more effective
it u long-term relationship between the fearn-
er and the wtor could be sustained.

Implications

It would appear that the importance of the
therapeutic relationship has been validated in
this study. In knowing an individual™s nro-
cessing strengths and weaknesses, an appro-
priate remedial program can be developed.
but untess a refationship is established in
which the individual trusts the therapist and
can share his or her anxieties and fears, it will
be ditficult to break through the avoidance of
reading and the anxiety associated with the
reading process. "o addition, unless the leam-
er knows she or he is respeeled as an individ-
ual regardliess of the amount of progress
heing made. that there is someone who teally
vares and is willing to histen as the individual
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shares his or her life and how traumatic it has
be~n to be unable to read. it will prove diffi-
cult to get bevond the pust. Because it appears
that the person’s selttesteem is so closely
linked to the inability to read and that this has
affected interpersonal relationships with sig-
nificant others in his or her life, the therapeu-
tic relationship becomes especially important.
Methodology is one aspect of teaching reud-
ing skitls. but the process that emerges
between the educational therapist and the
chientis extremely powerful and cannot be
ignored. There must be an acknowledgment
of life history and the struggles undergone 1o
reach this particular stage in the person’s life.
Establishing a therapeutic relationship on u
one-to-one basis during the initial wtages to
allow for the development of trust, the de-ire
to please the “teacher™ and ultimately one-elf.
appears to mandate this type of approach for
real. significant growth to be achieved ina
refatively briel time. From a pragmatic per-
spective. group treatment might be consid-
cred once the initial therapeutic relationship
has been established during the first 8-10 sex-
stons.

Although with Chad fesson plans were not
rividdy adhered to, there were some instrue-
tional techniques and materials that appeared
to be mote effective than others: picture and
vowel cards. word fanuly thip charts, word
sort. and taped word lists and stories. Plans
were changed based on Chad's needs and
interests at the time, Chad made considerable
progress in reading achievement during the
15 educitional therapy sessions, The thera-
peutic nature of the refationship as well as the
instructional strategies amd technigues used
contributed to that progress, Relicving anvi-
cly appeared tobe a eriticat factor in breaking
through the years o Tatlure he had experi-
enced mhis previous exposare o reading,
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Sumniary

This study has important implications tor
literacy programs for adults, Focusing on the
psychotogical aspeets of reading and the
ssue of providing support for the functionally
iliterate adult who is struggling to learn to
read appears to be at teast equal in impor-
tance to whatever strategies and techniques
are used in teaching specific reading skills.
The educational therapy model addresses
these issues because it takes into considera-
tion the emotional and psychological ele-
ments involved in the reading process. Results
of this case study strongly suggest that pro-
grams working with functionally illiterate
adults need to account for the psychological
ramifications of being unable to read. For
Chad. the acquisition of specific reading
skills was only one aspect of his growth dur-
ing the educational therapy sessions. Of equal
importance was the development of greater
salf-esteem and improved social relationships
as he gained more confidence in himself and
his abilities
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Tutoring

Norman: Literate at
Age 44

VALERIE MEYER
SHARON L. ESTES
VALORIE K. HARRIS
Davip M. DANIELS

SEPTEMBER 1991

his is the story of a remarkable man.

At 44, Norman decided he wanted

to learn to read and write. In less

than one year, he had progressed
from being a man who could not read or write
his own address to a man who enjoys reading
the newspaper and social studies books. This
is also the story of a team of adult educators
and a Student Literacy Corps volunteer who
nurtured, supported. and learned from
Norman.

To adult educators. Norman's history is
tamiliar. He has a slight speech impediment
and when he entered first grade in 1951 this
was mistaken for a fearning disability. Within
weeks he was fabeled “slow.”™ By second
erade, he said, "My teachers just gave up on
me. No one even tried to teach me. They just
ienored me. They thought I was dumb.”
Beyond learning the alphabet. Norman did
not fearn to read in school. He was taught to
work with his hands. Te remembered making
pot holders and baskets. He now works full
time as o meat cutier. as a janitor on week-
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ends. and also bales hay for local farmers in
the summer.

Norman is an industrious man and, like
other illiterate or low-literate adults. he was
ingenious in disguising his lack of reading
skills (Brozo, 1990: Johnston. 1985). His
wife. Colleen, occasionally read to him. She
paid the bills and did all the shopping and
other family tasks that required reading.
Norman obtained his driver's license by hav-
ing the questions read to him but, he stated,
“T didn’t travel very far from home without
my wife or someone.” He said he rarely real-
ly tried to read. “Once in a while | would
pick up a newspaper and act like | was read-
ing. The only thing | knew was to look at a
picture.”

Despite his unpleasant memories of formal
education, Norman never lost his desire to
learn to read: "I knew there was something 1
was missing.” His desire centered on eco-
nomic. family. and religious needs. His cur-
rent job paid only USSR.00 per hour, with
few fringe benefits. He planned to pass the
GED (general equivalency dimploma) exam,
attend trade school. and become a machinist.
A new job would give him the economic
security he lacked. He also wanted to read to

his 10-year-old daughter. Sheila. who is in a

wheelchair and paralyzed from the waist
down; and as a devoutly religious man he
wanted to read the Bible by himselt.

The Beginning

In September 1989, Norman enrolled in a
local adult education program. Fortunately
for him, his first teacher. Sharon Estes, was
completing her master’s degree with a major

in reading. Sharon’s classroom, like those of

most adult education programs, was not the
ideal place for a man who needed as much
help as Norman. The class's 10 students had
reading levels ranging trom below first grade

to about sixth grade. Despite the problems
posed by the diverse abilities of the class
members, Norman and Sharon were deter-
mined and persistent.

Sharon recalls her first class with Norman:
She read a story to the group about a woman
who received a promotion at work but was
very worried that someone would discover
her secret—illiteracy. After the story the class
discussed how it felt not to be ablc to read
and how prevalent a problem illiteracy is.
During a break, Norman approached Sharon,
“You know the story we just read and the
people you were talking about? I'm one of
them people. [ can’t read.™ Sharon was star-
tled—the other class members could read at
at least a basic level—but she maintained her
composure and replied. “It's okay. T know
how to help you.” She says now that “my
biggest challenge was to build up Norman's
self-esteem and confidence.”

There was a pile of old maguzines at the
back of the room. She invited Norman to flip
through the magazines and cut out advertise-
ments for products he recognized. Fnviron-
mental print (Goodman, Smith, Meredith, &
Goodman, 1987) was the beginning. Sharon
and Norman spent the evening cutting and
taping the ads to blank paper (Figure 1.
Sharon wrote the product’s name or a descrip-
tion of it next to cach ad and began to empha-
size to Norman that he could read some
things (even though he was relying primarily
on familiar pictures). They reviewed the
words associated with each picture.

In the weeks that followed, Norman's
cnvironmental print beok grew larger with
advertisements he added at home Sharon and
Norman spent many hours going through ts
hook. attempting to build his sight vocabu-
Fary. Then they began to drop the pictures and
transter the words to flasheards. Norman had
created his firstword hank. He was very

261.2?3(5..
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Figure 1
Environmental Print

MACALIN |

AND CHEESE

excited and catted this hos reading matersal. In
addition to environmental print and word
banks, Norman was introduced to langeuage
expericnee stories tVan Allen, 1976y He
efosed basing these on s wite and taily
Ile: =W hen | got up this mornimy the tiesg
thing 1 did sas cat breshlast | had epes aned
satsace and wast aond colfee, Tien Fbrashed
iy teeth Fhissed my wite and went tooswark
Sharon recalls: “We practiced reading
Nornun's stories, This gove Norman owaer-
ship ot his reading matenial, 1owas casy for
it to recognize and resnember his own
words, We added new words to his word
bank and practiced theni olen.”

Norman made preat pains dutmy the fnag 3
months, From September until December, he
advanced from a nonreader to reading
about the tirst- or second-grade fevel T
curivsity and enthusiasiie were infectious, He
telt free in Sharon’s class tree o express
himeself, talh about his Iite, and dictate bis
own thoughts He had o wealth o) back-
vround bnowledye to drav from. Sharon
siv s, OWhat Tromember most about Nornn
woas fus genuine de are tecdlearn o e I
December, Sharon Tet the community eol-
lepe to comventrate on timishime her master s
devree In lanoary, Norman bad o new

s
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mstructor named Val Tharris. Again, he was
fortunate—his new instructor was also com-
pleting a master’s degree in reading.

Writing and Reading

Val was cager to build on the success
Sharon had had with Norman. Althouyh
Noran had previoushy shied away trom
writing, she urged him to trs, Val stated, 1
haew he had to bevin writing i he was poing
to continue o make progress.” She began by
simply ashinge lm o copy short passiges
Although Norman could read very litde mde-
pendently, e was immersed ina supportive
ensironment that cavouraged risk taking.
Daly juurnats were added to his cuereulum,
Writing did not come easy tor Norman, One
ol his hirstindependent stovies reveals his
determination and frosteation: 11 had my
hie o dive over Fwould be a good reader and
avond math” throune D,

CWhen we started tooether,” said v,
“Notman didi't hike to wortte at ol Hle st

Figure 2
A Writing Sumple
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did not ver see himselt as a writer, He would
cither copy what Fwrote or mahke halt-hearted
attempts at writing, until one night in math
chine, e was very upsets almost in tears, It
swas as it he needed o get something ot his
chest hut couken™t el me face o tace. so he
wrote doswn s feelimgs, Wow ! Teonn thien o
s witnye began omprove,” Val continoed
Notsan ™ environentad print activities and
beran o include simple senter ¢ stems such
an ke to eal Chut Bdon't ke woreat

“and T hbe ol iy pizsa,
ety wite ke on e pizza” This
s pe ol reading amd witimge was predictable
ancdpepetitions. Val stated, “NoRan was ey
concerned about s spelhnge. T eonstantly
teassured T hat his v ented spetling was
aveeptable. Gradnaddy, he began toview him
seltas awirer”

Vil alvo read o Noaman and itioduced
altersatmy readimg S feser & Keete, 1990)
Notn selected o story he wanted toavad
Sometrmes 1w as one of his layyruaoe os
pencenee storeess other tine b was somnething
stnple fromw a nesspaper, Both Val ond
Norman Hisst read the meteriad sitentds, Then
they read out lowd ey ol s manner,
Val wounld beae by readime o fess sentences,
then Norman would read o sentence or two,
then YVl again and Nornan acam. Fhe powe
of this achivs wos that Val demonstrated tor
Nurmens Uhwanted to provide lim with o
sense of wohat readine should soumd ke
Nurman contimted o progress with Val's
encouragement. He pracoieed at home and
eohisted Ui support o) Tns ware, who helped
Bt wath hos e

Norman’s Tator

tn March PO Sopman hecan o peeene
cvei mote desibance Vlocal umeessity fed
recersedba Student Loy Corps v Hhe
worvrces b v adoar e sndeo s renmed g

l') LI »
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Hteraes tutors were made available to the
community college where Val worked.
Norman enthusiasticad by reguested a ttor o
work with him outside class, Thus, David
Daniels und Nortwan began their relationship.
David stated, =1 had been introduced toa
whole Longuage theors base and was anmed
with Jots of readig strategies, so T eltrea:
sanably competent as atator T oasd Norman
to-be the quintessential Fearer: he notonly
wanted to read better, he was convimeded this
wits possible. My job has been to support his
mtentions compasstonately with reading
strategios he can adopt for himselb, My puess
is that Tre was reading somew here between
second- amd third grade fevel when T eame
imto the preture,”

Vaband Dasid wothed in tndem o enre
comtipnity, Fhen sgenda was torcintoree
constantly what Norman aheady knew, that
wealth o know Tedge eleaned from Sy cars
of bemy o produchve member of societs,
Norman ane Daved focused onreading mate
rhals selected by Norman things Norman
devided he necded and wanted o read Davad
recalled. “Norman was able to discaver words
iy print which he ueed every day, and those
little discoveries became a mstural expansion
of what he alieads knew, He didn'tteclobhy
ed o memonze some alien st ol new words”
Noran s encotiaged o -kap sords he did
not snnwdiately recovnize and to cathier cons
textclues, Wheneser he made an il -tated
i~ ata word he did not know, David's pe-
sponse was CPoes itmahe sensetovou !
Pon‘ttey to pledse messatedy souseld.” In
vartabby Norman artnved at s meany tha
pade e Gradaalls Tos confidence i
crated ds Tz realized the beneltto ol hunme
s out by hinnselt,

Fach vatormeye o sson i luded rcadinge £o
Novin readi otk e, wnting, aned was
tatned abentrcadies Sovuean c-pecrati
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enjoyed articles from the local newspaper and
various ULS. tabloids. He usually sefected o
headhine that interested him. He then was
enconraged to guess what the article might be
about. Finally, he would read the article to
determine the validits of his predictions.
According o David The single mwost impo -
tant strategy used betore, during, and atter
cich reading sesstan was to support, cheour
agesand reffect back to Nornran-—-in ways he
bnew were sincere the wonderful progress
his hard work produced.” Buring a period ol
approvintately one ycar, Norman. with the
assistance of thres individuals, had pro-
grressed trom a nonreader with ittle conty
denve o wath desarming optinmesm, His
most recent writine attempts demonstyated
s ability to generate brainstorming naps"
midependently, “We contimue trbombard Nor
nan withe the npostance of “making mean
men 7 Val sand, CHe s abwav s tatkange abow
making sense and predictung, AH this has
inde aditterence alonge wath hus determma
ton and laard work™ thieare 3

foday, see estimate that Nosman s readine
af ahout the sith or seventh-grade lesel, and
he contimues to pnprove. Fe's readime 7012
Iones on e oven cach weck madditien to
atterdiyy adult educanon clasaes and e
my individual tutormge Recently, Notman
waole this stoas

Pie Mep WhaWantod o Rogt
Froma i vhnow bew ool Oncdas he
Wbl So b went to

A B lod three

Joonlodrodo um\;!’i'!l;' .

schaot o bemm bouw topead
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Fipure 3
A Brainstorming Map
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What Made B Work?

Kazemek (19901 B deseribaed adolt htera-
cyoanstruction as o Held possessing a “meaer
theoretical buse dealinye wath rather prionm -
e notions of what it means o be literate .
Stortes snch s Notnn's abe nol tvpicad
adult ede catton e Kavale & Tindeey (0707,
fandsey o Jarman, TORH W h s our sty
ditterent? Fast and foremot, Credit tor Nor
P s stecess hies withim hine and s extraor-
dinary determination. Perhaps a seeond rea
~on tor his succeess is that his instruction
rettected a whole Tanguaee theors i an adube
contest The theoriew o Camhourne 119NN,
Smth (19285, and Goodman et al. (1URT)
were mamlestin five was s

VoSewnman's veadine amd woretones ata o
L e piorproe cond o e o Hi yournal
wontigs et Val v reals e nsedat o espress
Fes o s e, and b fechne He v
thiersed i Lancuave and printihat had
wieamne For fnm

N

Sorenpt v g e vortd B o
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devionstrations of how lancenage works,
Sharon, David, and Val constantly read and
wrote to Norman, In doing so. they provided
hum with role modeds of teading and writing.

A T he context of Norman's instruction
albwavys incladed the expectation that e
wonld be suceesstul. The responsihility tor
fearning was alwas s i his hands, When
Sharon invited Norman to cut out ads he rec:
ognized, she stressed that ads are real” read-
ing. She suggested w him that he already had
o lenethy mental word bank. By the time
Davad beyan working with hins, Notman wie
consinced b could be a better reader,
Nona, not hivnstructors, alwaye decided
what would be read and what needed to be
written.

Lo Norman's approvemations i eading
and soritne swere accepted and rewarded.
Whoen he wrote 1 did nuting bot petinat”
Val tesponded to b anger. not his spelling.

S Nowman wpent ample e emplovany s
mew skl He became actively engayed in
reading, Norman fiest reguoested o tutor
because he wanted additional ome w learn
He spent mans hour reading mdependentiy,
Many hiteracs volunteer projects provide only
YO nmute - to 2 hours of trtonng per week
tBowren, 1990 Thus, the amouit of engeared
Line “Sorman spent vannot be spnored.

Nopman was peser ashed toomemonze
gh frequency socabulaty words rom g
sivht word bist He was never subjected to
wenkbooks and skill sheets, Ths veadime and
st were alway s the context of his fife.
T s discusston of adult biteracy instruction,
Kazemek TN tate s We do ot Teamn from
others tov readdy it coms™ tps S8 Notan ™
evperience hos much toteactus Ths oy .

AR

a work in progress, about progress, For those
wrestling with the dilemma of confronting
ifliteracy, let us repeat Norman's bit of advice:
“You gotta have the “want o, “euz it you
donthave the want o' you ain't got noth-
" As Norman will teadily attest, “want (0
rovs it long way,
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Workplace

G

Liter acy

-

t . ] ()
It may take several hundred hours of instruction before a
worker who can barely read a producl Tabel is able to

"

troubleshoot by using a manual for computerized equipment.
- MInELECRY & DREW, 1991, 1 080

ol attompts to detine literacy or
R N R Y R K AR S TRYRURNTING ARV RISITE
e hat iy U hasie fune tiootal i
erae T tend o hecome mudde e literan
oot casiby detined cMbkadecby & Dy en
Touly Modecky and D al o poont ot
that Loy domeanids vars amone oo upa
tonsand fromy obgegolow it occapatiens
Phes cloan s remund s of the increasing
anient and complevits of iteracy demanads
t et et s of the swond plae
Fhse anthor s ponnt b feve aneas of sk
phacc titeraey penced of iother vevearch
desilopire sworkplace litcrae progeos mond
eds doterminme the conerale abidies and lim -
ts o transter for bterar s soratevtes i the
wordolave ervamune the coct cfteotmnvaeriens
of voorkplace literae s oraemy ¢ ftores tech-
rodees s vede oo khace i i,
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I R TErY PY I R D YR N B ARY AN [V R RN OS
Ahen's prece onassessment o orkplace i
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Weorkplace

L iteracdy

Approaches 1o
Assessment in
Workplace Literacy
Programs: Mecting the
\eeds of All the
Clients

oNnicn NG ASKOy
ArriL 1993

. saestpent \xl'l'kl‘ltu'l' ||lL'l.lL')
proceams must satists multiphe
stabcholders or chients, cach wath
ditterent interests i the citcomes

ot the program; mutbiple approaches to
issessinent ire pecessary o saisty these sarte
cus ind ot on needs. o commnnny adah
ioracy proprams an instructor uswad by has
only one chient cthe teamneis e the case ol
work place Hiteracy programs, howeser, o
additional chents emerge, namets, the union
ftone ewistsrand e manacenient ol the
company Tethe cise o aowmnonized work -
Foree, the umwon must be nvolved trom the
hogmnn: asadeoraon maber repre cntine

‘I'T)(lu._

the woorkers who potentially nias join the pro-
gram. [ the business or industry is otfering
the progrium on-site and releasing workers
from their jobs on company time, the instrue-
tor clearly has the business or industry partier
das o chient Atonrth client namely, the liter-
acy organization  -may also be requiring
eSSt information i esponse o sonie
resitatory or funding apreney. such s astate
departiient of education.

What are the gssessment intormation
needs of caclychient? The fearners oy hive
very specilic poals Tor the hiteray instrue-
Gonal program that mas o miy nol pertain
tor their joba, Foresample, some workers
may be protarily teeested an leioning to
read the Bible or new spaper and helpimg
therr children with homew ork. T sonwe cases
they aray want o gmprove their iteracy skitls
sathey may eave theo pobe, and even the
company, Workers” goads for the instruction:
al program must be assessed individuoitly.
Fins is avcomplished best through contiden
Lal confeiences,

[ he second client, the union, s usualiy
interested 1 aseessment that focuses on the
weltare and desctopment of the workers
thducation Writers Vwovtation, 1001
Simmento & Kay, 1990 In contiast o the

¢y specttie objectives of the mdes ndaal
learner. the union mas have more glohal
coals for the workplace hiteracy program,
such as empow ering workers 1o heeone more
active decision makers m the company.
Assessment for the union chent should be
designed around the godls of the union at the
periicular workplace.

The husiness or industrs management
chent, on the other hand, usually olfers
worhplace Bteracs program, especiatly il s
“on the clock™ ton company timerout of con-
corn tor voorkers” skl rCanevate. Ganer, &
Melizes, 1990, Toheton & Packer, 1957,
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U.S. Department of Labor and U.S. Depart-
ment of Education, 1Y88). Sometimes man-
agement wants to upgrade workers” basic
skills to enable them to do their current jobs
better or to prepare them to use new technolo-
gy, such as computers, Assessnient intorma-
tion for the business or industrs client should
focts on job-related bisie shills,

Fonally, the instructor may biave to satisdy
funding reguitements or state mandate,
Some states, for example, require the use ot
a speciic standardized test, Some programs
prohibit serving tearners who score above a
certain grade-vquivalent level The instrue-
tor miay be required 1o assess fearners with
stondardized test that s irrelevant to the cur-
ncuhum and to the assessment information
needs ol the learners, the union, and the
company ! White these obsersvations re-
present pencritdizitions, many exeepuons
enist Jurmao, 19911 The intentis ot to pre
seribe but o suggest what may be appropri-
ate to satisty the ilormation needs of the
varions stakehotders in g workplace literacs
program.

Vasessient Tools in Workplace
Literacy Programs

Meeting the assessmentictormation needs
ot the ditferent chients within a workplace lit-
eracy propram requires ditferent toods, The
needs of the various clients, in fact. could be

Informal qualitative

Ution
contered

| carner

contered

Retrospectine
ntery e
Atttude

s e s

Porttohos
Abterpatis e desessmaents

Partrapatorns approaches
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Workplace Literacy Assessment Continuum

portrayed as on a continuum ranging from
informal, qualitiatis e assessment to formal,
standardized testing that vields quantitative
information. Taken alt together. the sssess-
ment process becomes a holistic fook at
learners’ skhills, abihities, and interests. The
figure that follows is o graphic presentition of
the tools that might be used for the various
clients in @ workplace literiey program.
Learner-Centered Assessments
Learners olten have unigue goals for enter-
iy workplaee literacy program —goils that
may or mady not be simitar to those of the
other clients, These goals must be determined
during the initial assessment process to make
instruction meaning ful to the Jeatners, accom-
plishnient of these goals should be reassessed
petiodicatly. Learners also differ m prior
huow ledee, which attects their ahility o fearn
tharr, Carey, & Toae, 1983 assessment of
prior knowledge ol oceapationad and basice
shighs can also oceur informaldly i indiv idual
mtersiews, Since most workplace titera s
programs iare voluntary. even when offered
on company tme, itis important to meet
these unigue needs along with delivery of the
worhplace literacs curricuhun, Periodic in-
dividuat conferences are advisable, during
which the tearner's voals and progress in

mecting those goals are reviewed.

Formal quantitative

Provider
centered

Managenmient
centered

Curncudum-based Cloze tests
dasOsuncnts
Critenon:

teterenced tests

Standardized tests

<68
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There are numerous alternative assess-
ments, One type that meets the information
needs of the learners is portfolios (Tierney,
Carter. & Desai, 1991: Wolt, 1989), in which
the learner’s work samples are collected over
time. Approaches in which learners read a
variety ol everyday (or job) materials (Lytle
& Wolle, 1989y, may also be uselul to learn-
ers because these approaches emphasize
Jearners' strengths rather than deticits, Partici-
patory approaches Jurmo, 1991, in which
the learner and instructor plan together the
assessment and instruction processes, are also
appropriate. An instructional approach like
the language expericnee approach may also
assess individuals” learning needs, especially
for those functioning at beginning reading
levels (Frager, 19911 Soifer. Young, & Irwin,
198,

Union-Centered Assessments

Unions are coneerned that fearners” indi-
vidual needs be met. But unions are also con-
cerned about the general welfare and devel-
opment of the worktoree as a whole, Workers
in workplace literacy programs can be
assessed for growth in positive attitudes
toward further education and litetong lewn-
ing by using attitude scales (Brown, [990),
Structured interviews should follow up writ-
ten attitude inventories to gain further infor-
mation about the impact of the program.
Retrospective interviews, in which learners
state what they can do now that they couldn’t
do betore the program. also provide informi-
tion about workers” development. Similarly,
self-rating scales of competence i varions
work- and literacy-related tasks can indicate
growth,

Management-Centered Assessiments
Muanagement is typically concerned about
mastery of job-related basic skitls that will

result in improved job performance. While
management and human resource personnel
frequently speak of grade equivalents when
referring to workers” skills (for example, a
customer service representative needs to read
at an 1th-grade reading level), grade equiva-
lents do not casity translate into workplace
competencies. In fact, Dichl & Mikulecky
{1980y found that workers can read at several
grade levels higher than their assessed read-
ing levels (on standardized tests)y when read-
g fumiliar materials such as those tound in
the workplace.

Curricutum-based assessments (Bean &
Lane, 1990: Fuchs & Fuchs, 1988), however,
can provide more meaningful assessment
information because they reveal the workers'
progress in learnmg the curriculum. These
assessments, which are often in the form of
short check tests embedded in the instruction-
al materials, serve as frequent gauges of lean-
ing as workers progress through instruction,

Criterion-referenced tests (Popham, 1978)
also provide meaningful assessment informa-
tion by indicating mastery or nonmastery of
shills targeted for instruction. Criterion-refer-
enced assessments should focus on the
skitls--both reading-to-do and reading-to-
learn-——that were identified as being essential
in the literacy task analysis and therefore
taught in the curriculum. such as job-related
vocabulary,

While it has been reported that job-related
basic skills assessments (curriculum-based
assessments and criterion-referenced tests)
are becoming used more widely in workplace
literacy programs (HR Strategies. 1991) and
are now encouraged in the National Work-
place Literacy Grants program, a concern
exdsts abount the validity and reliability of
these instruments, Potential legal problems
could arise it quantititive information is used
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without correct test development procedures
(Douglas & Williams, 1992).

One solution to this problem is to use stan-
durdized criterion-referenced tests such as
casas (Comprehensive Adult Student Assess-
ment System, 1989), which ties workplace
competencies (o criterion-referenced tests
that have been validated and checked for reli-
ability. Unfortunately, the ¢asas tests do not
measure the specific job-related vocabulary
and other skills needed in the workplace.
Provider-Centered Assessments

Cloze tests (Dupuis, 19862 Jongsma,
19801, which are commonly used by class-
room teachers, are becoming more widely
used in workplace titeracy programs. They
allow the instructor to assess quickly the
reading abilities of the workers in a work-
place literacy program by using materials
from the workplace. The instructor is able to
see who cin handle materials trom the job
independently tindependent level), with some
help tinstructional level), or not at all (frustra-
tion leveh. Cloze is particularly useful in
workplace literacy programs that are open to
all volunteers. While some programs are
using cloze tests as pre- and posttests for pro-

gram cvaluation. this usc is inappropriate il
test refiability has not been established or if

during instruction fearners use the job materi-
als from which the cloze test is drawn, there-
by invalidating the posttest cloze score,
While many hiteracy providers are using
alternative assessments, such as the cloze,
Ehringhaus (199 1) found that most programs
relicd on the Tests of Adualt Basic Lducation
(1987 for assessment and accountability.
While the limitations of standardized testing
have been discussed (Lazar & Bean, 1991
Tiernes. Carter. & Desaic 199D, and alterna-
tives for adult literacy that could be used in

workplace progrins have been suggested

Q
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(Scales. 1987). standardized achievement
tests do provide useful information in work-
place literacy programs. Sticht (1990, 1991)
points out that standardized tests permit com-
parisons among workplace literacy programs,
while curriculum-based assessments, criteri-
on-referenced tests, and cloze tests, being
specific to the content and job tasks of the
particular workplace, do not. Pelavin Associ-
ates (1991) reports this as one of the difticul-
ties in trying to evaluate the impact of work-
place literacy progriams,

Standardized tests also offer another bene-
fit in showing the amount of transfer of learn-
ing from a job-refated curricufum to general
literacy tasks. Both Sticht (1987) and Brown
(199, evaluating different types of work-
place literaey programs, report that job-relat-
ed hasic skills instruction resulted in increased
general functioning in literacy skills as mea-
sured by standardized achievement tests,

A I'inal Yote

Looking at assessment from different
vicwpoints is not intended to be restrictive.
Fortunately, management personnel in some
workplaces are considering qualitative infor-
mation from informal assessments. Educators
are recognizing the limitations and problems
of using grade cquivalents from standardized
tests. A holistic approach to assessment pro-
vides the most information. Furthermore,
assessment must be an ongoing process.,
While this discussion has focused primarily
on assessment for diagnosis and program
cvaluaton. the instructor should be collecting
ongoing assessment information of interest to
all clients throughout the instructional pro-
griam, Assessment is crucial to the success of
workplace literacy programs because only
through accurate information can learners be
taught cffectively and the value of these pro-
srams be demonstrated.

t H{U
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Litenracy

Workplace Literacy
Lessons: from
Literacy Audit to
Learner
 JoHANNA . DESTEEANO

OcCToBER 1992

n our workplace literacy program—a
Joint partnership between faculty and
staft of the College of Education. the
Intand Fisher Guide division of General
Maotors, and the United Auto Workers Union
[ocal 969- Sandra Prins. Verna Terminelto,
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and I devised alesson plan format for two
major curricular strands: communications and
nmitth, The communications strand was based
on an integrated approach to oral communi-
cations, reading, and writing. The plun pro-
vides for language and literacy activities, a
literaey skills section including metacognitive
shills, pre- and post-reading and writing
activities, and a section for both teacher and
student follow-up. The lesson based on this
plan was a crucial component in the curricu-
Far chain from the “diagnosis™ of literacy
needs ina workplace to working with a spe-
cific student,

In our project, this chain began with 4
DACEM (acronym for Developing A Curricu-
tumy which was done with selected workers
in the plant for the job of All Purpose
Operator (APO). 4 new job configuration that
wan called for by synchronous manufacturing
of auto body parts. The paces procedure
vield . aseries of duties™ which are then bro-
ken further into component tasks, cach of
which is numbered. Thus. at the very top of
the fesson plan form (see figurey the baci s
Task Reference is entered to indicate how
that lesson plan is clearly tied to an on-the-
Job task, not to some generic job shill as com-
monly found in published material,

After the pacrs was completed. some of
us did titeracy task analvses of many of the
duties revealed by the pacest For each sub-
iobwithin the o category, such as packer
(ot auto parts). and for cach job duts (such as
“pack parts™). the subtashs were identitied in
a from-start-to-finish manner. For cach sub-
tshe titeraey skills embedded in the job were
identified. including higher order metacogni-
tive shiths. These skifls formed the pool from
which mor specifie <kitls were dravon from
cach lesson and written out in the “Shitls
hichhghted™ section.

To determine which employvees might hen.

¥ ..
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efit from instruction on the literacy skills
identified by the analysis, the teacher con-
ducts a diagnosis, After needs are identified.
plans are created by the teacher or collabera-
tively by the teacher and student. At the top
of each lesson plan are three categories: (1)
learning objectives addressed, (2) learning

activities, and (3) learning materials (see fig-
ure). The objectives come trom the teacher’s
and student’s know ledge of what needs to be
accomplished by thie employee. For example,
performance outcomes might be “parts packed
will not be damaged and will be packed in
proper alignment at plant.”

L. esson l’lfm Format for \\orkpl.xce Communication Strand

Pdd\tl’ DACUM tash reference: I H) [del\ pmduu\i B4 1 dfollow pacl\ spu)

Learning nh[mm ¢ u(ldreﬁ\ul

\\ ork conte\t- Given X numhc. rof
parts and packaging material

Work task--Pack X number of parts

Performance outcomes--Parts will
be quickly packed. not damaged.
and 1n proper alignment at plant.

Skills/processes highlighted---Recognizing/comprehending abbreviation o 1.3

Learning activities

Rcadmg——Rmd routing sheet and

spee sheet

Writing- -See tollow -up

lmrnln“ matc rmls

Ruuung sheet
Spec sheet
Hiyhtlighter
Pencit

Paper

Oral fanguage—Discuss

sets up packing

routine. 3.3 —-pachs parts); improving vocubulary skills: improving metacognitive skills tpromoting
awareness of task of recognizing/understanding abbreviations)

Before reading

Discuss: Whs are abbreviations used? What are som common abbreviations you

use every day on the job? What are the abbreviations used m the packer job? Elsewhere? What are
wme problems abbreviations might or do cause ? Have they caused problems for you? (Setting pur-
poses: activate schema: What Fhnow, What T don’t know)

While reading- --Skim through the ronting sheet and the spee sheet. Read through them again more
slowly and highlight all abbresiations, ¢Study method-—-to deselop metacognitive strategy asareness)

After reading—Discuss and write ont the words the abbres iations stand for. Arrange u key to the

.lhhh\l.lll(ln\ ll\Ld Hn\' du lhu lulpnn the |nh

Learner follow-up

Journal assignent For several dass,
keep a diary of alb abbreviations you
encounter at waork, i the ome, and
elsewhere. Write down the words the
abbres iations stand for and explain
how you figured out the “codes”™
Onctacognition)

O ey

(3
\‘l

e

This Tesson |

rAfter Tesson is done)

lnstrmtor l‘ull(m -up
et fesson

tAfter lesson s dones

E

Long range: Group creates a giossary of plant abbreviations,

ERIC - .
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For each lesson. reading. writing, and oral
language activities are created. These are
based on job tasks, skills, and actual job
materials revealed by the literacy task analy-
sis. These activities are usually integrated.
often with the math strand. which has the
same category in its format. The activities
emphasize self-questioning to promote
awareness of the reading process and on-the-
job reading demands while the employcee is
working with the materials. We also try to
include as much reading and writing of con-
tinuous text as possible, although some job
tasks don’t include continuous text.

The third part of the lesson plan may look
exclusively geared to reading, but itisn't. in
practice—it just focuses the teacher’s atten-
tion on these critical elements. The oral and
written aspects of the communications strand
are integrated with reading at this point. The
“Before reading™ directions help the employ -
ce activate schema to provide a cognitive
framework for what follows, which is ¢n-
hanced by the employee’s knowledge of the
job itself, This is accomplished in a variety of
ways in our lessons where the reader may
skim. predict content. and so on. “While read-
ing" is designed. in part. to help the student
keep in mind the purpose for reading or writ-
ing. to check predictions, and so on. “After
reading™ is a crucial part of each lesson,
designed to help the student employ a varicty
of strategies such as clarification. setf-ques-
tioning. summarizing. and monitoring read-
ing strategics. This middle section looks quite
different for lessons in the math strand. In-
cluded there are identifying the purpo-.c.
selecting an approach, gathering needed dat v
calculating. and checking the solution as the
steprs in cach tesson.
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At the bottom of each lesson plan is a cru-
cial section which not only provides for prac-
tice by the student. but also links the various
lessons together into the larger unit encom-
passed by the job itself and the skills needed
to perform it well. The “Learner follow-up™
portion can be determined by the teacher
betore working with the student or in con-

junction with the student. It often includes

having a student write in a journal and rewrite
various job materials such as routing sheets
and ¢~ * sheets. It also can include practice
activic  ruch as more reading of related
materials,

After the tesson, the teacher fills in
“Instructor follow-up™ on the form. “This les-
son’" is a place where she or he can critique
and note the need for more work on a specific
skill or strategy. Und=r "Next lesson.” the
teacher includes something that ties the
lessons together into a coherent unit. This last
step is important to our emphasis on individu-
alized educational plans for each student.
This format for lessons plays a central role in
our ability to deliver a quality workplace lit-
eracy program in a company that heavily
cmphasizes quality in all aspects of its manu-
facturing process. I'd argue that such a format
is upplicable to virtually any employment sct-
ting, because it enables teachers and students
to create a curriculum that can close the gap
between the demands of the jobs and the
skills of the employees.

Note: T would like to acknowledge the help of
the three instructors in our project, Janet
Collins, Patricia Connor. and Margaret
Girkins, whose teedback and implementation
were an important part of the creation process.,
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Navajo Head Start:
Teacher Training and
Adult Literacy in a
Local Context

MiCHAEL C. ANZIANO
VERNA TERMINELLO

FERRUARY 1993

ne of the most interesting prob-

lems in education is how to ensure

the transfer of ~kills from one <itu-

ation to another. The question aris-
es equally among single-language learners
and among bilinguals who are thinking and
working in a second language. And it applies
to all sorts of academic skills, including the
useful language skills of comprehending
what one reads and writing down what one
thinks. While the issue of transfer of reading
compr hension skills from a native language
to a second language has recently been inves
tigated by Royer and Carlo (1991), we have
been working on a related problem: writing in
a second fanguage when the writer’s native
language is based targely on an oral. rather
than a written, modality, as is true for speak-
ers of Nitvajo,
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Literacy instruction in English for Navajo
Ivative Americans has been an ongoing chal-
lenge that we hive been fortunate to experi-
ence. The approach to “literacy in the work-
place™ wiat we will describe here involves
literacy training in the contest of teacher edu-
cation for Head Start teachers. The results
from this project replicate the approaches and
findings of others—but in a context which is
substantially different from those where pre-
vious work on adult literacy has been carried
out. In our work in remote arcas of the
Navajo Reservation in the southwestern
United States. we have observed that effec-
tive schools and effective teaching depend on
the specific locar circumstances.

In 1990 Project Head Start celebrated its
25th anniversary. In accordance with the con-
tinuing effort to provide comprehensive child
care to children of poor families. a mandate
was issued to all Head Start centers: In order
to maintain U.S. federal funding. cach class-
room must have at least one teacher who has
earned an Associate of Arts (ALAL) degree or
a Child Development Associate (Ch.ay creden-
tial by 1994, The oA credential is ¢ fes-
sional certificate awarded by the Council on
Early Childhood Professional Recognition to
preschool teachers and child carcgivers whao
huve demor- rated their competence in work-
ing with young chiidren. This policy mandate
is critical, since federal funds for the pre-
school centers will be ticd to the teachers’
credentials.

In the fall of 1989, San Juan College
received a grant from the New Mevico De-
partment of Lubor- Job Training Partnership
Act (JTPA) to provide teacher training on the
Navajo Reservation w hich would prepare
Head Start teachers for the National cba
assessment process and to provide instruction
in adult basic education (ABEF) for teachers
whose writing skitls had generally been
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absorbed by an oral tradition. The project
hegan with 22 teachers, T from cach of the
Fastern Navajo and Shiprock Agencies in
New Mevico.

Fach agency consists of vast open spaces
characterized by ruggeed platcaus and high
desert vegetation. Of the estimated 8,255
miles of roads on the reservation, only about
270 are paved; the remainder are dirt roads
ol varying quality, many ol which be o
impassable in fad weather, The Navajo reser-
vation encotapasses 20,000 square miles in
Arizonaand New Mevico with an aserape
populiation density of S persons per syuare
mile (Commission for Aceelerating Ninvajo
Development Opportunitics, 19881, One of
the agencies we served (lastern Navajoy i
eatrenmiely isoked with only 2.2 persons 1o
the square mile. The Navajo Nation reports
an averaze hotuschold size of 4.7 persons per
houschokd. compared to a nationat U.S. tigure
of 317 persons per houschold in 1988, The
ty pival tiving quarters are smadi and eelativels
moduest, and risk factors for both teachers il
children associat d with living in geographic
isoltation are considerable coee Anziano,
10U 1),

Teacher Characteristies

The 22 Head Start teachers in our project
are Native American men and women who
live and work in raral New Mexico, Ttas
interesting to note that these teachers grew up
in the same remote areas and share the back-
ground characteristios of the children they
teach in Head Start. Most of these indi iduals
were unstecessful in schoot, and several
were high school dropouts who eventually
carned a 6o The typical teacher in our pro-
gram comes from a low income family and
has children v ho are or were students in
Head Start. Many of the teachers began their
assoctation with Head Start as classeoom vol-

.
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unteers, and one individual had volunteered
for O years prior o getting hired as o teacher
assastant. The Tollowing are characteristios of
the teachers, their tamits environments, and
their Hiving coneitions,

Teacher characteristics (0 = 22

Lthinicits s Navajo 22
Female 17
Male 5
Mo age 320
Meuean years i dead Start 4.5

Family background o — 14 respondent)
Languaze spoken at home

Inglish I 7

Niavigjo I 7

Nivajo and English I RO
Teacher's own home has

clectricity 12 RO
Teacher's vwn home hus

running water 8 AN
Mean howsehold ~ize

fumber of persons) 1,07

The magority of these individoals speak
Navijoas their fust language, but in order to
co through the ¢y assessment process, they
were required (o document their work in
English. For many who had been away Trom
formal education for years. the requirement
brought to mind a series of negative experi-
ences with writing, Mostwere imtially tear-
tul of judgment by yet another critical
teacher.

To assess the teachers” levels of reading
and Janguage proficieney inan academic con-
text, we administered the Test of Adult Basic
Education (1as) ot the start of the literacy
progriam. Across the te o agencies, 13 of 22
teachers were reading Enghish at or below the
7the-grade el and FS ol 22 had English Lin-
ruage scores ai or below seventh grade «in




ERI!

Q

the Eastern Navajo Ageney all those tested
seored befow seventh grade in language. with
a mean srade tevel of 575 These seares
must be interpreted cautionsly, sinee the Tead
Start teachers had generatly beew sutof high
sehout tor more than 1 vears, and none ol
trem spoke Enelish as s o8 her birst ban

cuaee, The rant Reading and Language lev

elv, seore means, and standand deviations o
the 22 people are as tollow

Frastern Navajo Ageney = Hh
Rewehine seore at or below

Ty grade fevel 8

Readimg score abiove the

Tth erade lesed }

Mewnreading grade fesel 6,54 (SD 21w
Laniguage seore al or

below Tth-grade level "

Langoage score above the

Tth-grade fevel 0

Mean kmguage grade evel 875 Sh 745

Shiprock Agency =11
Reading score at or below
Tth-vrade level 5
Reuding score above the

Fth-wrade fevel O

Mean readime grade level 064 (SH 323
Fanguage seore at or below

Tth-grade level 4

Language score ahove
the 7ih grade feved 7
Mean language grade fevel U1 (8D 2.57)
It became clear to s that these individuals,
who tiay have been fine practilioners, would
need a speciahized approach to breracy
order to v nite about their teaching practices.
Recent theorizing and research o adolt hitera
¢y strongly suggest that literacy shibls need o
be tangeht vathioa contest thai i~ meaning ful
to the wdultas+ derand writer (Cornell,

Aruitoxt provided by Eic:
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JOSN: Santh, 1980y, Since Hewd Start had
mandated the acquisition ol the ¢hyoran
AL degree by teachers, the writing contet
was immediatels meantngtul, bistan approach
to writing for individuals who were used to
comveving intormation by speaking had to be
deseloped The nest section of this article
desenbes the oy process and the stors telling
method used 1o the project to encourage vur
teachers o write

Wrlting trom Experence

Since YO71, the croy eredentsaline program
s worked Closely with Project Hoead Start to
evaluate and improve the -hills of teachss
lasvrooms and home-based program . To
peceive the Cow, aperson must combine acid-
cmie expericnee tusually in the form of
collepe courseworh o, practival teaching expe-
rience, ad the ability to write about one’s
own ettectiveness in siv general arcas of
competence, Frgure T pses the sis compelen-
¢y voalo which apreschool teacher s evaluat-

cdagainst,

Figare !
ChA Competeney Gouals for Preschool
Caregivers

. Lo establish and mamtan o sabe. healthy
fearning cnvironment.

ry

CTo advance physical and intellectual comypre-
(enee.

3. To support sociab and emetional deselopment

and provide posithve puidance

4. Lo establish positive and productive ehition-

ships with tansihies,

To ensure o well-ron, pusposeful program

responsise to participant needs

P

O, Lo mamtam a comnutment o protessionad-
.

Sortree: Chabl Provolopiment Assocnte National
Credentialing Progvam, ffreschod caneenrom
contcr bavad proceanee Washigton, DO, 194
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These st venvrad poals are subdivided into
F3speaitic tunctional arc-as, For example,
under poal number 2 To advance physical
and e dlectual competence.” the tunctional
arcas are physical, copnitive, conununication,
and creative. Under cach functional area the
candidate mst demonstrate her or his com-
petenee both i writing and inaction wath
children. For example, undes “corniive” the
teacher iy expected o demonstnde evidenee
ol providing “opportunities tor chiabdren to oy
out and begn o understand the relationship
between cause and ettect” or to help chit-
dren understind coneepts such w. space, tie,
shape and quantis ™ rc oy Natonal Creden:
tading Program. 1988, One condition of
recviving the o then, s the teachies’s abaly
ty to demonstrate competence in cich of the
F3 Tunctional arcas betore areview commit
tee of professionads and parent-.

However, the teacher most also produoce
written docmnentation of her or Ins compe
tence 10 the torm of a portfolio. The portfolio
contimn~ an autobtography and a description
ol the teacher s program setting (tor exampie,
aeenter-based He d Start classroom that
might be 30 miles trom the nearest paved
road . T addition to this, the teacher nist
write entries which deseribe her or his own
competent planning and behavior in cach
functional asca. A total of 39 entries are
requircd which state in detwil what the
teavher does ttor example. to promote cogni-
tive developmenty, s/ she or he does it that
wav,and s the materials, wpace, and rou-
tine v used are developmentally appropriate
for children between 3 and S years of gge

Atotal of about 50 paves of the teacher's
own ortgingl wiitine s required for the port-
folio, and mans are Lavishly itHustrated with
photographs, examptles of children’s work, or
lesson plins ereited by the teacher, Tis the
writing process el which his presented the

A~
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gredtest obstacke to Navajo teachers in the
past. The tisk of provading a 30-page portto-
o appeared insurmountsble ta many, even
though they were esceltent teachers amd
coulib easily demonstiate their competence
through their activities with children in the
classtoom, Writing aboat their approaches to
feaching was notsowething ordinanty espect-
cdian the prinswihy orad caltural radinion of
the Navajo. Our approach to thic problem
draves From two seemingdy disparate soarees
cognitive poschotopy and the Navayo tradh
on ol tetling stories,

Aveordmg to rescarchers i cognitive pay
chology, what we lears depends fargels upon
what we already know (see, for evample,
Anderson, 19300 P chologists use the idea
ol w schema to representan internalizod,
organtZzed set of espereences, Schcvimata allow
individuals to encode and refate con v new
information o existing bise of k.
For esample. some teachers who recog nize
traditional Nuvajo stages of child develop-
muent consteder children between the ages of 4
and 610 bein Stage HOne Becomes Self-
Aware” eMCCarty, Bias & Lyneh, 19820 Here
the child is expected to become progressively
more awire of the enviconment through sto-
ries told about the hogan, the elements, and
Mother Barth. The child comes to appreciate
respectiud relationships with others and
nature. The teacher might use her or his exist-
ing kowledge base to help m understanding
Lrikson's (1963) ideas about psychosocial
aritonomy, shame, initativ e, and guilt, which
characterize the 4= o besear-old in Western
and European theonmzing,

In a similar tashion, we cncouraged the
teachers to use their experience as they
approached the task of wiiting, Since the cpy
portlolio involyes writing down what one
doc i the claesroom, we asked teachers to
driss on the ofal tradition of their culture by

e

e
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telling stenes tBeer-, FUS9y about then s
roorn activaties as they pertaied fo the 13
Tunc tiosrl areas TEateacher was suueylie
with waortten expressaton, the ey adviaoon
miyeht sk ber or him todesanbe orally what
She or e does i g particolar aeea such s
“capmtive T The advisor bistens to the teacher
atted swiites dovwn what <he or be save handine
the desenpivon buckh, asiny “Here e s
rough dratt of a poritolo entry
yotte stors Jor you”

I his oral desenptivneallowed the vaonbidate
o aceess et or s bnow Jedye base by act
vabing schiemata tor functional areas hbe
“learniny coviroment,” “eopnitive.” or
“soctal” oy the process ob description,
colietnata facilitate taderstanding ol events
swell ds metnony ol pastesonts (Sl 1990
Phe storstellng methodd thensca by sime
ple estenston of one’s drawng upon espen
cives Phe Navape teachers were encourayed
o waite desenptions ob what they didin then
classrooans onls abter they had ypsen the
~ate deseriptions orably o our coyadveaors
Fhe process begins with the taditional ol
mieele und moves to the more dittieudt wintten
prode.

As Grray TSR potids out, withing nol
only retlects the teack s thinking but it also
cenerates turther thoneht, When our condi
dutes wrote entries about what thes domthe
chissroom and why thes doat that way, thes
olten noted vaviations or me thcations
activities which they kept as lessen plans to
he cartted out in the Tuture We beheve tha
our candidates” schermata oy the 1Y funcion-
al reas might be conceptialized as enjrechin

Twrote down

Gons Torcand knov ledee abouts appropaiate
Tearning o risatios hor chaddien
Strateglies tor Writlng Down Storles

When the cbcadvisers bepan wiing
doaon the weachers” oral deseniption- inrouch

e
~!

'
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diatts, the teachers saw the power o their
ownwonds The project then devetoped Tive
speeitie strateeies destned toencouraye the
froisbiince of snitine

Vo stablishuny asortone rapprer . Hhe two
auds tsorr the project not only veated tic
teachers” Head Start elicerooms tor observae
ton and teedback sesoons but atvo held
veckly withine ssorkshops on campo -
by oot taet wath dhe teachers cach Fridas
tor T2 hours to pravtice porttoho e,

2D stablsh st Hhe e Stt eacheis
wore treated as colleasues by our fuvuiny
ddvisors The Frodas sesaoie were informal,
ponthe catemng worbhops swhete advisoss
aed eachers came to vabue cach other s imput,
Plre tict that the wdvisors absomet the tew i
et the Hlead St chascromms on the fese
satton created osense oF tresd i that the
advicors were famihar wath the teachess” local
cunted

L RCopccrsadont wonme. We re peted
e Hlead St teachers” attempts at witimg
by postpommg the correction ub bnghsh
vratmig and spetimy crvors, Sdvicorcashed
cach mdivdual to read s o her swork alow!
th one to-ope tulornge sesstons, W the
teacher™s wotinge did not ke sense, the
adsisor ashed ber or b to telb me whive s
wropge.” Teachers identified errors i voiee,
person, thematic organtzatic . and so tosth
Only at this point would the advisor ofter
stz gestions b coriect writte s struciure or to
chirily meanng.

At aestor e Since many o the teach-
vrs had dittreulte woaiting a single loglish
setitence, we woorkbed on brainstorsing active-
e o stimvtate expression, For esample, the
st honetional area detmed by epecis “sate”
Aot would ok the techers “What do
vou doan vour clas oo that denonsteates
vou hase provided a <ot ensvironment foy
pre-chooh clnldien ! Our treacher ey entually
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responded to these guestions becanse we
were begmning o rdeniby the issues they
dealt with cach day Sometimies the advison
wiote down the teacher s response, othier
Hines the tea e wote

S Weerc about spoort by Norhe
Head Start teacheis besan to respoad 1o
iportant beses o then classtooms, we
Beran o tocus more precisedy on thewr awn
hehuv o, T response 1o the topre o “sate”
weas e hold a e didlh atthe preschool” we
Catelully fed the candedare througeh an
approctehdesired fo produce spealiv boha
sorab desvriptions. Vi adtisor ashed who,
what, where, why and how jepandine the
activaty Depending on the skl level ol the
rdivrdual, we deternrined how mach or how
htthe o asveast i the Teginstornnnge, winlbng,
andb ey e e of the porthoho entiies

Impllicatlons

We began corctianne wath 20 mdividu
alssanmd To completed a o oredential at the
cnd o Y months, o suecess rate virtoatly
nnhear ob on thie Navaio Reservatton prior o
Hirs project ddy our bestettorts to uncos el
duf vpertatmiag to coaoatappears that i the
T sears priog fo this project, tewer that 20
Coscredentiaby were awacded o Navago Head
Start teachetso Our ownnternal evaluation
ol the progest’s suceess van be demonstrated
by avariety of pertorimance factors, Fivoie 2
LIves st te Tor cosessmn the teachen s
pertormance mthe project.

Adults who can wiite about ticn compre
tenee are more ellective teachers, Writing
dabot oge s competence sequires ghat the
ndividual retlect upon what he or she actual
Iy does m the classtomn, and why sheon he
docat that wav, Even thoueh our conds laies
were hine teachers before the project bevan,
anvederal pepants Trom teacheor themeele,
parcnts, supery ot iid early dubdhood edu

ty
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cittion protes<sionals vonour that these indiv id-
il are better teachers now than they wete o
Vearayo tARZano, F9UT Inspired by e
conbidenee i themeaehves pained trom new
Poveleot iterocyand nore avw e of eaching:
riethods due o then retlecnion on whiat they
doswoh youny Ciddren, the teacher" kil
have maproved, Their teaching practices have
hevome more developmentally appropriate as
thes recornize and write about the aeed (o
vat s particular activity oosit the desetop
mental lesel of the children wha engaye in
that aenvin

Other progvram outcomes mclude adtective

dimensions of the Head Start teachers thein -
selves i a postprojectmtenves, Lhndii

duts responded toa number of surv goes

tronis, pcludiry “How has carning oy
cledentual changed yonr e npesponse 1o
this question, G a A0 v e old female and (o
d 20 vear-old mabe rephied.

v MU PR b bl e et bl e
Foowld vorans tonther iy cldacation |
fcver tebtvood abent wintins and Fuever
sworole ats thiny Sow Forite Tetters toons
davehier w Calitormg Taroe alater tothe
tb g P E e o s
B vets thimg donl”

b e Ny e

BB e roewand wte more noe il
the crvs broweht e up toa poms where |
Faow bow toteacl detdren FEol proad o
tleat
IR

Freh ihat the e wa meere thaot tast

s ho the bods, the commuraty
toramy Lasmlbs . and bor Head Seeer 180 0an
dorcothars can el

ol cady did these mdisidials reabze that
thes had the ability to v rite respectable prose,
but thes abso became Eotter Heawd Stanteach-
e i the process, Moreover, these tedehers
ate now empoveered with the confidenee to
e their Sk with others, An nportant
vuleome of this project o seen o the
in peased sedtautbicionsy ol these veogiaphi-

s

by bolated programs<. When our wachiers
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Figure 2

Evaluation of workplace literacy program for Navajo Head Start teachers

Program outeonie

Teacher reaction:

Fheher self-estecnnr comiients,
“Fddn t know §lad iom me”
“You showed nre feould do ™
Aol ths time | thought Fwes
really stupid, but § readly can
wiite

Teacher learning:

Writing subskill acqgui o
I Knowdedes of vinee and

rrson.

3 Jowrnalistic sty e todio, what,
where, when why how)
Identihication of theme/topic

OngantZzation  introduction,
bordy . condision,

S U'se ot pretures and other

vistial aids to inspire

descriptive writing.

Writing process: brain-

SLOTIHINE., WD, bos sy

7. Chronotogival order.

Lesson plan ¢ agn

Use of relerence matenals

te s Handbook, curriculun

e, carly childhood

teatbook journdls.

Peer- and sell evaluation ot

written work, inchading

teedbuck sessions,

—

=

G.

<

.

Teacher performance:

I improved writing and think-
ing.

2 Improved teaching skifls

3 Empoveriment o be cb s

adsors to othiers,

Organization results:

1. Stdteen teachers have carned
« Dy eredential.

2 Severabte whers recer.ed
promotions

Adapted troan US. Depastent of Educal m

Purpuose

Moeasure teacher feetings
ubout program/courae:
Quaditative suivey dati mdheate
Divh fevels of teacher salistace
ton, mproved setf-confidence.

Measure the amount of learn-
ing that has occurred ina
program/course:

b Documentation m the torm
of the coa porl o lesson
plans.

2. Distinet impros etient in
trainees” writing shill ..

1. Teachers encouraged o

teach others through this

s riting approach,

tmproveneents in teachers’

Y

Linow dedyre and contidence.

Measure the transfer of

training:

1. Oral tradition becomes docu-
mented in written Enelish.

2 Wrting eads toimproved
teaching.

Measure impact ol training

on organization:

Head Start dutdien™s improved

Kl attitudes

trom the workplac e Washington, DC, 198RS
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Strengths

Fasy to adiminister
Provides promediate teadback
on nstructons

Provides objective duta on the
clivctiveness of taming,

Drata cen be collected betore
students lease traming pro-
gram.

Data ciny be used to further pro-
cram goals.

Data can be used in foanative
and summative evaluation

[1[1)L‘L‘\\4

Writing is viewed by teachers
as purpuseful—They wrote in
order toachieve spevific goals.

Provides objective data on

impact to job situation.

Writing acts as a tool to stimu-
Lete thinkinge about currienbunm
for children,

Provides objective data for

costhene it analy sis and vrga-
nizational support,

CUS Depeementob babaor Hhe bottom line: Bawae skl




wrote down what they do in the classroom,
their words in print helped to validate for
themselves the fine we & they are perform-
ing. Sharing these pructices with other Head
Start tcachers will be the next step.

References

Anderson, J.R. (1980). Cognitive psaycholovy. San
Francisco, CA: W.H. Freeman,

Anziano. M. 11991, Approaches to carly mterven-
tion on the reservation. Early Education and
Development. 2011, 68- 76,

Beers. C.D. 11989, March-Aprily. Storytelling and
Nutive Anterican CDA s, Children Toduay.
2425,

cba National Credentialing Program. (1988}
Preschool caregivers in center-bosed programs
Washington, DC. Author,

Commission for Aceelerating Navigo Development
Opportunities. (19883, Mavajo nation fax: A sta-
tistical abatract. Window Rock, A7 Author.

Cornell, T. (1988). Characteristics of effective oc-
cupational literacy programs. Jowrnal of Read-
g, 3. 654-056.

Erikson, E.H. (1963). Childhood and society (2nd
ed New York: W3 Norton,

Gray, D (1988). Writing across the curriculum.
Phi Delta Kappan, 69, 729-723.

McCarty. T, Bia, F. & Lynch, RO 1982y, Titde V-
B Navajo materials deyelopment projece. Rough
Rock, AZ: Rough Rock Demonstration School.

Rover. 1ML & Carlo, MLS. (1991, Transfer of
comprehension skills from native to second lan-
cuage. Journal of Readiny, 34, 450455,

Small, M. 1990y, Cognitive development. New
York: Harcourt Brace.

Smith, F. (1989). Overselling literacy. Phi Delta
Kuppan, 70, 352-359.

Q L2FT ..

ERI!

Aruitoxt provided by Eic:

Workplace
Litevracy

Using Annual Reports
for Adult Literacy
Improvement

PHYLLIS A. MILLER
OCTOBER 1988

or adults, the world of work involves

considerable and varied kinds of

reading. Often people in job settings

face reading materials unlike any
they experienced in school. While a mnajority
of young adults have mastered the basic liter-
acy demands, for the most part they cannot
handle literacy tasks of increased complexi-
ty—the type of reading needed in much of the
workplace (Kirsch & Jungeblut. 1986: Miku-
lecky, 1986). Much work-related reading is
complex and requires inferential thinking and
application of the information for decision
making and problem solving (Mikulecky.
1982, 1986: Miller 1982).

A challenge to educators is (o help adulki
learners bridge the gap between competence
with basic reading tasks and competence with
more difficult and complex ones. Part of that
challenge involves tinding practical instruc-
tonal matersals that require more than locat-
ing und identity ing information. One such
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material is the annual business repert. An an-
nual report is prepared by u company for pub-
lic information. It gives an overview of that
company during a particular vear. This formal
report to stockholders includes the general
philosophy. business thrusts, and a financial
statement {certain disclosures are required by
law). See Figure 1.

Why Use \unual Reports?

To bridge the gap existing for many adults
between levels of literacy competence, 1 have
used annual reports as instructional materials
in reading improvement classes. The reports
are practical for several reasons, First, annual
reports provide an opportunity to apply the
three distinet types of literacy characterized
by the National Assessment of Educational
Progress (Kirsch & Jungeblut, 1986):

Prose lireracy—the literacy involved in
using texts such as editorials. news stories,
and so on,

Document literacv—the literacy required
to locate and use information in forms,
tubles, ind so torth.

Quantitative literacy—the knowledge and
skills needed to apply arithmetic opera-
tions, either alone or sequentially, that are
cmbedded in printed materials.

Second. annual reports provide an intro-
duction to material that is not typical school
material but is similar in nature to the materi-
al adults fuce in many work settings, Also.
because companies spend considerable sums
on these reports for public relations purposes.
the reports look appealing and inviting.

Figure 1
Typical Content of Annual Reports

Letter from the company chairman—Tells how the company is doing and why that is vo: gives the
compiny’s stance on ceonomic. social, or political climates affecting the company: provides

thoughts about the company”s future.

A review of operations-—Often includes a statement of what is new in the business.

Management review of financial conditions

Income statement-—Includes sales, cost of goods sold, expenses. and net income.

Balance sheet—Gives assets (current and longterm operating assets), liabilities (current and
longtermin and stockholders™ equity (paid-in capital and retained carnings),

Statement of changes in financial position—Gives working capital, which is the difference

between current assets and current fisbilities.

Accounting policies—Include a report of certified public accountants and any other accounting
premises, such as whether the report refers to a family of corporations (in a footnote).

Other footnotes or simply notes—Provide other disclosures which do not fit in the main body of
the report (they help explain profits): examples include maturity dates on loans, interest rates. the
amount spent for research and development, any pending lawsuits, retirement plans, businesses

sold or purchased.
Comparison to carlier years (often in graphs)
Officers of the company

Note: The annual reports catled TOK reports, tiled with the U.S. Securities and Exchange
Commission, may contain certain additional information,

From Managing Your Reading, copyright by Phyllis AL Miller, Litteton, CO: Reading Development

Resources, 1987, po L3 Hsed with permission,

A ruiToxt Provided by ERIC




Yet. while the look of annual reports is
nonthreatening. the contents provide a range
of difficulty levels and offer opportunity to
teach varied reading strategies and skills to
master more complex reading tasks. Some
arcas for instruction include:

* Recognizing and using the structure of

material to gain an overview of its mes-
sage. (The reports are generally consis-
tent in structure and content, See Figure
2.

¢ Establishing a specific reading purpose
to make the task more manageable (for
example. to discover the areas of com-
pany growth).

¢ Developing a strategy for accomplishing
the reading purpose (a process important
in dealing with many kinds of technical
materials).

* Analyzing the position and bias of the
writers and noticing how writing styles
carry out an apparent intent to commu-
nicate or to obscure information (for

example. seeing the ditference between
the chairman’s letter and any footnotes
which might try to downplay a pending
lawsuit).

» Comparing various parts of a report (or
several reports) to reach a general under-
standing of the whole.

* Asking questions of the report. which
requires reading charts, doing arith-
metic. and reading prose material (for
example. is the working capital rising?).

* Building new vocabulary.

Adults in my classes give several addition-
al reasons for the appeal of these materials.
Annual reports offer a broader look at a com-
pany or its competitors than an employee
usually receives: they let people see large
local companies in a new way: they provide a
perspective on national firms whose products
consutners buy: they allow people to analyze
a company in which they might want to
invest. In a nutshell. the reports open a whole
new world of reading matter.

Figure 2
Typical Structure of Annual Reports

An annual report is arcanged in three basic parts—a beginning. a middle. and an ending.

The arrungement is predictable. as follows:

Beginning: Here are the chairman’s letter. a general review of operations. and an introduction to
what is new in cach line of business. (Many reports begin with a summary of financial highlights.
Middle: The numbers and their analysis by management are here. Either may precede the other.

Of the numbers (financial statement), firstis the income statement. It starts with sales and then
lists the cost of goods sold and various expenses. ending with the net carnings.

Then comes the balance sheet ta snapshot of the company at a single point in time) which
begins with the assets. On the top are the current assets—things which can be quickly turned into
cash. such as accounts receivable. Below those are fongterm operating assets. suich as property or
cquipment {what the company owns). Next are the labilities. including the current labilitics
(debts due in 1 year) and longterm liabilitics. Following is the stockholder equity section.

Changes in financial position are in the middle. wo.

Ending: The footnotes are here.

From Munaging Your Reading. copyright by Phyllis A Miller. Littleton. CO: Reading Development

Resourees, 1987, po 135, Used with permission,
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How to Use Annual Reporis tent and structure of annual reports by review-
To use the annual report as a teaching ing a number of them. (See Figures | and 2
material with adults. I recommend following again.) Public libraries keep files of these
these steps. reports (usually noncirculating, so you need
I. Become familiar with the general con-  to review them at the library), or the library

Figure 3
A Strategy for Reading an Annual Report

Get an overview. Know the general content and structure of the report.

Decide purpose(s) and questions. Think about your purpose. Then get questions in mind to "ask™ of
the report. Included below are some pertinent questions to consider,

Check terms. ook up the meaning of financial terms which might be unfamiliar to you.

Start at the end. In a particular annual report. start your reading at the ending, by skimming over the
footnotes. Look first at the accountant’s report. Note anything there which says “subject to.” This
suggests doubt about a particular piece of business. Look at the other footnotes too, because they
can help explain the profits.

Some footnotes disclose information about sensitive issues (for example, about abandoned
business ventures due to losses). Beware that the writing may be poor or highly legalistic. (That
may be intentional to obscure the infosmation.) Note questionable items briefly as you try to com-
prehend this footnote material, because you may find key insights about the company there.

Go to the beginning. Next. turn back to the front part to find the chairman’s letter. Itis addressed to
the stockholders. tts tone likely reflects the vitality and personality of the company. as the chair-
man tells you how the company is doing now and what is anticipated for the future. Compare the
writing style to that in the footnotes. Also page through other parts that tell you about new or
interesting directions the company is taking. They could be written by a public relations person,
and will reflect a particular position the company wants to portray publicly.

Move to the numbers. Now move to the section of numbers, beginning with the balance sheet. Once
you look at the current assets and the current liabilitics. notice the difference between the two,
which is the net working capital.

Note: Here is an example of where it ts helpful to compire an annual report of one year with
that of the year betore. (Reports usually contain summary graphs of prior years.) Comparisons are
crucial when you took at the numbers, For instance. is the working capital shrinking or expand-
ing? Look at the balance sheet to see the stockhol lers™ equity (the difference between all assets
and liabilitics). That should be growing from one vear to the next. Again, compare.

Notice the longterm debt. Is it high (perhaps fine if the business is growing, perhaps not so fine
i the business is leveling of1y? Potential creditors may want the ratio of that debt to the company s
equity less than one to one. Compare that 'o cartier years or to other companies in the industry.

Now look at the income statement. First note the sales at the top of it. Compare the sistes to the
vear hefore. Are they rising. staying the same, or falling”

Look at the expenses and then the net income. (Here is where the footnotes may ofter some
explanation for what is going on, for example, if the net income is high yet sales are not signifi-
cantly changed. Perhaps the company sold off a business.)

From Managing Youwr Reading. copyright by Phyllis A, Miller. Littleton. CO: Reading Developrient
Resources, 1987, pp. 136-7. Used with permission.
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will have information on where to write for
reports they do not carry.

2. Select a couple of reports in a similar
industry and compuge them (for example,
find publishing companies interesting),

3. Pick a particular report and lollow the
strategy in Figure 3. (I have learners do this
once they are familiar with report content und
structure.)

4. Choose some reporls (o use with stu-
dents. Contact the company for your own
copy (try the public relations department).
Often the reports are frec or the small charge
is waived it you tell the compary you are
using the report for educational purposcs.
Depending on vour request, some companies
will give you a number of copies.

5. Build up a collection of annual reports
to use with students, Keep old ones. (Then
you can compare a current ycar with a past
year or various companies within an irdus-
try.)

6. Develop teaching plans involving the
reports.

As o consultant, | have tanght reading class-
es within particular companies. Here are sug-
gestions which have worked for me as [ incor-
porate the annual report as one of my teaching
materials. All the participants first use the
report of the specitic company. However, 1o
place the company within a broader perspec-
tive, [ bring in reports of competitors or, when
possible, of other local compuanies. 1 also tell
participants how to acquire their own copies of
reports. In using the reports. I do not attempt to

be a financial expert. When following the
learning strategy tails to help me comprehend
some part of a report. I tell participants and
then we analy ze the difficulty. Sometimes |
must gain more background. Sometimes I do
not understand a term or conceptual base.
Sometimes the writing is confusing or vague.
Talking through my own process of trying (o
comprehend is in itsell instructive.

The annual report can be used to build
higher levels of literacy competence among
adults who possess the basic levels. Because it
calls for the three aspects of literacy—prose,
document, und guantitative~—its use is consis-
tent with the objectives of many reading edu-
cators. Since the annual report is an appealing
and a relatively easily available type of non-
school technical material, it is a practical yel
valid instructional material to use with adults
in reading improvement classes.
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Subgject

I nde x

A

ABE. See Adult Basic Education

ABLE. See Adult Basic Learning Examination

ACHIEVEMENT: with computers, 164 through Literacy
Training and Participation course, 208-209

ACHIENLMINT  TESIS:  Peabody  Individual
Achievement Test=Revised (prar—r), 80: Wide
Range Achievement Test (WRaT) 55 Wide
Range Achievenment Test—Revised (WRAT-R), 80,
See also Reading tests: Standardized tests

ACTIVITIES: literacy-related. 210, 21617 print-orient-
ed. 182, 182f

ADULT BASIC EDUCATION (ABL): 56-37: background.
61-02: catcgories of ability definitions, 13:
Geneva project. 150-155: programs, 56-57:
reading assessment in. 61-69: retention,
215-216: tesls, 54 64 65-06. 265

ADULT BASIC LLARNING LXAMINATION (ABLLY: S5, 64

ADULT BI GINNING READERS: reading education tor,
56-60

ADULT BISABLED READERS: Hieracy instruction for
nonspeaking male with cerebral palsy, 227-235:
profiles and instructional strategies. 95-104)

ADULT LDUCATION: assumptions of . TO7: classes.
238-239. See also Literacy instruction

ADULT EDUCATION ACT: 63

ADULT ILLITERACY: definition ot 671 ctfects of,
14-16: metaphors, 0=10. 10-12. See also
IMiteracy

ADULT LITERACY: assessnient of, see Assessment:
definition of. 39: language of. 4-12:in local con-
text, 270-277: in multiliterate society. 181-186:
in rural arcas. 39-45. See also Literacy

ADUT T TITERACY AND BASIC SKILTS ONIT (A BSU): 61,
68

ADUL T LITERACY AND TLCHNOEOGY PROIECT: 100

ADULT HITURACY INSTRUCTION. See Literacy mstrue-
tion; Tutoring

ADULT TITERACY RESOURCT AGENCY (UK ) 6]

ADULT NONREADERS STUDY: 27 233

ADULT PEREORMANCE TTNVLL (APD) PROJECT: T 37,
38,182

ADULLRINMEDIAL READERS: Titeraey for, 12-16

Neste: An f7 following a page number indicates that the reterence may be found in a figure.

ADULTS: as learners, 107: literacy needs of, < 1-42,

182-183: reading stages, 22--27. 244 reading
studies. 23-24, 27-33: rural. 41422 as students.,
38-39

ADVOCACY: consumer. 131-137
AFRICAN AMERICANS: literacy instruction for.

101-105, 209-210: literacy. instruction for non-
speaking adult male with cerebral palsy, 227-235
ANNUAL REPORTS: 277--28°

ANTHOLOGHES: for new roaders, 118119
APL PROJECT. See Adu't Performance Level Project
APPALACHIANS: litcracy instruction case study.

227-235

APPLEBEL, \.N.: 76537
ARTUUR (case study): 227-235
ASSESSMENT: 53, 02-03: AL, 61-09: alternative, 55:

authentic, 104-105: competeney-based, 66-68:
curriculum-based. 204: guidelines and guestions
for. 105: holistic. 265: issues in, 54-56: learner-
centered. 263-264: management-centered.
204-265: program evaluation. 80=93: provider-
centered. 205 representative programs, 54-55:
rescarch project. 70-77: standardized, 63-065:
unjon-centered. 264 in workplace literacy pro-
grams, 262-207

B

BASIC SKILS ASSESSMINTS: job-related. 264--205

BASIC SKILLS PROGRAMS: for writing, 1501535

BEGINNING RLADERS: reading education for, 56-60

BLACKS. See African Americans

Books: high interest-low readability. 117-119: pic-
ture, 112-115: for storytelling. 116

BRAINSTORMING: 259, 2594, 274.-275

BRITAIN: See United Kingdom

C

Cal See Computer-assisted instruction

CAMPUS-BASLD LITERACY PROGRAMS: 203-211

CARLGIVERS: CDA corepeteney goals for, 272.272f

casas, See Comprehensive  Adult Student
Assessment System

cBos. See Community-hased organizations
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CENTER FOR LEARNING (National College of

Education, Evanston, 1L), 250

CENTER FOR LITERACY (CFL): S4=55, 202

CENTER LITERACY EXPERIENCES: 239-240), 2401

CENTRALIZED CORRESPONDINI STUDY HANDROOK FOk
GRADES 112042

CEREBRAL PALSY: literacy instruction for nonspeak-
ing adult male with, 227-235

CERTIFICATE IN COMMUNICATION SKILLS (UK ) 68

CHAD (case study 1 250-254

CHAPLAINS" LITERACY DYNAMICS PROGRANM SURVEY:
652471, 481, 491

CHARACTER DEVLLOPMENT: recommended picture
books for, 113

CHILD DENELOPMENT ASSOCIATE (CDAY NATIONAL CRI -
DENTIALING PROGRAN: 270277, 272, 2721

CHILDREN: parents” effects on reading achievement.
212, 212f: reading development stages, 23

CLASSIC NOVELS: using. 137-143

CLASSROOM FORMAT: for literacy instruction, 110

CLIFTON, LUCILLE: poetry of, 121-122

CLOZE TESIS: 265

COALITION OF ADULT IFFRACY: 4

COLLEGE STUDENTS: as tutors, 203-211

COLLINS, MARILYN: 7576

COMBINATORY LXPRESSIVE INSTRUCTION AL APPROACH:
157-162

COMMUNICATION DEVICES: 234235

COMMUNITY-BASID ORGANIZATIONS (CBOS): 19-20).
21

COMMUNITY ORGANIZATIONS. See Community -based
organizations

COMMUNITY-ORIENTE D PROGRAMS: 42

COMPETENCY-BASFD ASSESSMENT: 66-08

COMPLIENCY-BASED LITERACY: definition of literacy,
14

COMPETENCY -BASFD PROGR AMS; 42

COMPETENCY GOALS: CDA, 272, 272f

COMPREHENSION ABILITY: exploring. §8-59

COMPREHENSIVE ADULT STUDENT ASSESSMENT SYSTIA|
(CASAS): 55, 64,67, 265

COMPUTER-ASSISTLD INSTRUCTION (€Al benetits of,
187-188: formats that enhance instruction. 188:
holistic. 187-188. interactive. 186-200

COMPUTFR-ORIFNTED ACTIVITIES: 182, 1821

COMPUTERS: 163, 164-181: advantages of. 164-105.
184-185. 186-187: cautions in using, 183-184;
cost-clfectiveness of. 164; costs of, 165: disad-
vantages of, 165-166: holistic instruction with,
234-235: possibilities with, 195

COMPUTER SOFTW ARE: 166, 167169, 17111801
189-195: advunced-level, 1941, 194-195,
199F-200f: beginning-level. 189-191. 196f-197f"
intermediate-level, 191-194, 193(, 1971-199f:
fanguage experience (L.EA). 186-187: problem-
solving. 181-182: publishers/distributors (U.S.).
167, 168f-169f; recommended. 166-167. 183,
18317 sources and comipatibility of. 196{-200f

CONSUMER ADVOCACY: 131137

CONSUMER LITERACY: exereises. 134-135: teaching.
132-133

CONVENTIONAL WRITING: moving toward, 240-243,
2411, 24280 2431, 244E 2451

COOPERATIVE LEARNING PROCESS: 108-110

CRITERION-REFERENCED TESTS: 264, 205

CURRICULUM-BASED ASSESSMENTS: 264

CURRICUL UM INTEGRATION: with computers, 166

CURRICULUM MODELS: [48-149

D

DACUM. See Developing A Curriculum

DANIELS, DAVID (tutor): 258-26()

DAYTON (OHI0) LITERACY PROJFCT: 126-131

DESKTOP PUBLISHING: 1931, 193-194

DEVELOPING A CURRICULUNM (DACUM): 267

DIALECT AND CHARACTER DEVELOPMENT: recommend-
cd picture books for, 113

DICTATION: by students. 59-00

DIRECTED LISTENING=THINKING ACTIVITY (DL-TA):
58-59

DIRECTED READING ACTIVITY: 107-108

DIRECTED READING-THINKING ACTIVITY: 108

DISABLED READERS: literacy instruction for nonspeak-
ing adult male with cerebral palsy. 227-235: pro-
files and instructional strategics, 95-100

DISCIPLINE? assumptions about, 25-36

DISCUSSION: o7 poetry, 125

DI-TA. See Directed Listening-Thinking Activity

DOCUMENT LITERACY: 278

DOWNTOWN ADULT READING CENTER (Cleveland.
OH): 138-139

DREXEL UNIVERSITY: Literacy
Participation course, 203-210

Training and

E

IDHDUCATIONAL THERAPY: 248-250: case swudy.
250-254: use of. 247-255

EMPOWERMENT: 131-137: discovering, 135-136: out-
side classroom, 135

ENGLISH LANGUAGE PROFICIENCY STUDY: 79

ENVIRONMENTAL PRINT: 256, 2571
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ESL (ENGLISH AS A SECOND LANGU AGE) PROGRAMS:
nondirective combinatory model. 157-162: stu-
dent journals in, 155-156

ESTES. SHARON (tutor): 256260

EVEN START: 211

F

FAMILY: lraining for, 219-226

FAMILY INTERVENTION/PREVENTION MODEL: for adult
literacy ins “iction, 211-219

FAMILY LEARNING CENTER: 214-215

FARGO, JEAN: 74-75

FERNALD-KELLER APPROACH!: to literacy training,
207-208

FICTI0N: benefits of reading, 137-138: interactive,
188. 191-192

FREIREAN LIBERATORY PROGRAMS: 19-20

FRIENDS: training for. 219-226

FRY READABILITY SCALE: 46

FUNCTIONAL COMPETENCY: 37-38

FUNCTIONAL LITERACY: 66-68: definition of, 14, 38,
42: definition of literacy. 14

FUNCTIONAL READING: moving toward, 243

FUNDING: SLIAG. 20

G

GENEVA (NY) PROJECT: 130-155

GRADE-LEVEL EQUIVALENTS: definition of literacy,
13-14

GRASS ROOTS ALTERNATIVE DIPLOMA STUDY (GRADS):
43

H

HARRIS. VAL (tutor): 257-260

HEAD START: 270: Geneva project. 150--155: Navajo
workplace lteracy program. 270-277

HOBART COLLEGE: Geneva project. 150--155

HOLISTIC ASSESSMENTS: 265

HOLISTIC INSTRUCTION: computer-assisted. 187-188.
234-235

HUGHES, LANGSTON: poetry of, 123-124

i

I LITERACY: S=0: definition of, 37, 248: war on. 8-9.
See also Adultilliteracy

INCARCERATED ADULTS: views of personal literacy.,
45-52

INDIVIDUALIZATION: with computers, 164, 166

INTERACTIVE COMPUTFR-ASSISTED INSTRUCTION: With
adults, 186--200

INTERACTIVE HCTION: 188, 191-192

INTERACTIVE. STORY COLI ABORAHON: 188, 191-192
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INTERGENERATIONAL ADULT LITERACY PROJECT:
211-219

INTERGENERATIONAL TITERACY INSTRUCTION: litera-
ture review, 213: vtudy of, 213-214

INTERNATIONAL RURAL LITERACY PROJECTS: 43

J

JARGON AND LINGO: recommended picture books for,
113

JENNY (case study): 236-247

JOB PLACEMENT TESTS: reading difficulty of. 78

JOB TRAINING PARTNERSHIP ACT: 54

JONES'S READING STAGES: 23

JOURNAL WRITING: 155~156, 239-240, 2401, 246f.
259

JUMP START: 149

K
“KICK START™: 149

L

LANGUAGE: poetic mode, 120 reconceptualizing,
412

LANGUAGE EXPERIENCE APPROACH (LEA): 157: com-
puter programs that use, 186-187: with gst adult.
158~160

LAUBACH LITERACY ACTION (LLAY 17

LAUBACH LITERACY INTERNATIONAL: 54

LAUBACH METHOD: of literacy training. 208

LEA. See Language Experience Approach

LEARNER-CENTERED ASSESSMENTS: 263-264

LEARNING: cooperative process, 108-110; problem-
solving in. 104: as shared experience, 107-111:
student control of, 164-165

LESSON PLANS: for workplace literacy programs.,
267-262

111k STORIES: writing, 150-155

LINGO: recommended picture books for. 113

LISTENING-THINKING: directed activity. 58~59

LITERACY: consumer. 1 32-135: definition of. 10,
12-16. 37: distinct types. 278: document. 278;
functional. 38, 42, 66-68: functional purpose of.
182-183: personal. 45-52: personal growth in.
89-90: prose. 278: quantitative, 278 and social
change, 20-21: workplace. 261,263, See also
Adult literacy

LITERACY AUDITS: 267-269

LITERACY IMPROVEMENT: annual reports for, 277-2K1

LITERACY INSTRUCTION: 25-27: for African
Americans, 101-106. 227-235: assumptions
about, 34-39: case study, 227-235, 236-247;

2.




classroom format, 110: combinatory expressive
approach, 157-162; computer-assisted. 186-200:
decision making. 60: for disabled readers,
95--100, 227~-235: Geneva (NY) projects.,
150-155: holistic. 234=-235: inappropriate,
165-166: intergencrational projects, 211-219;
international rural projects. 43: for nonspeaking
adult male with cerebral palsy. 227-235: prag-
matic. 104-105: Ryedale Adult Literacy Paired
Reading Project. 222-226: strategics. 103-105:
training for family and friends, 219-226: work-
place. 267-209.270-277. See also Teaching:
Tutoring

LITERACY MENTORS: 126

LITERACY PRACTITIONERS: 7077

LITERACY PRESCRIPTION PROJECT: 95-100. 97

LITERACY PROGRAMS: 17-22: campus-based.
203-211; community-based organizations (CBOS).
19~20: community-oriented. 42: competency-
based. 42: conditions for. 43-44; cffectiveness
categories, 87-88. 88f: cvaluation of. §6-91:
Freirean liberatory, 19-20: goals of. 40-41:
guidelines and questions for evaluation, 105;
individually oriented. 42; postliteracy. 42: resis-
tance to. 18-19: rural. 42-43; and social change.
20-21: structure evaluation, 90-92; values of.,
17-18: volunteer. 17. 42, 54, 70-77: workplace.
262-267. 267-269. 270-277. Sev also workplace
literacy programs

LITERACY-RELATED ACTIVITIES: checklist of . 216.
216f

EITERACY TRAINING: Fernald-Keller approach.
207-208: Laubach method. 208; vAKT technique.
207-208

LITERACY TRAINING AND PARTICIPATION COURSI:
203-210

LITERACY TUTORS. See Tutors

LITERACY VOLUNTEERS OF AMERICA (Lvay 17,54

LITERACY VOLUNTEERS OF NEW YORK CITY: 70-77

LLA. See Laubach Literacy Action

LOCAL CONTEXT: workplace literacy in, 270-277

1va. See Literacy Volunieers of America

M

MANAGEMENT-CENTERED ASSESSMENTS: 264-265
MATH SKILLS SOFTWARE: [67

MATTHEW EFFECT: G4

MEDIAD for writing stimulus, 146

MENTORS: 126

MODERN POETRY: using, 119-120

MOTIVATION: assumptions about, 35

MOTIVATIONAL TECHNOLOGY: 185
MULTILITERA TE SOCIETY: adult literacy in, 181-186

N

NATIONAL ADVERTISING COUNCIL:

NATIONAL COLLEGE Ol EDUCATION CENTER FOR LEARN-
ING: 250

NATIONAL-LOUIS UNIVERSITY CENTER FOR LEARNING:
250

NATIONAL WORKPLACE LITERACY GRANTS PROGRAML:
264

NAVAJO HEAD START WORKPLACE LITERACY PROGRAM:
270-277

NEALE ANALYSIS OF READING ABILITY: 05

NEW READERS: anthologies for, 118-119

NONDIRECTIVE COMBINATORY MODEL: for adult Esi.
programs, 157-162

NONLITERACY: 238

NONREADERS STUDY: 27-33

NONSPEAKING PERSONS: computer technology and
holistic instruction for, 234-235

NORMAN (case study): 255--260

NOVELS: using. 137-143

0

ODELL. 1.2 “Planning Classroom Rescarch.” 76
OLDER STUDLUNTS: picture books for. 112-115
OPEN BENTRY. OPEN EXIT: with computers. 165
ORAL HISTORY: as springboard, 152153

ORAL READING MISCUE PATTERNS: 26f
ORGANIZATIONAL ISSUES: 3—4

P

PAIRLED READING: Ryedale Adult Literacy Paired
Reading Project. 222-226: technique, 220-222,
221f

PARENTS: effeets on children’s reading achievement,
212.2121

PARTIALLY LITERATE ADULTS: oral reading miscue
patterns. 261

PARTS OF SPEECH: recommended picture books for.,
113

v ATIENTS: reading test for, 79-80

PEABODY INDIVIDUAL ACHIEVEMENT TEST=REVISED
(PIAT-R): 80

PENNSYI VANIA LITERACY CORPS: 203

PERSONAL GROWTEE in literacy. 89-90

PERSONAL LITERACY: views of. 45-52

PIAT~R. See Peabody Individual Achrevement
Test-Revised

PICTURE BOOKS: using, 112-115
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“PLANNING CLASSROOM RESEARCHT (ODLLL): 76

POETRY: modern. 119-126: using. 119120,
124125, 126131, 128-130: writing. 130}

PORTI-OL 1ON: 20+

POSFLITERACY PROGR AMS: 42

PRESCHIOOL CARLGIVERS: ChA compelencey goals for,
272,272

PRINF: envirtonmental, 256, 257t

PRINT TITERACY: purpose for, 183

PRINT-ORIENTED ACTIVITILS: 182,

PRISON INMATLES SURVEY: 4052

PRIVACY: with computers, 164

PROBITS-SOEVINGT IN TEARNING, 1042 software for,
181-182

PROGRAM EVALUATION, 86-93: guidelines for. 89,
SO9f, 105: need far, 92-93: questions to guide,
91t, 105

PROGRESS PROFILL: O8

PROJECT COMMUNI-LINK: 43

PROJCT 1HEAD START. See Head Start

PROJECT LEARN: 55, 138

PROSE TITFRACY: 278

PROVIDER-CENTEREFIY ASSESSMINTS: 205

PUBLICATIONS: of student writing. 118

182f

Q

QUANITITATIVE LITERACY: 278

R

RAPID ESTIMATE OF ADULT LITERACY IN MEDICINE
(REALM): 79-80

AD. See Reading Evaluation Adult Diagnosis

SAbING: with adult beginning readers. 56-60; adult
nonreader coneepts and strategies, 2829, 30-32:
development stages, 22-27: directed activity.

RE
R

107-108: moving toward. 243, 257-258: paired.
320-222, 2211, 222-226: with purpose. 52

R

ADING ABILITY: definition of literacy. 13: of prison
inmates, 48-51. 501

RIADING ALOUD: of poetry, 124

READING ASSESSMENT. See Assessiment

READING FA ALUNTION ADULT DIAGNOSIS frevised)
(RFAD): G4

ADING TESTS: for patients, 79-86: Rapid Estimate
of Adult Literacy in Medicine (R, 79-806:
Slosson Oral Reading Test-Revised (SORT-r). 80,
821, See afso Achievement tests: Standardized

R

tests

TADING-THINKING: directed activity, 108

ALM. See Rapid Estimate of Adult Literacy in
Medicine

R
R

296

REGIONAL UTILIZATION OF RESOURCES TO AID LITERA-
CY (RURAL): 43

REMEDIAL READERS: literacy for, 12-16

REREADING: Of poetry, 124-125

RESEARCH: assessment, 70-77

RESISTANCE PHENOMENON. 18-10

RESPECT: for students” writing, 274

RURAL. See Regional Utilization of Resources to Aid
Literacy

RURAL AREAS: adult Hiteracy in, 39-435: literacy needs
of adults in, $1-42

RURAL LITERACY PROGRAVS: 42-43

RYEDALL ADULT LITERACY PAIRED READING PROJECT

(UK 222-226

S

SANDBLURG, CARL: poetry of, 120121

SCHEDULING: flexibility in, 165

SCHOOLING Y1 ARS: definition of literacy. 13

SHARLD LEARNING EXPERIENCE, 107-111

SIMPSON, ELFANOR (ABI STUDENTY: 127-130

SKILL DENETOPMENT: combinatory expressive instrue -
tional approach. 160-161: writing program.
150-155

SKILLS ASSISSMIENTS: job-related. 204-265

SLIAG PROGRAM. See State Local Impact Assistance
Grant program

SLOSSON ORAL READING [EST=REVISED (SORT=R): 8()

SOCIAL BELIERS: and literacy instruction. 102

SOCIAL CHANGE: literaey and, 20-21

SOFTWARL. See computer software

SORT-R. See Slosson Oral Reading Test-Revised

SOUTHERN LITERACY CANMPAIGN: 4()

SPLECH PARTS: recommended picture books for, 113

SPEECH SYNTHESIZERS: 234235

STANDARDIZED ASSESSMINT: 6365

STANDARDIZED TESTS: 64-08, 265

STATE LOCAL IMPACT ASSISTANCEE GRANT (SLIAG) PRO-
GRAM: 20

STORIES: interactive collaboration. 188, 191-192:
strategies for writing, 274-275

STORYTELLING: 115~110

STUDENT DICTATION: 539-60

STUDENT JOURNALS. See Journal writing

STUDENT LITERACY CORPS: 150-155, 255, 258-259

STUDENTS: ¢b o ring attitudes of. 133-1234: controf of
learning. 164-165: as crities, 133-134: learning
about, 72-73: support for, 103-104

STUDENT WRITING: publications of, 118: respecting.
274
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FARE. See Testof Adult Basic Education

TI {ER-RESEARCHER PROJECT, 70-77

TEACHER TRAINING: in local context, 270~277

HEACHING: general methodojogy, 94--95: productive
behaviors, 103=104: rescarch applications,
74-76: shared fearning experience in, 107-111.
See also Literaey instruction

TECHNOLOGY: [63: differences in, [81-182; motiva-
tional. 183

TELETEACHIR: 42

FEST OF ADULT BASIC EDUCATION (1aB): 34, 04 00,
265

TEs1s: achievement. 55, 80: Close. 265: criterion-
referenced. 264, 265: job placement. 78: reading.
79-86: standardized, 64-68, 265

THFOREFTIC AL ISSULS: 3-4

TRAINING: computer, 165: literacy instruction,
219-226: teacher. 270-277. See alvo Literacy
training

TRUST: establishing. 274

FUTORING: 201-2020 case studies, 227235,
236-247, 247--255, 255-26(): Literacy Training
and Participation course, 203-210: for nonspeak-
ing adult male with cerebral palsy, 227-235. See
also Literacy mstruction

TUToRs: college students. 203-211: literacy, 215:
Student Literacy Corps 255, 258-239; training
family and friends as, 219--226

8

UNION-CENTERFD ASSESSAMENTS: 264

UNITED KINGDOM: measuring suecess in reading in
adult basic education in, 61-69: Ryedale Adult
Literaey Paired Reading Project. 222-226: writ-
ing workshops, 143-144

UNIVERSITY OF NFW ORLEFANS READING/I ANGUAGL
ARTS TUTORIAL CENTER: 227

URBAN APPALACHIANS: Titeracy instruction case study.
227-235

v

VAKT TECHNIQUL. See Visual, auditory. Kinesthetic
and tactile stimulation technigue

vALUEs: in adult literacy programs, 17-18

VISUAL, AUDITORY, KINESTHETIC AND FACTILE (VAKT)
STIMULATION TECHNIQUT: 207-208

VOCABULARY SKILLS SOFTWARE: 160--167

VOLUNTELR PROGRAMS: 17,42, 54, 70-77

.2¢

W

WAR ON [LLITERACY: 8-9

WARWICKSHIRE LITERACY PLACEMENT GUIDE: 62

WHOLE T ANGUAGE THEORY: 250-20()

WIDE RANGE ACHIEVEMENT TEST (WRATY: 55

WIDE RANGE ACHIEVEMENT TEST=REVISED (WRAT—=R):
80

WILLIAMS, WILLIAM CARI OS: poetry of . 122-]123

WILEIAM SMITH COLLEGE: Geneva project. 150-155

WORD BANKS: FLHL TTE-1120112F

WORD KNOWLEDGE: exploring, 59-60

WORDPOWLR (TEST): 07, 68

WORD PROCESSING SOFTW ARL PROGRAMS: |89, 194,
194-195, 229

WORKPEACE LSL CLASSROOM: student journals in,
155-1506

WORKPLACE LITERACY T 201: assessment continuum,
263 communication strand lesson plan format,
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o reading instruction so-

“that they can better
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ther students.”
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about reading instruction for adult learners com-
piled from the award-winning Journal of Read-
ing. Presented here are case studies, teacher o
research, and portraits of adult literacy tutoring |
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general teaching methodology, technology, tutor[
ing, and workplace literacy. The authors addres's
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