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Foreword

The Proceedings of the 16th European Conference on Reading and of the 1st Ibero-
American Forum on Literacies gather a great part of the papers that were presented in these
scientific events which took place at the University of Minho, Braga, Portugal, between the
19th and the 22nd of July, 2009.

During these days near four hundred researchers, teachers, librarians and other
professionals, from all continents, met to share their practices, ideas and visions about
literacy, with commitment and enthusiasm.

The two events aimed at bringing together multiple worlds (and the corresponding words),
and ways of researching, teaching, learning and doing the multiple literacies that
characterize the semiotic landscapes of today. This was indeed a great moment for debating
experiences on an international level.

Furthermore, the Conference and the Forum represented a meaningful step to reinforce the
presence of literacy, in its multiple dimensions and perspectives, in the scientific and
professional agendas.

The publishing of these Proceedings aims at the strengthening of such presence. All those
who are interested in most of the issues concerning literacy will find here viewpoints, data,
and debates that can illuminate dimensions of a reality which is always very complex, as it
depends on a multiplicity of factors, political, economic, social, educational and moral.
Literacy is a multidimensional issue that can hardly be understood if a comprehensive
perspective is not adopted.

The papers in the Proceedings testify the encounter and the significant diversity of
theoretical approaches and issues in the field of literacy studies, allowing that the
conversation initiated in July, 2009, may be continued and fruitfully sustaining the
development of new views, be them of analytical or intervention kind.

The 16th European Conference on Reading was co-organised by Littera, the Portuguese
Association for Literacy, the Research Group Literacies — Practices and Discourses in
Educational Contexts, from the Research Centre on Education of the University of Minho,
together with the International Development in Europe Committee of the International
Reading Association. Littera and AELE, the Spanish Association for Reading and Writing,
were co-organizers of the 1st Ibero-American Forum on Literacies. It was simultaneously a
great challenge and a great pleasure the possibility of unifying efforts to make possible
these events.

For the Portuguese partners, mainly for Portuguese researchers, teachers and other literacy
professionals, at a time when in Portugal literacy is a key issue, this was seen as an
excellent opportunity for discovering worlds of literacy while “being discovered”.

The Editors would like to acknowledge the contributions of the institutions that made these
events possible namely the Portuguese Foundation for Science and Technology (FCT), the
Unit for Adult Education of the University of Minho (UfAE) and the University of Minho.

A last word of gratitude is also due to Patricia Ferreira, Ana Gomes, Joana Sousa e Adriana
Fischer who helped with the editing of the texts for these Proceedings.

Braga, 2009
The Editors

Maria de Lourdes Dionisio
José Antonio Brandao de Carvalho
Rui M. Vieira de Castro
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Almeida, Tiago; Silva, Ana Cristina
Portugal

Hipotese silabica e variabilidade intra-figural na fonetizacdo de escritas infantis: da
escrita manual para o computador

Neste trabalho pedimos a 30 de criangas de idade pré-escolar que escrevessem uma mesma lista
de palavras, primeiro a méo, com lapis e papel e depois hum processador de textos. Todos 0s
participantes sabiam escrever o seu nome proprio e diferiam quanto ao nivel conceptual. Para a
definicdo do nivel conceptual a que pertenciam o0s participantes escreveram as palavras gato,
gatinho, cavalo, hipop6étamo e boi. Foram criados 3 grupos experimentais (n = 10) de niveis
conceptuais diferentes quanto ao seu pensamento sobre a escrita: sildbico com fonetizacéo,
silabico-alfabético e alfabético (Ferreiro, 1988; Alves-Martins, 1996).

Os resultados apontam que a estabilidade da escrita de nhomes comuns esté relacionada com os
niveis conceptuais de escrita, indicando ainda que a presenca do teclado com todas as letras néo é
condicdo suficiente para as criangas fonetizarem mais ou melhor. Constata-se também que na
comparacéo dos pares produzidos se verifica uma maior presenca de pares com alternancia grafo-
fonética nos participantes do nivel conceptual silabico-alfabético comparativamente aos
participantes dos niveis conceptuais silabico e alfabético. Estas alternancias grafo-fonética tém um
interesse teorico consideravel na compreensdo da evolucdo do conhecimento infantil sobre a
linguagem escrita.

Altenburg, Erika

Germany
Teaching strategies for individual development of reading literacy

First we have to think about the importance of silent reading. While reading in their individual
speed, children could be offered a special training based on linguistic theories about texts. The
question is “What makes a text?” Although there are many theories, we could use a simplified text
model to get some interesting methods of training. To achieve this, texts could be prepared in a
special way. Children could reconstruct a text or find a word which was taken off for example.

Baleiro, Rita
Portugal

New Literacy and Academic Literacy in Higher Education

This paper focuses on presenting a program - the New Literacy — that aims at creating an
alternative path for the instruction of reading and writing in the academic community. | follow John
Willinsky’s proposal as it is presented in his book The New Literacy: Redefining Reading and
Writing in Schools, first published in 1990. The main motivation for choosing to introduce this
program lies strongly on the fact that, although it was written almost twenty years ago, it is
extremely current/up-to-date as its principles share some common ground with the Bologna
Declaration signed on the 19th June 1999. Overall, the New Literacy proposes to offer a set of
reading and writing methods that will shift «the education authority from without, from the
experience and knowledge of the teacher, to within, to those qualities of the students» (Willinsky,
1990: 192) with the purpose of promoting a more autonomous and critical attitude from students,
which is one of the most important tenets of the Bologna Declaration.



Beach, Sara Ann; Collins, Julie; Ward, Angela
USA; Canada

Opportunities to learn literacy: children’s interpretations of teacher practices

Schools are the primary settings where children develop literacy proficiency. One aspect of schools
that is hypothesized as leading to that proficiency is opportunity to learn literacy. In recent
literature (cf. Boscardin & Aguirre-Munoz, 2006) opportunity to learn in classrooms has been
defined narrowly to only include curricular coverage, time, topic emphasis, and teaching strategies.
When classrooms are viewed as communities for literacy learning, opportunity to learn becomes
more complex, encompassing the literacy events and practices that are privileged and the
materials that are available during those events, the amount of challenge, the teacher’s
expectations, and how much choice learners have. Engagement becomes a learner’'s choice to
accept or decline an invitation to participate in literacy events and activities. This choice, we assert,
is predicated on the learner’s interpretation of the literacy activities offered in a classroom. This
research explores the interpretations of children in grades 4, 5, and 6 of the literacy events and
practices that they are offered during reading and writing instruction. Teachers completed a survey
of the reading and writing lessons, activities, structures, and materials that they use to support
literacy learning. Children in those classrooms were interviewed in focus groups about the purpose
of those practices and which practices engage them the most as well as describing good
readers/writers. This presentation will discuss the findings of this research, offering suggestions
about what classroom practices are opportunities to learn from the perspective of students.
Implications for teacher preparation will be discussed.

Bona, Judit; Imre, Angéla
Hungary

How do Hungarian adults read aloud?

In everyday life we often have to read something out aloud. The way we do this shows how
fluently we can read, how proficient readers we are, and whether we can interpret a written text
and transpose it into speech.

As far as we know, no survey has so far been conducted on this particular skill amongst Hungarian
adult native speakers. The current survey investigates this issue with the help of the Hungarian
Spoken Language Database (BEA). 25 males and 25 females aged between 20 and 76 took part in
the survey. Each participant had to read the same text aloud, after they had become familiar with
the text by reading it silently for themselves. In the recorded readings we analyzed the reading
mistakes, speech rate and articulation rate, the location and length of pauses, stress and
intonation, and how intelligible and comprehensible the reading was.

The results help us find out what typical mistakes adults tend to make when reading aloud. We can
also explore whether it is the reading (decoding) process itself or the pronunciation/articulation or
indeed the interpretation of the text that proves to be too difficult for them.

Bourhis, Véronique
France

Construction de la représentation de l'acte lexique chez le jeune enfant en Petite
Section de maternelle

Cette contribution s'intéresse I'entrée dans I'écrit du trés jeune enfant et propose une réflexion sur
la maniere dont I'enfant en école maternelle construit ses connaissances et ses premiéres
représentations de I'acte lexique.

Le travail présente la comparaison de la production textuelle orale de deux situations de lecture:
I'une en situation de lecture partagée avec I'adulte (celui - ci lit le livre avec I'enfant); l'autre en
situation de ‘simulacre de lecture’ (le méme enfant prend un livre et le “lit” & haute voix).

L'analyse du discours et plus particulierement I'analyse prosodique de ces deux productions (durée,
mélodie, pauses, intensité) a l'aide du logiciel Praat montre que trés t6t I'enfant est capable d’'une



activité métadiscursive (“qu’est-ce que je fais quand je lis?”). En effet, alors qu'il maitrise en
interaction avec l'adulte le langage articulé référentiel, on observe la mise en ceuvre de stratégies
prosodiques spécifiques associées a l'absence d'un langage articulé lorsqu’il est en train de
construire le sens de la tache a accomplir (simulacre de lecture): la centration de son discours
porte alors sur I'objet méme de la production verbale, & savoir le concept en train de se construire.
Dans une perspective didactique, ces résultats nous conduisent a nous interroger sur le fait qu'a
I'école maternelle, particulierement en classe de Petite Section, ce n'est pas parce qu'on ne la
comprend pas que la parole de I'enfant n'est pas signifiante: les indices intonatifs le sont. Quels
dispositifs mettre alors en place pour favoriser ces conduites langagieres réflexives?

Brooking, Trish

New Zealand
Life-long learning and literacy development: what role does children’s literature play?

Life-long learning may seem a nebulous concept; one to which we all aspire, but how? Teachers
play a significant role in developing the motivation for life-long learning by providing a stimulating
learning environment where children are encouraged to explore their creativity and develop
responsibility. In order to be confident, considerate, and successful citizens of the future, children
will need to have high levels of self-motivation and nurture a disposition for on-going learning
experiences. Where does children’s literature fit into this vision? On a continuum of learning,
literature produced for children is present from a child’s earliest memories. It is logical to capitalise
on these early experiences and exploit the pleasure children’s literature imbues in learning and
discovering worlds of literacy. Throughout schooling, children’s literature continues to offer
valuable learning experiences in: critical thinking; empathy; vocabulary development;
multiliteracies; and most importantly, it serves as a springboard for future reading, and
engagement with a variety of texts.

Personalised learning is one way of describing a shift in emphasis in our education system as we
respond to twenty-first century challenges. There is an increased focus on high standards, high
achievement, and a commitment to life-long learning. With the phasing in of the new curriculum in
New Zealand, and the central positioning of the five key competencies (thinking, relating to others,
using language, symbols and texts, managing self; and participating and contributing) I am
interested in exploring how children’s literature can be an effective tool in supporting growth in the
competencies, as these competencies for living in an increasingly complex society form a basis for
life-long learning. In opening doors to all the learning areas, the key competencies lay the
foundation for discovering worlds of literacy. As children’s literature can be utilised throughout the
curriculum, it can serve as a lively vehicle for competency enrichment, prepare children for the
variety of texts they will encounter in the future, and pave the way for mature students to display
motivation for life-long learning. This paper will explore specific texts in an attempt to investigate
how integration of children’s literature within the classroom programme offers alignment with the
future focused dispositions for learning reflected in the essential learning competencies.

Bukowiecki, Elaine
USA

Discovering how to be critical readers in varied content subjects

It is an often stated that "every teacher is a teacher of reading” (Gray as cited in Vacca, 2002, p.
186). Teachers in each academic discipline must be able to guide students in accessing, analyzing,
evaluating, and producing information and ideas. Every student needs to learn effective strategies
for reading and writing across the curriculum and to critically evaluate the varied texts used in
content area instruction.

In this interactive workshop, participants will discover the rationale for and application of varied
and current literacy strategies that can be employed across the content areas and in elementary,
middle, and secondary school classrooms. Direct and indirect strategies for teaching vocabulary,
reading processes, skill acquisition, study skills, levels of questioning and varied writing forms will
be presented and discussed as they apply to different content subjects and materials. Additionally,



workshop participants will learn about and directly practice different critical literacy techniques in
order to “disrupt the commonplace [by examining] the written source from multiple perspectives”
(McLaughlin & DeVoogd, 2004, p.14). In this way, the reader will move beyond the text's message
to “question, examine, and dispute power relations that may exist between readers and authors”
(McLaughlin & DeVoogd, p. 14).

Also, in this workshop, 30 educators at four separate campuses of an international school
(prekindergarten to grade 12) will be highlighted as they first learned through two graduate
reading and writing courses and then incorporated different critical literacy techniques and
reading/ writing strategies into the varied grade levels and content subjects they teach.

Campbell, Terry; Parr, Michelann
Canada

Viewing literacy through a 3-D lens: A ‘four resources’ model for multi-dimensional and
multi-contextual readers of the 21st century

Freebody & Luke’s (1990) four resources model identifies four key abilities exemplified by a fully
literate citizen: competence in coding and decoding, semantics or meaning-making, pragmatics or
everyday literacy, and finally, competence in criticism. This paper builds upon this model as
represented by the corresponding “four roles of the reader” and redesigns it in ways that fit multi-
dimensional literate persons, including those who are in the process of becoming literate. This is
done in the context of a multi-dimensional, multi-contextual ‘world’ conception of literacy whereby
it is not enough to possess the aptitudes of coding, decoding, meaning-making, concept-building,
and criticism, but we must also consider what it is that we do in terms of our own worlds and
those of others. At the core of literacy, in our conceptualization, is the ability to re-vision,
transform, design, and build your own world and that of others.

Carignan, Isabelle; Caron, Annabelle
Canada

Comparaison du degré de compréhension a I'écran et sur papier chez des éleves du
secondaire

L'intérét pour les technologies de l'information et de la communication (TIC) continue de
transformer le monde de I'éducation (Lou, Abrami et d’Apollonia, 2001), malgré lui. Ce changement
dans le domaine éducatif incite a parler de plus en plus de la littératie médiatique, c'est-a-dire
I'habileté de lire, d'analyser, d'évaluer et de communiquer a l'aide de divers médias (télévision,
texte papier, radio, ordinateur). En effet, il importe maintenant de connaitre le mode de
fonctionnement des éléves lors de l'utilisation des technologies afin qu'ils puissent réellement tirer
profit de leur apprentissage et développer, par le fait méme, un jugement critique qui les aidera a
devenir des citoyens du monde (Kellner, 2000).

Coutinho, Virginia; Azevedo, Fernando; Pinto, José Costa
Portugal

Reading literacy in Portugal and in Finland — preliminary study

The results of the international studies PISA and PIRLS raised discussions in many countries about
how youngsters are being prepared for a world in permanent changing.

In the last PISA study that occurred in 2006 Portugal was once more below the OECD average
showing poor domain in essential abilities such as reading and understanding a text. Today it is
recognized that without this knowledge the capacity of intervention in society diminishes and this is
an obstacle to strengthen social cohesion and democracy (Duru-Bellat, 2004; Willows, 2002).

Going deeper in the conclusions of the PISA and PIRLS studies we tried to identify the relations of
teachers’ qualifications to the students’ success, the importance that teachers give to reading
literacy, to the use of literary texts and which instructional methods they use. We compare a



school in Portugal with one in Finland, a country with the highest achievement in reading literacy.
Showing some preliminary results we can already say that we found some interesting correlations
that makes us conclude for a necessity of rethinking the qualifications of the Portuguese teachers
of mother tongue from the 2nd and 3rd cycles and the necessity for further qualifications in
children and youth literature as a contribution to the instructional efficiency and efficacy of reading
literacy, in Portugal.

Cussac Pomel, Jocelyne
France

Le réle du contexte dans la psychogenése de I'écrit : variété interfigurale ou autocopie?

Dans le cadre d'un programme de recherches qui vise a identifier les mécanismes d’écriture du
jeune enfant, nous lui demandons d’écrire alors gu'il ne sait pas encore coder l'oral. Il écrit ainsi
des lettres avec ce qu'il connait et comprend de I'écrit. Ferreiro (1988) avance que I'enfant fait
alors une hypothése de variété interfigurale qui 'améne a ne pas écrire la méme suite de lettres
pour deux mots différents. Nous faisons I'hypothése que ces variations ne sont pas toujours
réalisées pour différencier les mots et qu'elles dépendent du contexte dans lequel elles sont
produites. Nous étudions les procédés d'écriture de 117 enfants de 4/6 ans, répartis en 3 groupes.
Chaque groupe effectue, a quelques jours d’intervalle, deux des trois taches suivantes : écrire 4
mots bisyllabiques en liste, en ligne ou sur des feuilles différentes. Les résultats montrent un effet
voisinage visuel qui se traduit par des comportements d’autocopie : quand I'enfant voit ce qu'il a
déja écrit, il recopie des suites de 3 ou 4 lettres qui sont dans son champ visuel et/ou utilise la
longueur d’'une graphie comme unité de mesure pour écrire la suivante. Aussi les principes de
variation qualitative et quantitative identifiés par Ferreiro ne relévent pas d'une seule explication
psychogénétique du développement de [I'écriture, notamment pour la notion de variation
interfigurale, car pour certains enfants nous ne les observons que lorsqu'ils écrivent en liste. Ces
résultats remettent en question les conclusions des études basées sur un protocole d'écriture
inventée d'énoncés en liste et constituent une contribution a un développement
sociopsychogénétique de I'écrit.

Dannecker, Wiebke; Buchmann, Ulrike
Germany

Social contextualisation matters: learning to read with the help of Mentor

Reading together a thrilling book, talking about single words, sentences or the topic of a story or
simply feeling confident about understanding a text — these are experiences that young readers
should encounter during the process of learning to read. Since the structure of families and the
way of using media changed in the last years it cannot be taken for granted that every child has
the opportunity to make those fundamental reading experiences. Nonetheless, according to Bettina
Hurrelmann (2004) the social contextualisation of reading can be seen as the most important
parameter that influences the motivation to read and the frequency of reading. Since this social
contextualisation correlates with the social background of the families the question arises how
these social disadvantages can be compensated.

The charitable organization Mentor, which was founded in Hanover by Otto Stender five years ago,
counts 800 members at the moment and the concept spreads nationwide. Alone in Hanover 147
schools participate and 1100 children between the ages of 7 and 12 are accompanied by so-called
mentors during their way of learning to read. Mentor follows the concept of one-by-one teaching.
Each mentor works with a child once a week for about half a year. Almost every child improves in
the competence of reading and learning in general. In addition, the children develop self-
confidence in their own reading abilities.

This presentation will give insights into the concept behind Mentor and the practice of this
successful concept.



Dombey, Henrietta
UK

Playing with Phonics Fast and First: Mixed messages in the teaching of early reading in
England’s primary schools

This paper examines brief samples of whole class reading lessons in a primary school in a town on
England’s south coast. These ‘snapshots’ are related to recent governmental initiatives and to
England’s scores on the PIRLS 2006 survey, in which England scored relatively poorly in terms of
both test results and the children’s attitudes to reading. The classroom practices presented, which
follow governmental advice are then examined against a brief analysis of the sound structure and
orthography of English. The paper concludes by recommending ways forward that take proper
account of English spelling and place the development of positive attitudes to literacy at the heart
of literacy teaching.

Elliott-Johns, Susan E.

Canada
Explorations of teacher educators forming a community of inquiry

This article documents the experience of three teacher educators in a faculty of education in
Canada as we worked together to critically revise both the planning and teaching of a language
arts course for pre-service teachers, and what happened when we explored related opportunities
to examine our own practices as teacher educators, within the “collaborative community of inquiry”
that resulted.

Ernestova, Marie
Czech Republic

Understanding neologisms and where they come from

English is now spoken so widely, and by so many cultures, that it is evolving probably faster than it
has ever done before. It is a truly global language, the lingua franca of business, politics,
education, entertainment and the Internet the world over. Consequently, new words are
introduced to the English lexicon every day. Knowing the right words — and the new words —
means understanding, social acceptance and influence. It also means pleasure and satisfaction.
But words — particularly new ones, old ones with new meanings and putting old ones in the wrong
places — can be a source of confusion even among native English speakers. Knowing new words
does not really mean just increasing word power — it means keeping in touch with modern society,
understanding new terms and new applications of existing words (e. g. ,leverage') or new
constructions (wedded' instead of ,wed' — part of the trend to regularise irregular verbs). At the
same time as words are falling into disuse, new ones are being added.

It is paramount, therefore, especially for non-native-speaker teachers working outside an English-
speaking environment to keep abreast of these changes through constant and systematic reading
of the press and contemporary literature, through listening to the radio and watching undubbed
films on TV and videos.

This paper presents the main ways in which new words are currently coined for the English
language and is based on experience with our own students, as well as recent research by British
linguists using native English speakers.



Espinosa, Natacha
France

Evaluer la compréhension des textes d’éléves de 8-11 ans. Une approche linguistique
de ce que les éléves écrivent pour montrer gu’ils comprennent

Notre contribution se propose de mettre en évidence qu’il est possible de relever des indices
d’'évaluation de la compréhension d'un texte a partir de ce que I'éléve peut écrire lorsqu’on lui
demande de raconter ce qu'il vient de lire. Notre approche est linguistique et s'appuie sur une
conception du lire-écrire qui considére ces deux activités comme des activités langagieres (Lentin)
et interactives (Giasson).

Notre travail s’appuie sur deux hypotheses :

1. il existe une interaction entre ce que I'enfant lit, ce qu'il comprend/integre et ce qu'il peut en
dire par écrit.

2. il existe différents indices linguistiques dans les réponses écrites des éléves qui permettent de
repérer ce que I'éleve comprend et retient du texte lu.

Ainsi, I'analyse linguistique que nous proposons de la reformulation écrite du texte par les éleves,
s'appuie sur des critéres linguistiques appliqués aux textes soumis a I'éleve. Notre approche se
veut qualitative et nous permet de dégager différents indicateurs de la compréhension des éléves
mais aussi de leur degré de littératie (Lafontaine) a partir de ce gu'ils font et non de ce que nous
en attendons.

Notre analyse porte sur des données recueillies aupres d'éleves de 8-11 ans qui ont accepté dans
le cadre scolaire de répondre a un questionnaire portant sur la compréhension de deux textes
narratifs courts.

A travers quelques exemples d'analyses, nous souhaitons dégager diverses stratégies de
traitement du texte qui permettent aux éleves de répondre a des questions de compréhension et
donc a I'enseignant d’évaluer leur compréhension.

Finzgar, Bozena
Slovenia

Books on holidays

Reading outside is pleasure and why not brighten up your summer by reading a book outside: on
swimming pool, in camping places, restaurants, hotels... everywhere... So we sent books on
holidays on 8 different places... and succeeded.

Froment, Mireille
France

Restitution d’'une histoire en PS de maternelle a partir d’une projection de diapositives:
mouvements discursives et «difficile a dire»

A partir de dialogues scolaires en maternelle autour d’albums, on s'attache a décrire la spécificité
des types de mouvements (discursifs et interprétatifs) dans ces situations d'apprentissage.

La notion de «mouvement» (Francois, 1989, 1998) permet de caractériser la fagon dont le sens se
«travaille» a plusieurs, dans la classe, compte tenu du commun au groupe et de I'hétérogénéité de
chacun. Cette hétérogénéité est liée au fait que chaque «enfant-éléve» est socialement pluri-
appartenant. Chacun replace le discours recu, l'objet de discours, dans un/plusieurs cadre(s)
interprétatif(s) selon un/des fil(s)l associatif(s) dont il ne contrle pas le déroulement. Le
mouvement se joue principalement dans les enchainements, sur le discours de I'autre ou sur son
propre discours.

On décrit les mouvements sollicités par I'enseignant et les mouvements spontanés des éléves, mais
aussi les différences de mouvements en fonction de I'album de départ. On décrit aussi en quoi
certains mouvements discursifs sont aussi mouvements de pensée (notion de travail langagier et
cognitif), le travail langagier participant du processus d'apprentissage et d'appropriation des
savoirs. On montre en particulier que I'école attend que les éléves prennent une distance, opérent



un mouvement de «secondarisation» (Bautier & Goigoux, 2004) par rapport a leur expérience et
leurs habitudes langagiéres.

On souligne pour finir le fait que I'analyse des pratiques concrétes dans la classe permet, a partir
de la notion de mouvement, de tenir compte de I'enfant-éléve, c'est-a-dire tout a la fois d’'un
commun a tous les enfants et d’'une singularité irréductible.

Gessnetr, Elisabeth
Germany

Vom Event zum Leseprojekt — Vorleseaktivitaten in der Schule
Vorlesen wird schick

.Lesen ist wieder in“ frohlockt ein erfahrener Aktivist der Leseférderung und bezieht sich dabei
nicht zuletzt auf eine Reihe von erfolgreichen Vorleseaktivitaten in Schulen und Bibliotheken der
Region (Péller 2009). Galt das Vorlesen schon traditionell als ein Konigsweg in die Welt der Blcher,
so machte es nach PISA eine zusatzlich rasante Karriere. Vorlese-Events aller Art schossen wie
Pilze aus dem Boden, nach amerikanischen Vorbild ,lasen’ ganze Stadte, und zwar an mdglichst
extravaganten Orten. Politiker, Schauspieler und prominente Sportler wurden zu Vorlesern und
Lesepaten, Schiler lasen sich gegenseitig, aber auch in Kindergarten und Altenheimen vor, und als
der regelmallige ,Vorlesewettbewerb' des Deutschen Buchhandels sein 50-jahriges Bestehen
feierte, war das dem Bundespréasidenten eine Einladung der 30 besten Vorleser ins Palais Bellevue
wert. Bundesweite Kampagnen wie ,Deutschland liest vor' unter Schirmherrschaft der damaligen
Kanzlergattin Doris Schroder-Kopf sollten ,Kinder und Jugendliche an das Lesen heranfiihren“ und
entwickelten dabei erhebliche mediale Durchschlagkraft (vgl. www.deutschland-liest-vor.de)

Gomes, Suzana dos Santos; Castanheira, Maria Lucia; Green,
Judith Lee

Brasil; USA

Literacy practices in secondary school: which learning opportunities do teachers and
students create in everyday classroom?

This research aims to analyze the learning opportunities teachers and students create in the
classroom to master written language. This is an ethnographic research performed through active
observation of subject classes of an 8th grade group of a secondary public Brazilian school. As
theoretical-methodological approach, the research adopted the interactional ethnographic
perspective in (Castanheira; Crawford; Dixon; Green, 2001); the social-historical approach of the
learning and discourse appropriation in (Vygostsky, 1987, 1991); as well as the discursive and
dialogic approach in (Bakhtin, 1981; 1992) that suggests the association among interaction,
discourse and knowledge. To collect data, observation and classroom ethnographic note taking
(Emerson; Fretz; Shaw, 1995), audio and video recordings (Erickson, 1986, 2006), ethnographic
interviews (Spradley, 1979; Brenner, 2006) and transcripts and data representation (Ochs, 1979;
Koch, 2001; Tannen; Wallat, 2002) were used. The research considers the construction of
knowledge in the classroom as a reflection of the complex and multifaceted nature of discursive
and interactional practices between teachers and students in their social, cultural, and historical
contexts. Results demonstrate that both teachers and students participate in the literacy process in
different contextual dimensions that both inform and constitute knowledge construction in the
classroom.



Jelenko, Tanja
Slovenija

A creative teacher and methods of teaching

Modern school lays great stress on the pupils/students taking active role in lessons; this cannot be
established without a teacher's precise, well-considerate and systematic preliminary preparation of
lessons as it is not enough to give word to pupils/students, i.e., to stimulate them with questions
and tasks to cooperate when dealing with new subjects, revising subjects, etc. Moreover, even an
excellent introductory motivation does not suffice since it often stirs up only initial curiosity, which
soon disappears, especially when the whole work in the class is not designed as a project, in which
pupils/students know exactly what their task is, what aims they should achieve and also what the
significance of their work is.

The lessons should be carefully planned and their objectives presented to pupils/students in a way,
which enables to experience them as «achievable».

A creative teacher constantly tries to invent new attractive methods to achieve the lesson's
objectives; this article deals with the making of a didactic poster, which aims at mastering of the
following skills: comprehensive reading, summarizing, searching for key words, transforming of
verbal messages into non-verbal.

Jones, Joanna; Klarenbeek, Sandra
USA

Health and reading: building literacy together

Building on national concerns for the health of school age children, health educators joined with
reading educators to support the development of literacy skills while enhancing health instruction.
Health skills, like reading skills, need to be practiced in non-threatening situations in order to
become automatic lifelong skills. In this three year project, a reading specialist and a health
education specialist investigate a collaborative health-reading curriculum.

Using six selected novels in the first year of instruction, literature circles were implemented with
thirty-four college children’s literature students and replicated with twenty-eight fifth grade
students. In the second year, additional literature titles were infused into the instruction as well as
additional professional development opportunities were provided for teachers. In the third year,
assessment materials were added to this expanding project. The question guiding this investigative
project was: Do teachers have sufficient understanding of health standards and reading skills to
conduct literature circles that provide a collaborative health-reading curriculum for student?

In most schools across the United States, classroom teachers are the health teachers. Seeing
health education as a separate discipline, teachers do not take time to teach it. In order to
overcome this perception, the current emphasis within health education is to infuse reading with
the health curriculum.

From this project, the researchers found that when teachers select meaningful literature for
reading instruction, students establish understandings in two curricula. The literature acted as the
catalyst for students in non-threatening situations to practice making decisions about their health
and well-being.

Kansy, Helga

Germany

Welcome to the world of German literacy: reflections on teaching adults from culturally
diverse backgrounds

Teaching alphabetization courses in Germany is a challenge. llliteracy is not only a taboo topic but
also a negligence of the German government. This paper offers critical reflections on
alphabetization in Germany and shares some of the experiences teaching alphabetization under the
umbrella of a Volkshochschule (VHS). Overall findings must highlight the failure of the German
government in addressing illiteracy. Based on my own teaching experience, | conclude that



alphabetization classes have their own rhythm und timing: teaching adult literacy requires a great
deal of time, patience, and individual attention.

Kazadi, Corneille
Canada

Mathématiques et littératie: perspective didactique

La littératie mathématique refléte les aspects culturels des mathématiques dans leur enseignement
et dans leur apprentissage. Elle implique une certaine compréhension du langage mathématique
qui véhicule la culture mathématique. Les mathématiques sont I'expression d’'une force de pensée,
de langage et d'action qui s'exprime par des processus pratiguement invisibles pour la plupart
d’'entre nous. Il est crucial, dans la perspective didactique que chaque éléve fasse I'expérience de
cette force a son niveau, qu'il comprenne le sens et en percoive les dangers et les limites afin de
démystifier les mathématiques, de se sentir responsable de sa propre formation mathématique et
d'appréhender son rdle de futur citoyen (D'’Ambrosio, 1998).

Dans ce texte, il est question de clarifier les trois concepts de littératie, de numératie et de
littératie mathématique qui sont polysémiques et de proposer la résolution de problemes comme
une activité mathématique susceptible de soutenir la littératie mathématique.

Kuhley, Horst Paul; Gessner, Elisabeth
Germany

Schule - Sprache — Migration

The article presents a new view on different teaching strategies for the teaching of multicultural
pupils in Germany’s secondary schools. It will show that the label ‘migration background’ is an
inappropriate approach to the very different ‘cultural orientations’ of pupils with a family history of
migration to Germany. In contrast to the beliefs of many supporters of ‘intercultural education’ it is
not enough to support the adherence of young migrants to their ‘home-language’ in order to help
them form their identities. Many young migrants want strong support from the school in their
struggle for success in the German society. In that struggle the language standards used in all
subjects of the secondary schools in Germany present the biggest problem for young migrants.
The article will show how different groups of migrants have different needs for the training of
language skills that will help them to be successful in final exams as well as in vocational training
and in their lives.

Leclerc, Martine; Moreau, André; Lépine, Martin
Canada

Using Professional Learning Communities to Improve Student Learning in Reading:
Better Understanding the Stages of Development

This text presents a framework to situate the developmental stages of schools working as
professional learning communities based on the observation grid of the evolution of the school as a
professional learning community (OGPLC). This chapter aims at assisting teachers and school
administrators in implanting professional learning communities (PLC) in the hopes of improving
students’ reading abilities. Initially, we will discuss the particular context of French Ontario schools,
where this type of functioning seems to be greatly encouraged. Furthermore, we will define what a
professional learning community implies. A distinction will also be established to compare the
functioning of traditional schools and professional learning communities. Lastly, the three
developmental stages of schools working as professional learning communities will be presented as
well as illustrated using the (OGPLC) grid.



Lépine, Martin
Canada

Enquéte sur les pratiques déclarées et les difficultés rencontrées dans I'enseignement
de la littérature a I’école primaire québécoise

L'amateur, selon I'’étymologie, c’est celui qui aime. En matiére de formation littéraire scolaire, il
conviendrait de faire de chaque éléve des amateurs éclairés de littérature (Dumortier, 2001, 2005,
2009), des amateurs qui arrivent a comprendre, a interpréter et a apprécier des ceuvres.
Cependant, il semble qu'a I'école, le temps passé a lire et les attitudes positives envers la lecture
diminuent plus les écoliers avancent dans leur parcours scolaire (Baudelot, Cartier & Detrez, 1999;
Lebrun & Baribeau, 2003; McKenna, Kear & Ellsworth, 1995). La didactique de la littérature, champ
de recherche en émergence (Fourtanier, Langlade & Rouxel, 2001) dans lequel nous nous
inscrivons, se préoccupe, en plus de l'histoire de la discipline, de ses finalités et de ses
fondements, des conditions, des instruments et des démarches liées aux pratiques scolaires. Les
travaux dans ce domaine visent donc, pour les écoliers du primaire en particulier, d'apprendre a
comprendre et d'initier au plaisir de lire de la littérature (Tauveron, 2001a). Cependant, il reste a
voir pourquoi tant d’enseignants semblent, selon certains chercheurs (Rosier & Dufays, 2003),
résister aux recherches didactiques innovantes tournées vers l'acquisition de savoirs littéraires
structurés.

Levesque, Jean-Yves; Lavoie, Natalie; Marin, Jessy
Canada

Etayage d’enseignants et écriture en dyades chez de jeunes scripteurs

Afin de favoriser la réussite du plus grand nombre d'éleves, la réforme québécoise des années
2000 reconnait l'importance des interactions sociales entre éléves dans l'apprentissage. Par
ailleurs, au cours des derniéres années, des recherches ont mis en évidence que I'étayage semble
une stratégie d’enseignement-apprentissage efficace. Toutefois, peu de recherches se sont
préoccupées de l'effet d'un étayage auprés des éleves sur la qualité des interactions qui sont
produites et la recension des écrits permet de constater que cet objet n'a pas été étudié dans des
situations d'écriture avec des jeunes scripteurs. Les objectifs de la recherche sont de mesurer
I'effet de I'étayage sur le niveau d'élaboration des interactions entre éléves du premier cycle du
primaire dans des taches d'écriture et de mesurer I'effet du niveau d’élaboration de ces interactions
sur les productions écrites. L'échantillon est constitué de 8 classes (4 classes expérimentales et 4
classes témoins) de premiére année du primaire et 8 classes (4 classes expérimentales et 4 classes
témoins) de deuxieme année. Le niveau d'élaboration des interactions de méme que la qualité des
productions écrites sont mesurés avant et aprés I'expérimentation. Les enseignants des groupes
expérimentaux sont entrainés a étayer les interactions des éléves. Pendant I'expérimentation ils
font réaliser hebdomadairement une tache d'écriture aux éleves regroupés en dyades et procedent
a I'étayage des interactions.

Une bréve syntheése du contexte problématique et du cadre théorique de la recherche sera
exposée. Ensuite, les outils méthodologiques seront présentés ainsi que les résultats. Certaines
propositions pédagogiques clétureront la présentation.

Lobianco, Terezinha
Brasil

The Interaction of Language and Para-language: New Meanings for New Readers

This research explores the new meanings that readers are faced with nowadays when dealing with
an extremely diversified written page. It investigates the effect of the interplay of paralanguage
and language on the accessibility of written texts. It examines textual factors that may hinder the
reader”s understanding of the message.

Although studies of reading comprehension have traditionally concentrated on the language of
texts, many written texts also rely on paralinguistic features to convey their messages, and to



complement, illustrate, clarify and organise their content. Hence, it is paramount that a study
investigating obstacles for reading comprehension be able to account for the complex web of
paralinguistic devices, not only present in every language classroom but also essential for
communication in the world today.

A corpus of written texts was composed for the purpose of the study. Verbal protocols and
interviews were used to gain access to readers” interpretative processes when dealing with texts
from the corpus. They aimed to evince accessibility problems. The application of this procedure
both verified the hypotheses and revealed new facts, thus increasing understanding of the factors
that contribute to the accessibility of written texts.

Lopes, José M.
Portugal

Reading the pictorial text — A hermeneutical analysis of Paul Delveaux’s the Pitzer
Museum

After revisiting some of the concepts pertaining to the semiotic analysis of paintings, namely by
Louis Marin, a brief history is made about the relations of literary and pictographic texts, from
Lessing’s Laocoonte to the theoretical works by W. J. T. Mitchel. We then proceed to an indication
of the aspects to be taken into account when analysing a figurative painting, and to the analysis of
the specific work by Paul Delvaux entitled The Spitzner Museum (1943). One of the characteristics
of this analysis is the tentative of finding marks of historicity even in a painting that presents us
with a surrealistic mode of representation. A comparison between some elements of this painting
with similar ones in other works by the same artist is also made.

Martens, Ray; Martens, Prisca
USA

Reading Written and Pictorial Texts

In this paper we report the findings of a study in which we helped students learn to read and
integrate the meanings in the pictorial text (illustrations) with the meanings in the written text to
construct meaning. The research question we investigated was: How does learning to read the
meanings of art in pictorial texts along with reading the meanings in the written text relate to third
graders’ understandings of stories in picture books? Since the relationship between art and reading
is identified as a neglected area of research (Kiefer, 1995; Sipe, 2008), understanding the
interconnections between art and reading and how they can be brought together to support
learning is critical.

Martinez, Gilda; Laster, Barbara; Conte, Betty
USA

Message Boards: A Springboard to Literacy

The Message Board activity is a voluntary sharing of important events on large or small
chalkboards by Pre-Kindergarten students, teachers and parents. It encourages children to be
active participants in language learning. It is a variation of the traditional show and tell activity.

To begin this multiple case qualitative study, a preschool teacher took pictures every day over the
past ten years of all the Message Boards written by her students. She placed the pictures in a log,
recorded the oral messages next to the pictures, and noted the dates and students’ names. In
2007, outside researchers (from Towson University) interviewed the teacher and the students
about the message boards. The outside researchers also observed Message Boards in action and
collected documents from the teacher related to Message Boards, such as the logs, children’s
observation records, and the curriculum. By doing so, data triangulation was created, which is
essential for effectively examining case studies in qualitative research (Stake, 2000).

The logs were analyzed, coded for key phrases (Flick, 2002), words, or picto-writing, and patterns
that evolved were studied to note student progress (Bogdan & Biklen, 2003). Charts were created



to segregate the data by: native English speakers, English Language Learners, and year - 1997 vs.
2007. The Message Boards were then analyzed to determine: literacy development, similarities and
differences among English language learners and native English speakers, and how Message
Boards compared in 1997 to 2007. The results will be reported in this poster presentation.

Martins, Maria da Esperanca
Portugal

Mother tongue textbooks and the acquisition/development of reading comprehension
competences

Reading comprehension holds a key position in the building of the future of both individuals and
societies, since regular reading habits contribute towards an active and reflective exercise of
citizenship.

International and national studies on literacy have been recently conducted in order to assess the
proficiency of the measures taken to improve reading comprehension in modern societies. In spite
of all the efforts, the Portuguese population shows little changes since the first results obtained
more than ten years ago.

New studies centred on strategies and resources for teaching/learning reading comprehension try
to identify and characterise the problems, in order to find suitable solutions.

Research on teaching/learning reading comprehension has shown that textbooks can present
characteristics that are an obstacle to the development of motivated, competent and critical
readers.

Our study intends to determine the influence that textbooks used for the teaching of Portuguese as
a mother tongue have on the acquisition/development of reading comprehension competences by
the students.

Therefore, our main aims are: i) to draw a reader's profile based on the acquisition/development of
reading comprehension competences which promote academic success and social integration; ii) to
analyse textbooks associated to the teaching/learning of Portuguese as a mother tongue in order
to assess their adequacy in the acquisition/development of transversal reading comprehension
competences during the attendance of compulsory education and iii) to define essential principles
for the designing of textbooks capable of supporting a teaching/learning process which encourages
the acquisition/development of such transversal competences.

Moreau, André C.; Leclerc, Martine; Québec
Canada

Learning data underlying interventions based on the reading needs of students

The present document describes the results of the first phase of a joint research project aimed at
exploring the evolution of learning in reading ability by students from the first to the third grade in
eight schools located in a Canadian minority community. The objective is a better understanding of
the impact on students of the implementation of new teaching strategies based on three factors:
a) teaching strategies for reading, based on the Guide to Effective Reading Instruction (OME,
2003), b) the use of learning data to facilitate an informed selection of literacy intervention
strategies, and c) working as a professional learning community. The results and their analysis
place the emphasis on the use of learning data underlying interventions centred on the reading
needs of the student.

Morgado, Margarida

Portugal
Visualising Europe: Visual Literacy and Intercultural European Education Project

Presentation of the Visualising Europe: Visual Literacy and Intercultural European Education
project, developed under the Comenius/Socrates framework, from the perspective of its theoretical



rational and its materials. The project puts forward an integrated approach for the development of
visual literacy and intercultural education and offers materials that integrate means to negotiate
multiple cultures, languages, (visual) texts and inter-texts, the local and the global. The visual texts
in the Pupils’ Workbooks 1 and 2 are taken as cultural artifacts that communicate meaning while
being culturally specific materials. The methodology for the analysis of visual texts includes
recognising what is being represented (the natural theme), understanding the symbolic content,
the visual text type and its function, as well as understanding the cultural contexts of its production
and consumption. To look is proposed as a cultural practice in which production, consumption,
beliefs and meanings that lookers carry onto a particular visual text are important as a means of
meaning making and ‘constructing’ a particular worldview. Using the notion of constructivism, the
Project, which aims at developing ways of seeing and at inviting young people (6 to 12 year-olds)
to get actively involved in meaning making of their surrounding worlds, presupposes that learners
should be active in order to develop their own ways of seeing, interpreting and explaining why
they see the way they do. This way the skills they develop may be transferrable to situations that
require interaction and negotiation with other cultures.

Mourao, Sandie
Portugal

Multilingual use of the multimodal: picture books in an English language class

The paper presents the findings of a pilot project investigating the use of English picture books in
pre-school English classes in Portugal. Picture books representing parallel and interdependent
storytelling models were used during read aloud sessions. Transcripts of the audio recordings of
these read alouds were analysed and categorised according to the utterances prompted by the
verbal or the visual. Results show that foreign language production is extended when both the
verbal and visual in picture books are used for language input and that children are more actively
involved in meaning making. Implications are discussed.

Parker, Karen L.; Parker, Leonard W.
USA

Comprehension with character: lessons from Newbery Books

The inclusion of literature-based character education provides an additional dimension to reading
methods courses. Newbery books provide sufficient depth to allow comprehension beyond the
literal level and include moral dilemmas and strong characters to teach character education
naturally.

Piasecki, Peter
Germany

Erfassung und Entwicklung des Leseverstandnisses von Tabellen, Graphiken und
technisch strukturierten Zeichnungen — Eine Untersuchung bei Jugendlichen und
jungen Erwachsenen mit Behinderungen in Ausbildung

Die Lese- Rechtschreibschwéche (LRS) weist auf mangelnde Kompetenzen vor allem von Kindern
und Jugendlichen innerhalb der Primar- und Sekundarstufe | hin, geschriebene Texte
altersangemessen zu verstehen, zu schreiben, zu nutzen und Uber sie zu reflektieren. Wahrend der
Berufsausbildung, in der Alterstufe von etwa 16 bis 24 Jahren, treten neben jetzt starker
geforderten berufsbezogenen Lese- und Rechtschreibkompetenzen zusétzliche berufsbezogene
Lesekompetenzanforderungen im Umgang mit Tabellenwerken, graphischen Darstellungen und
Technischen Zeichnungen hinzu. Hierbei geht es einerseits um das Leseverstdndnis auf Grund
bestimmter Fragen zur Anwendung von Tabellen und Graphiken, andererseits aber auch um die
Anfertigung von aussagegenauen Zeichnungen und Skizzen.



Wahrend es in der neuesten Literatur inzwischen vereinzelt Konzepte zur berufsbezogenen Lese-
und Rechtschreibférderung in der Berufsausbildung und im Arbeitsleben gibt, wird der Aspekt des
Leseverstandnisses von Uber die Texte hinausgehenden kommunikationsbezogenen Inhalten nur in
ersten Ansatzen punktuell beachtet und erforscht. In dem geplanten Paper sollen deshalb erste
diagnostische Ansatze zur Forderung dieses spezifischen Leseverstandnisses vorgestellt werden,
die sich auf Auszubildende in den Berufen fiir Menschen mit Lernbehinderungen beziehen und die
die Berufsfelder Metalltechnik sowie Erndhrung und Hauswirtschaft betreffen. Die Untersuchungen
finden statt im Rahmen eines vom Bundesministerium fur Bildung und Forschung (BMBF)
unterstutzten  Forschungs- und  Entwicklungsprojektes, welches im Rahmen eines
Verbundvorhabens zwischen der TU Dortmund und dem CJD Dortmund, wo Uber 250 junge
Menschen mit Behinderungen eine Berufsausbildung durchlaufen, realisiert wird.

Diagnostic and development of reading comprehension for tables, graphs and technical
drawings — A study with young people with handicaps in vocational training

In 2007 the German Federal Ministry of Education and Research invited tenders for a programme
in the field of literacy and basic education for adults.

In cooperation the Technical University Dortmund and the Christian Youth Village Foundation in
Dortmund will therefore realize a project from 2008 to 2010 for the improvement of chances in
prevocational and vocational training as well as to help young adults in their first steps in working
life.

Rackwitz, Rudiger-Philipp

Germany

Dialogue-based diagnostics of reading and orthographic development of illiterate
adolescents and adults: concepts, methods and materials to assess and follow-up their
skills and development.

According to estimates in Germany about four million adolescents and adults with German as their
first language are considered to be functionally illiterate. Approximately 20,000 of them are
currently attending courses at adult education centres to learn reading and writing. The skills and
competences of the participants of such courses usually vary a lot. Consequently, their teachers
must not only be able to arrange differentiated learning situations and to offer a rich variety of
learning materials, which meet the individual skills and competences. To do so, they must also be
able to assess the individual reading and writing competences of each student and to interpret
them in order to find out how to stimulate and support their further development. Such a diagnosis
can be efficient only, if the learners are given the opportunity to express their own views on the
progress of their performance and on the adequacy of their learning and development
opportunities.

The aim of the joint research project PROFESS (www.profess-projekt.de), funded by the German
Federal Ministry of Education and Research, is to develop and evaluate a Master Study Programme
“Alphabetisation and Basic Education” for the education and training of teachers and counsellors of
adolescent and adult illiterates. Within the project a group of researchers at the University of
Siegen and the University of Education in Schwabisch Gmund is developing and evaluating
concepts, methods and materials for dialogue-based diagnostics of reading and orthographic
development as well as a training module preparing for their professional use for the Master Study
Programme, which will be presented and explained within the poster presentation.

Reulier, Jocelyn
France

La compréhension en lecture: Le rdle des interactions entre pairs dans le
développement de la métacognition

Notre recherche doctorale prend son ancrage d'une part, dans I'analyse comparée des Instructions
Officielles de La France et du Québec, d’autre part, dans des constats effectués par des évaluations



internationales sur les compétences des éléves de fin de primaire en lecture, et enfin, dans des
modeles d'enseignement-apprentissage de la compréhension en lecture validés notamment par des
chercheurs nord-américains et francais. Elle s'intéresse tout particulierement aux aspects
métacognitifs relatifs aux difficultés de compréhension de lecture et se référent au modele de
I'enseignement réciproque proposé par Palincsar et Brown (1984) dont la validité en regard de
I'amélioration de la compréhension en lecture des éléves en difficulté est reconnue. Néanmoins,
méme si ces études ont permis de révéler que les interactions entre pairs portant sur des
stratégies métacognitives permettaient aux éleves en difficulté de progresser, elles visaient
principalement a déterminer la validité du modéle sans pour autant apporter des éléments de
compréhension sur la nature des interactions dans le développement de la métacognition. L'inédit
de notre recherche repose sur I'élaboration d'un dispositif plus adapté aux réalités de classe et
centré sur les stratégies métacognitives puis permettra d’acquérir une meilleure compréhension de
I'articulation entre les interactions sociales entre pairs, la métacognition et I'accés au sens de I'écrit
d’éléves initialement reconnus en difficulté de compréhension. La question de recherche est la
suivante: en quoi les interactions entre pairs permettent de développer la métacognition et font
progresser I'éléve initialement en difficulté de lecture? Du fait des concepts mentionnés ci-avant, le
cadre épistémologique est I'approche socioconstructiviste.

S4, Cristina Manuela
Portugal

Teaching Portuguese for the development of transversal competences

Modern education emphasizes the importance of developing competences essential to life in an
ever changing society.

Teaching the mother tongue contributes to the development of transversal competences, which
play a primordial role in success at school and in social and professional contexts.

Reading and writing are included in this set of competences.

Otherwise, one must recognize that the teaching of all the other subjects may contribute to a
better performance in reading and writing, because all the verbal intercourse between teachers
and pupils takes place in the mother tongue. So, teachers of all the other subjects should
recognize this role and act according to it for the benefit of their pupils.

Thus, we conducted a series of studies leading to the presentation of PhD and Master dissertations
and centred in the analysis of the principal features of this issue.

Some of them concern the conceptions of the actors involved in the process (teachers, pupils,
people in charge in the schools, supervisors, teacher trainees). Others deal with the analysis of
instruments devoted to the transversal approach of the teaching of mother tongue. Some of them
are focused on the design and assessment of classroom practices leading to a new kind of
curricular management contributing to an effective development of transversal competences while
learning the mother tongue.

These studies (and others still taking place) produced some tips to strengthen the contribution of
school for a better preparation for life.

Stanké, Brigitte

Canada
Réle de la mémoire lexicale orthographique dans I'acquisition de I'orthographe lexicale

Trois études ont été réalisées afin de démontrer que Il'acquisition des connaissances lexicales
orthographiques acquises de facon implicite et explicite dépendrait de différentes capacités
cognitives indépendantes, dont notamment la capacité de mémoire lexicale orthographique
(rétention a long terme).

Ces trois études ont été menées aupreés d’'une population d'enfants franco-québécois, issus d’'un
groupe initial de 338 enfants, suivis de la fin de la maternelle a la fin de la deuxieme année.
Diverses taches ont été soumises aux participants au cours de cette étude longitudinale, avant
I'apprentissage du langage écrit, et lors de cet apprentissage. Les taches visaient a évaluer le
niveau des connaissances orthographiques implicites (maternelle) et explicites (premiere et



deuxiéme année) ainsi que la contribution respective des facteurs cognitifs (traitement
phonologique, traitement visuoattentionnel et mémoire lexicale orthographique a court et a long
termes). Ces études sont les premiéres, a notre connaissance, a examiner le role de la mémoire
lexicale orthographique sur I'acquisition ultérieure des connaissances orthographiques implicites et
explicites a la fin du premier cycle du primaire.

Stellakis, Nektarios; Kondyli, Marianna
Greece

Children’s utilization of written language in meaningful situations: literacy events in
role play contexts

In this paper, the participation of preschool aged children (4, 5 — 6 years old) in literacy events
during “free choice” activities in play corners in a kindergarten class is investigated.

Play, and especially role play, seems to be the most meaningful activity for children through which
they are motivated to be engaged in authentic literacy events. It seems that only in these
communicative contexts children’s reservoir of literacy knowledge becomes fully activated. Data
collected through an ethnographic observational approach in a Greek kindergarten during a four
week period empirically support the assumptions about the emergence of literacy as situated
practice, and more specifically the reinforcement of literacy throughout role play. The
communicative purposes into a specific context (scenario) enact children’s situated literacy
practices and, therefore, enhance the socio-semiotic recourses of literacy events as social
interaction.

Observation of children’s reading and writing in context initiated by them not only provides
evidence of their knowledge about the symbolic nature of written language and of the purposes it
is used for, but also illustrates the significance of pre-school education in the development of early
literacy, by supporting children’s investigation and engagement with written language.

Streelasky, Jodi

Canada

Preschool children’s use of photography to document their out-of-school literacy
practices and partners

This paper will present data from an action research study that occurred over an entire school year
in an inner-city early childhood Canadian classroom. In this study, photography was used to elicit
the children’s views of their meaning-making practices in their homes; including documenting the
role of guiding lights (Padmore, 1994) in their out-of-school lives. Each child was given a digital
camera for a one-week timeframe to document the objects, people, and practices that play a role
in shaping his/her home literacy life. This sociocultural research was informed by emerging work in
multimodalities (e.g., Jewitt & Kress, 2003; Kress & van Leeuwen, 1996, 2001) which argues that
as children develop as social beings, both language symbol systems and multiple symbol systems
(e.g., pictorial, digital) play an important role in their lives. This study looked at the ways children
and their families defined literacy through particular ways of acting, believing, and valuing literacy,
and how through the use of photographs, young children were provided with opportunities to
document what it means to be literate from their own perspectives. The intention of this research
was to analyze how children’s photographs can inform primary classroom teachers about the
meaning-making practices utilized by students in their homes, and how the relationship of home to
school literacy can be explored.



Strong, Mary W.; Wood, Geralee
USA

Using Journaling Attributes to Improve Struggling Sixth Grade Readers’ Response to
the Comprehension of Narrative Text

The purpose of the study was to determine if teacher directed journaling activities could help
struggling sixth grade readers understand and remember narrative text. The teacher taught the
following journaling response attributes to her struggling students: how to predict of what events
might occur, how students could connect to the materials, vocabulary enrichment, how to develop
opinions and questions, how to clarify their own text misconceptions, how to determine character
and thematic insights, and author’s technique. Students were given instruction in journal response
attributes before, during, and after they were engaged in reading appropriate narrative texts.
Student journal response entries were examined to assess the type of statements used by the
students. Results indicated that there was an increase in the quantity and quality of journal
responses.

Tabakovska, Natasa Blazeska; Janusheva, Violeta
Republic of Macedonia

Group work and assessment: effects of individual work on group success

Many projects in Macedonia have enriched the educational system with techniques and strategies
that offer the teacher powerful tools to improve everyday educational practice and to perform
effective teaching. It is a fact that active methodology has found fertile ground in Macedonia, i.e.
teachers have implemented active methodology in their everyday practice. It is a fact that this
implementation has brought many new directions which shape the way teachers should think
about the positive aspects of active methodology.

The implementation of active methodology has put new questions and challenges to the teachers.
In this session, we want to stress the meaning of the group work, i.e. when the students are
performing an activity to understand some specific content in the class. Group work is very strong
tool to animate the students and to put them into an active role. Our researches and our everyday
practice has shown that our concern should be to question the way we asses (formative or
summative) not only the results of the group work, but also the results of the individual work in
the group. Teachers need to ask questions about how will we asses all of the students within the
group — how will teachers know that everyone in the group has given his or her maximum, that
everyone has done what was expected and that he or she — and nobody else — has done that
individual's work in the group.

Thoughts about this complex question encouraged us to examine and analyze it very deeply and to
offer some possible ways to resolve this issue. We propose that our suggestions will provide
solutions to some of the dilemmas of teachers have about group work.

Temur, Turan
Turkey

The process of development of mother tongue laboratory

Reading laboratory is the place where academic studies are conducted in order to identify reading
miscues of the students with reading disability, describe identified miscues and decrease such
reading miscues. In such laboratories, beside learners with reading disability, also other students
sometimes join activities such as reading comprehension, using reading strategies, informative acts
and practices in several types of reading in small or larger groups. Considering the functional
structure thereof, the laboratories can be said to serve two main goals: first of all, to identify
developmental level of students’ reading skills; secondly, to carry out exercises to improve reading
comprehension skills. It was decided to establish a laboratory in the Private Maya College with an
eye to accomplish abovementioned objectives. The Project, which can be considered as a
distinctive laboratory for developing mother tongue, is composed of two basic processes: (a) the



process of analysis, (b) the process of development. The former aims to photograph the
development process of students’ language skills while the latter aims to support individuals, if
needed, with further exercises related with learning language. Main challenges met in the process
of establishing a reading laboratory can be listed as follows: the lack of a standard scale for
analyzing reading, that the libraries are not eligible for reading exercises, lack of reading specialists
to facilitate reading exercises, that readability of children’s books cannot be identified, and that
basic vocabulary lists cannot be drawn up.

Todorov, Nada
Serbia

Function of libraries and internet in purpose of achieving learning while
implementation of Bologna process

Modern library, with its technical support, gives exceptional possibilities for quicker gathering of
data while studying. Because the studies in Bologna process are assuming efficient studying and
mostly one-semester exams, the research on the gathering of material necessary for students
learning was not taken — solely over the internet, immediate work in library, or combining sources.
The basis of this work will be research on attitudes of students of Pedagogical faculty in Sombor
and Faculty of technical sciences in Novi Sad (I, 111, IV year of study, sample 150 + 150 students,
questionnaire method). The research will take place at the end of December 2008. Hypothesis of
research is: students of Technical faculty are using internet more than library, while the situation
with students of Pedagogical faculty is inverse. The dependent variable will be success of students.
Under hypothesis of research will be: 1) students of humanitarian faculties are using more
immediate work in library, 2) students of technical sciences are more using data from the internet ,
3) the level of achievement in the year before was not contingent upon the way of work. The data
will be processed by parallel statistical, analitic-synthetical and descriptive method.

Valerie, Lynda
USA

Impact of on-line writing groups in a National Writing Project Invitational Summer
Institute

The National Writing Project (NWP) has made a positive impact on student writing across NWP
sites as compared to the writing of students whose teachers were not participants (Eldman-Aadahl,
& Sterling & Buchanan & LeMahieu & Friedrich, 2006). A key component of NWP training includes
an extensive Invitational Summer Institute (ISI) in which teachers experience long-term face to
face writing interactions with their colleagues for both personal and professional writing. Requests
to maintain a reflective learning community beyond the Invitational Summer Institute have been
consistently made by the NWP fellows at Central Connecticut State University. This investigation
explores the impact of online writing workgroups as an aid to maintaining and enhancing the
professional community developed in the ISI.

Teachers will be asked to do the following on a monthly basis:

1) Submit a piece of writing for response,

2) Provide feedback to others within group,

3) Reflect on their writing as it connects to classroom practice.

The data will be qualitatively analyzed and will include online writing responses and artifacts and
participant interviews in light of the following research questions:

1) What are the supports and challenges of establishing and maintaining an online learning
community of writers? 2) What are the benefits and drawbacks to the members of the group? 3)
In what ways if any does this experience impact their teaching of writing? 4) How can we use what
we have learned to address the need for teachers to continue to be part of a learning community
beyond the Summer Institute?



Zsigmond, Istvan
Romania

Role of conditional knowledge in conscious reading: the integrative model of
metacognition

The central role of metacognitive processes in conscious reading is well-demonstrated by now.
However, there are still problematic aspects regarding the concept of metacognition: what makes a
process metacognitive? How could we firmly distinct metacognitive processes from cognitive ones?
The answers to these questions will define the way we construct intervention programs for
improving reading comprehension. If we want to teach metacognitive strategies to use in reading,
and to prompt the using of these processes in order to improve reading comprehension, we have
to formulate a precise definition of metacognitive processes.

In order to answer these questions | have created the Integrated Model of Metacognition (IMM).
The model builds on current models of metacognition and of problem solving. Theories and results
of previous researches regarding the role of declarative and procedural knowledge in thinking
processes are considered as well. | present IMM-based arguments that conditional components
make strategies metacognitive, so this kind of knowledge can be used to differentiate
metacognitive processes from cognitive ones. Although there are several researches arguing for
the role of conditional knowledge, the IMM is a model which incorporates this kind of knowledge in
metacognitive processes, and in problem-solving processes in general. IMM is well-suited for
modelling the role of metacognitive processes in conscious reading.

According to IMM, teaching conditional knowledge in conjunction to procedural ones is the key
ingredient of any metacognition-based teaching comprehension educational program.



Hipotese silabica e variabilidade intra-figural na fonetizagc&do de escritas
infantis: da escrita manual para o computador.

Tiago Almeida

Escola Superior de Educacéo de Lisboa, Instituto Politécnico de Lisboa.
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1. A estabilidade grafica como processo evolutivo

A obrigacdo de escrever uma mesma palavra da mesma forma nédo foi uma
condicao inicial nos sistemas de escrita alfabéticos, nem mesmo para os nomes
proprios. Diversos estudos (Desbordes, 1995; Catach, 1996; Diaz, 2001; Blanche
Benveniste, 2002, cit. Molinari, 2007) indicam a existéncia de uma evolugdo
progressiva nos sistemas de escrita até se definir um padréo de estabilidade grafica
e fonética dos diferentes codigos. Do ponto de vista histérico a variagdo grafica
nunca foi considerada um obstaculo a compreensdo da mensagem escrita, ainda
assim a escrita evolui na direccdo de uma crescente estabilidade gréfica para
facilitar a legibilidade a um publico mais alargado.

Ao considerarmos estas breves referéncias sobre a evolucdo histéria da
estabilidade grafica da escrita facilmente percebemos que a forma como se escreve
hoje em dia néo resulta de um ponto de partida estabelecido desde logo, mas sim,
de um processo evolutivo com etapas graduais e progressivas que nos conduziram
aos sistemas de escrita contemporaneos (Molinari & Ferreiro, 2007).

Do ponto de vista evolutivo, se considerarmos a escrita como um utensilio
humano, caracteristico da producao cultural enquanto espécie, a progressiva
estabilizacdo grafica, ao longo do tempo, pode ser encarada como uma parte da
“fildgenese” do Homem. Da mesma forma que este processo se deu num ambito
mais alargado (toda a espécie), também se da na apropriagao individual da escrita
(individuo). Assim, poderemos considerar que uma parte da “ontogénese” da
descoberta da escrita, pela crianca (individuo), passa também pela apropriacdo que
a mesma sequéncia de letras codifica uma mesma palavra (Alves Martins, 1996).

Assume-se entdo que, também para a crianca, a estabilidade grafica da
escrita € uma conquista e ndo um ponto de partida (Molinari & Ferreiro, 2007).

O estudo de Molinari (2007) avanca com uma analise pioneira da evolucao da
estabilidade gréafica da escrita em criancas de idade pré-escolar. O seu objectivo foi

analisar, pormenorizadamente, as letras usadas na producado de pares de palavras



(primeiro  manualmente e, posteriormente, a computador), identificando e
classificando diferentes modos de produc¢éo quanto a estabilidade grafica dos pares
produzidos.

Os resultados da autora (op. cit.) indicam que os precursores da estabilidade,
na producdo escrita de nomes comuns, estdo relacionados com os niveis
conceptuais e que tal estabilidade se inicia a partir do nivel sildbico com
fonetizacéo, obtendo-se, quase na totalidade, no inicio do periodo alfabético.

A evolugdo das producdes com estabilidade, segundo Molinari e Ferreiro
(2007), ndo se pode caracterizar como sendo um desenvolvimento linear e
continuo, traduzido por uma acumulacdo paulatina de letras com valor sonoro
convencional.

Molinari e Ferreiro (2007) classificam quatro tipos de identidade gréfica que
podem surgir nas producdes escritas de criancas em idade pré-escolar:

a) Sem identidade: pares cuja semelhanca entre as palavras produzidas
nos dois momentos de escrita é nula, ou seja, ndo existe qualquer
proximidade entre os dois momentos de producdo. Este tipo de escrita
aparece com maior frequéncia nas producfes das criancas pré-silabicas

(por exemplo na palavra PATO, a crianga escreve numa primeira producéo |
(pa), Y (to) e numa segunda producéo O (pa), E (to));

b) Identidade parcial: pares cuja semelhanca entre as palavras produzidas
nos dois momentos de escrita é proxima, ou seja, existem letras que se
repetem nas dois momentos de producdo. Contudo, as diferencas
verificadas entre os pares ndo podem ser nas letras pertinentes, apenas nas
outras (por exemplo na palavra PATO, a crianca escreve numa primeira
producédo P (pa), Y (to) e numa segunda producéo P (pa), E (to));

c) ldentidade total: pares cuja semelhanca entre as palavras produzidas
nos dois momentos de escrita € total, ou seja, existem total concordancia
nas letras mobilizadas nos dois momentos de produgéo (por exemplo na
palavra PATO, a crianca escreve huma primeira producédo P (pa), T (to) e
numa segunda producéo P (pa), T (t0));

d) Alternancia grafo-fonética: pares cuja a semelhanga entre as palavras
produzidas nos dois momentos de escrita € préxima, ou seja, existem letras
que se repetem nos dois momentos de producdo, embora se verifiquem
variacdes na mobilizac&do de pelo menos uma letra pertinente entre os pares
(por exemplo na palavra PATO, a crianga escreve numa primeira producao
P (pa), T (to) e numa segunda producéo A (pa), T (to).

O estudo das alterndncias grafo-fonéticas através da utilizacdo do
computador e do processador de textos, revelam-se particularmente interessantes
pela potencialidades de analise que oferece em relagcdo os modos de evolucéo
infantis em relagdo & escrita. Com esta metodologia Molinari (2007) conseguiu
diferenciar as formas de producdo escrita, realizadas manualmente e em

computador.



2. Utilizacdo do computador na apropriacdo da escrita.

Existem poucos estudos que relacionem a escrita manual e a escrita em
computador com 0s niveis conceptuais relativos a linguagem escrita introduzidos
por Ferreiro e Teberosky (1986). Consequentemente ndo existem certezas se a
utilizacdo do processador de textos traz vantagens as criancas pequenas como as
trazem para escritores mais experientes. Mas também néo existem indicios para
pensar que a iniciagdo a linguagem escrita, realizada através da utilizagdo do
teclado de processador de textos, seja um obstaculo para a crian¢a. Pelo contrario,
diversos estudos apontam algumas tendéncias favoraveis quando o computador é
utilizado na iniciacéo a linguagem escrita (Haugland, 1992; Shilling, 1997) .

Shilling (1997) considera que a interac¢do precoce com o processador de
textos pode oferecer a crianca boas oportunidades para aprender o sistema de
escrita, quando utilizado em préticas de producéo similares a da prética social e em
contexto educativo.

Também Piazza e Riggs (1984) descobriram que, através da exploragdo da
linguagem escrita com processador de textos, em contextos ludicos, a crianca
descobre relagbes entre os grafemas e os fonemas e comeca a formular a suas
proprias hip6teses. Recentemente, o estudo de Molinari (2007) refere que o
computador, nomeadamente, o teclado e 0 processador de textos sdo instrumentos
importantes, com uma fung&o educativa precisa, que possibilitam um amplo espago
de deciséo para os alunos, pois oferecem a oportunidade de interagir com todas as
letras (Molinari & Ferreiro, 2007).

Naturalmente, devemos colocar a questdo se serd mais facil ou dificil, do

ponto de vista infantil, a producéo de escrita mediante a utilizacdo do computador.

3. Objecto de estudo e questdes de investigacdo
O objecto de estudo deste trabalho é o processo de construcdo da estabilidade
grafica na producdo escrita de nomes comuns, por parte de criancas em idade pré-
escolar. Assim, pretendeu-se analisar a natureza das variacdes e as identidades
que existem no processo de estabilizacéo grafica das producdes escritas infantis.
Investigacbes anteriores (Alves-Martins, 1996; Ferreiro & Teberosky, 1986;
Ferreiro, 1988) em espanhol e em portugués, indicam que no comec¢o das
producdes escritas alfabéticas as palavras com silabas CV do tipo “bala” e “rato”
apresentem estabilidade gréfica. A crianca tende a representar as mesmas letras
na mesma ordem cada vez que escreve as palavras.
Ferreiro e Zamudio (in press, cit. Molinari, 2007), referem que esta aquisi¢cao
apresenta formas distintas noutras estruturas sildbicas, por exemplo nas silabas

CCV e CVC. A estabilidade obtida nas silabas CV nado se transfere de imediato a



estruturas silabicas mais complexas. A estabilidade grafica da escrita - tal como
sucede com outras conquistas infantis - parece resulta dum processo de
aproximacdes sucessivas, isto é, duma conquista conceptual, cuja histéria é
necessario explorar nos niveis conceptuais precedentes.

Diversas investigacdes (Ferreiro & Teberosky, 1986; Alves-Martins, 1996)
permitiram evidenciar varias etapas na evolugdo conceptual infantil sobre a
natureza da linguagem escrita. Neste percurso destacam-se as escritas infantis néo
determinadas por critérios linguisticos e a evolug¢ado para escritas determinadas por
critérios linguisticos, primeiro com as escritas silabicas onde se estabelece uma
correspondéncia termo a termo entre as letras a escrever e as silabas das palavras
e depois procedendo a uma analise que vai para além da silaba, com as escritas
silabico-alfabéticas e alfabéticas.

Desde o0s primeiros momento evolutivos as criancas constroem critérios
gquantitativos e qualitativos para diferenciarem as suas producdes escritas e, assim,
garantirem que palavras diferentes sdo representadas de formas diferentes. Nestes
trabalhos, e noutros realizados no ambito da psicogénese da linguagem escrita, a
énfase esta colocada na forma como as variagdes quantitativas e qualitativas sédo
utilizadas para garantir producgdes escritas de palavras diferentes. A exigéncia de
colocar letras diferentes, ou de mudar a ordem das mesmas, ndo implica que as
criangas utilizem as mesmas letras na mesma ordem para dizerem 0 mesmo.

Assim, com a presente investigacdo pretendeu-se estudar o seguinte
problema: de que maneira estes critérios qualitativos e quantitativos podem
influenciar a escrita das criancas quando se trata de escrever a mesma palavra em
momentos sucessivos - pares de palavras - sem consulta entre versoes.

Procurdmos analisar os critérios que as criancas usam quando enfrentam a
tarefa de produzir uma lista idéntica de palavras (analisadas como pares) com
instrumentos distintos e a maneira como sucede esse confronto nos diferentes
niveis conceptuais de escrita infantil.

Assim definiram-se, de acordo com o estudo de Molinari (2007) e as
investigacdes prévias de Ferreiro e Teberosky (1986), Alves-Martins (1996) as
seguintes questdes de estudo:

a. Ser4 que estabilidade grafo-fonética na escrita de nomes comuns estara

relacionada com os niveis conceptuais de escrita?;

b. Sera que a estabilidade grafo-fonética na escrita de nomes comuns sera maior
guanto mais avancado sera o nivel conceptual?;

c. Sera que a estabilidade grafo-fonética tendera a ser plena no inicio do periodo
alfabético?;

d. Sera que a estabilidade grafo-fonética ndo aparecera como um Sucessivo
acréscimo de letras fonéticamente pertinentes?



4. Metodologia
4.1. Participantes
Neste estudo seleccionamos aleatoriamente 30 criancas com idades
compreendidas entre os 5 e 0s 6 anos, cuja média de idades era de 71,24 meses e
3,05 meses de desvio padrdo Estas criancas pertenciam a classe média e
frequentavam 4 jardins-de-infancia dos concelhos de Cascais e Sintra, cada turma
com a sua educadora que trabalhavam do mesmo modo ao longo do ano. Desde os
trés anos que todas as criancas seleccionadas frequentavam a mesma escola. A
recolha dos dados deu-se nos meses de Maio e Junho e cada crianca participou
individualmente (investigador-crianca), num ambiente tranquilo e isolado no jardim-
de-infancia.

Para seleccionar os participantes do nosso estudo, realizamos uma entrevista

com trés tarefas:

a. Escrever os nome préprio de forma convencional sem recurso a cartao;

b. A escrita com lapis e papel de cinco substantivos comuns (gato, gatinho,
hipopdtamo, cavalo e boi) para definir o nivel de conceptualizaces das criancas
de acordo com a perspectiva psicogenética;

c. A escrita em computador de um conjunto de palavras, escolhidas pelas criangas,
para verificar se utilizavam de forma adequada as funcdes de teclar, apagar e
mudar de linha recorrendo a tecla enter. Caso as criancas desconhecessem
alguma destas fun¢des, o investigador mostrava como se fazia e solicitava que
repetissem nas palavras seguintes.

Depois de seleccionados os participantes foram divididos em 3 grupos de 10
elementos cada, consoante 0s niveis conceptuais definidos por Alves Martins
(1996). Assim, estabelecemos 3 grupos experimentais em que a condigéo seguida
foi os niveis de conceptualizagdo: criangcas com escritas silabicas com fonetizagéo
(as quais escreviam uma letra pertinente e convencional por silaba;) criangas com
escritas silabico-alfabéticas (as quais representavam com letras pertinentes todos
fonemas de algumas silabas, mas que em outras silabas da mesma palavra
escreviam apenas uma letra) e; criangcas com escritas alfabéticas (as quais

representavam com letras pertinentes todos os fonemas das palavras).

4.2. Desing Experimental

A situacao experimental foi delineada com base nos estudos de Molinari (2007). Foi
pedido as criancas que escrevessem uma lista de nhomes comuns, sendo que
faziam-no primeiro manualmente e logo de seguida com o processador de textos
“Word”.

Situacao experimental

Escrita de uma lista de nomes comuns por parte das criancas em dois momentos



imediatamente sucessivos (produ¢do manual primeiro e com processador de texto

depois); comparacdao e interpretacdo de ambas as listas produzidas.

Aos participantes foi pedido a seguinte sequéncia de tarefas:

Producéo de uma lista de compras em dois momentos distintos, primeiro de forma
manual e depois com um processador de texto, sem consulta entre as versoes.

i. A producdo manual foi efectuada com lapis e papel a partir de uma lista de
palavras que formavam uma lista de compras. O material utilizado foi cedido pelo
investigador, ou seja, quando o participante iniciava a tarefa de escrita tinha a sua
disposicao dois lapis (caso o bico de um se partisse), uma borracha e uma folha
A4 dividida horizontalmente com 6 linhas (uma para cada palavra ditada);

ii. Producdo em computador da mesma lista de palavras logo depois da escrita
manual, com fonte Verdana, tamanho dezasseis, “zoom” cem por cento, teclado
bloqueado em letra mailscula. A lista de palavra escritas manualmente ndo estava
ao alcance dos participantes e nunca as consultaram entre 0os momentos de
escrita.

Propusemos as criancas que escrevessem da melhor maneira possivel um
conjunto de palavras apresentadas oralmente. As palavras foram ditadas uma a
uma e com tempo suficiente para que as criancas conseguissem escrever. Por
vezes as criangas solicitavam informacgfes sobre as letras a escrever e nunca foi
prestada qualquer resposta explicita sobre 0 nome ou 0 som das letras.

Durante a recolha dos dados fomos solicitando que as criancas dessem
algumas justificacdes sobre as decisbes que tomavam na escrita das palavras.
Paralelamente, solicitimos sempre que as criangas assinalassem e lessem cada
palavra depois de finalizada (por exemplo, “mostra-me onde esta escrito vinho. Lé e
aponta com o dedo o que estas a ler”).

Foram seleccionados um conjunto de substantivos comuns pertencentes aos
mesmo campo pragmatico (lista de compras para realizar num hipermercado) sem
referéncia a modelos externos, ou seja, todas as palavras escolhidas nunca foram
ensinadas previamente, nem mostradas por escrito nas situacdes de producéo.

As palavras tinham um ndmero variavel de silabas (entre 2 a 4 silabas), com
predominio de palavras dissilabicas e trissilabicas. Quanto a estrutura das silabas,
estas eram CV, CCV e CVC. As palavras seleccionadas foram partilhadas num
estudo internacional que incluia a lingua Italiana e Espanhola, sendo ditadas as

criancas pela seguinte ordem:

SALAME (trissilabo com silabas CV);
VINHO (dissilabico com estrutura CV e digrafo na segunda silaba);
CARNE (dissilabo com estrutura CV na segunda silaba e estrutura CVC na primeira);

POLENTA (trissilabo com estrutura CV na primeira e terceira silaba e estrutura CVC
na segunda silaba com vogal nasal);

RAVIOLI (polissilabo com estrutura CV na primeira, segunda e quarta silabas e
estrutura V na terceira silaba);

FRUTA (dissilabo com estrutura CCV na primeira silaba e estrutura CV na segunda
silaba);



BROCOLOS (trissilabo com estrutura CCV na segunda silaba, estrutura CV na
segunda silaba, e estrutura CVC na terceira silaba);

CADERNO (trissilabo com estrutura CV na primeira e terceira silabas e estrutura
CVC na segunda silaba;

4.3. Andlise e Classificacdo dos Dados

Trabalhamos sobre 240 pares de palavras escritas, primeiro manualmente e
posteriormente a computador. Em cada grupo de criancas (definido em funcéo do
nivel conceptual) foram escritos 80 pares de palavras, todas iguais nos diferentes
grupos experimentais.

Na andlise dos pares considerdmos aspectos gréficos, grafo-fonéticos e
ortogréficos. De acordo com Gak (1976, cit. Molinari 2007) o sistema gréfico refere-
se ao meio de que uma lingua disp8e para expressar 0s sons, estabelecendo
relacdes abstractas entre sons e letras, enquanto o sistema ortografico se relaciona
com regras que determinam o emprego de letras segundo as circunstancias. As
possibilidades de selec¢do entre grafias diferentes para expressar um mesmo som
estdo determinadas pelo sistema grafico mas, 0os casos em que uma determinada
grafia se imp@e, impedindo a escolha de outras igualmente possiveis, é do dominio
ortografico.

Nas definicbes propostas por Gak, o sistema grafico inclui tanto aspectos
graficos como grafo-fonéticos da escrita. Para a andlise dos nossos dados -
seguindo Ferreiro (2001) - optamos pela diferenciacdo de ambos os termos. Desta
forma, quando nos referimos a aspectos graficos da escrita, aludimos ao conjunto
de formas-letras utilizadas pelas criangas nas suas produgbes. Quando nos
referimos a aspectos grafo-fonéticos da escrita, aludimos as regras de
correspondéncia entre sequéncias gréficas e sequéncias sonoras, onde se
reorganiza o aspecto grafico com referéncia ao outro sistema (0o das unidade
sonoras) (Ferreiro, 2001). Assim, teremos, potencialmente, pares sem identidade,
pares com identidade parcial, pares com identidade total e, pares com alternancia
grafo-fonética (Molinari, 2007).

Relembremos as classificagbes possiveis quanto a identidade dos pares
(Molinari, 2007): pares sem identidade; pares com identidade parcial; pares com
identidade total; pares com alternancia grafo-fonética; e as classificagdes possiveis
para os participantes quanto aos hiveis conceptuais (Alves Martins, 1996): sildbicos

com fonetizagéo; silabico-alfabéticos; e, alfabéticos.



5. Resultados

De forma a melhor fazer uma leitura dos dados realizou-se uma analise estatistica
com uma ANOVA (distribuicdo normal e variéncia > 0,05) onde foram comparados
os diferentes tipos de identidade na lista de variaveis dependentes e os grupos de
participantes como factor. Os resultados que se apresentam de seguida s&o

referentes a essa analise e posterior post-hoc (tabela 1).

Tabela 1 - Média, desvio padrdo, maximos e minimos do tipo de identidade por grupo de participantes.

. N Média D.P. Maximo Minimo Total
Tipo de Gruno
Identidade P Limite  Limite
Inferior Superior
Silabico com fonetizacéo 10 440 1,713 2 7 44
Identidade Silabico — Alfabético 10 3,10 0876 2 5 31
Total
Alfabético 10 550 1,354 2 7 55
Total 30 4,33 1,647 2 7 130
Silabico com fonetizacéo 10 0,90 1,287 0 4 9
Identidade Silabico — Alfabético 10 080 0,632 0 2 8
Parcial
Alfabético 10 1,20 0,919 0 3 12
Total 30 0,97 0,964 0 4 29
Sildbico com fonetizacdo 10 2,70 1,252 1 5 27
Alternancia Silabico — Alfabético 10 4,10 0,568 3 5 41
Grafo-Fonética
Alfabético 10 1,30 0,823 0 3 13
Total 30 2,70 1,466 0 5 81

Relativamente aos pares com identidade total, verifica-se que existem
diferencas significativas entres os grupos [F(2,27) = 7,83, p = 0,002]. Uma andlise
mais detalhada através do post hoc permite verificar que essas diferencas sao
significativas apenas entre o0s participantes dos grupos silabico-alfabético e
alfabético (p = 0,001). No fundo, estes dados mostram que os participantes de nivel
conceptual alfabético produzem significativamente mais pares com identidade total
do que os participantes de nivel conceptual silabico-alfabético.

Entre os restantes grupos ndo se encontram diferencas estatisticamente
significativas, embora o nimero de pares com identidade total seja superior nos
participantes de nivel conceptual silabico, quando comparados com os participantes
de nivel conceptual sildbico alfabético e, inferior, quando comparados com os
participantes de nivel conceptual alfabético.

Considerando os pares com identidade parcial, verifica-se que ndo existem
diferencas significativas entre os grupos [F(2,27) = 0,43, p = 0,45].

Quanto aos pares com alternancia grafo-fonética, voltam a encontrar-se




diferengas estatisticamente significativas entre os grupos [F(2,27) = 22,91, p <
0,001]. Estas diferencas verificam-se entre todos os grupos, sendo que oS
participantes com nivel conceptual silabico-alfabético produziram significativamente
mais pares deste tipo quando comparados com o0s participantes dos niveis
conceptuais sildbico (p = 0,006) e alfabético (p < 0,001). Também os patrticipantes
dos grupo silabico efectuaram significativamente mais pares com alternéancia grafo-

fonética do que os participantes de nivel conceptual alfabético (p = 0,006).

6. Discusséo

O que se verifica € que os participantes do nivel sildbico com fonetizacao parecem
ter maior estabilidade grafica nas producdes escritas que 0s participantes do nivel
conceptual silabico-alfabético. Por outro lado, uma vez adquirido o conhecimento
necessario para comegarem a escrever palavras alfabéticas, o nivel de estabilidade
aumenta. Neste contexto, surge, um pensamento mais estruturado e,
consequentemente, menos duvidoso quanto as letras a mobilizar para escrever as
palavras.

O que parece estar por trds da instabilidade verificada no nivel silabico-
alfabético € precisamente a dificuldade em articular e coordenar a analise
metalinguistica com as letras a mobilizar. Por isso mesmo se reforca a ideia que,
embora se verifiguem mudangas qualititativas significativas entre os diferentes
niveis conceptuais, as escritas de nivel silabico-alfabético parecem sugerir a
existéncia de oscilagdes nos procedimentos de escrita. Estes resultados estdo
assim de acordo com a primeira questdo de estudo colocada, confirmando que a
estabilidade da escrita de nomes comuns esta relacionada com 0s niveis
conceptuais de escrita. Contudo, nao se verifica que estabilidade grafica da
escrita de nomes comuns seja maior quanto mais avancado for o nivel
conceptual, evidéncia suportada pelos resultados obtidos pelos participantes do
nivel conceptual silabico-alfabético.

As outras duas questBes de investigacdo (c e d) também sado respondidas
afirmativamente, pois verifica-se que a evolucdo das producdes com
estabilidade n&o se caracteriza como uma acumulacéo gradual de letras com
valor sonoro pertinente e que a estabilidade grafo-fonética tende a ser plena
no inicio do periodo alfabético. Todas as questbes de estudo seguem os
resultados obtidos por Molinari (2007).

Relativamente ao nuamero de letras verifica-se os participantes do nivel
conceptual silabico-alfabético mobilizaram significativamente mais letras do que as
criangas do grupo silabico. No entanto, embora o niumero de letras correctamente

mobilizadas seja muito superior ao verificado pelos participantes do nivel silabico o



gue se verifica, relativamente a estabilidade das produgdes escritas é o inverso, ou
seja, 0 numero de pares com alternancia grafo-fonética no nivel silabico-alfabético
€ superior enquanto no nivel silabico com fonetizacao o que prevalece séo os pares
com identidade total. Portanto, podemos considerar que, de facto, a crianca ao
mobilizar um maior numero de letras pertinentes para escrever as palavras, nédo
implica necessariamente que a estabilidade das suas produ¢fes aumente (Molinari,
2007). Tais resultados parecem corroborar o trabalho de Ferreiro (2004) ao sugerir
que, mais importante do que a capacidade da crianca em mobilizar as letras
pertinentes para as palavras que tenta escrever, é a forma como relaciona estes
dois sistemas auténomos (linguagem escrita e linguagem oral). Ou seja, ndo é
apenas a identificacdo dos componentes do oral que importa, mas também a
relacdo que a crianca estabelece entre a escrita e a oralidade e, a posterior
transicdo que a crianca faz da analise do oral para os procedimentos de escrita
(Byrne & Fielding-Barnley, 1990).

Os resultados obtidos parecem sugerir que o avango e o desenvolvimento
das hipéteses infantis sobre a escrita ndo se da pelo simples acréscimo de sons
convencionais na produgdo escrita de palavras, que vai no mesmo sentido dos
dados obtidos por Molinari (2007). A autora (op.cit) considera que a ideia dum
desenvolvimento linear, por acréscimo de valores convencionais até cobrir a
identidade total das palavras, ndo constitui uma descricdo consistente com o que
de facto se verifica no processo de apropriacdo da logica subjacente & codificacdo
escrita.

Pelo contrario, parece existir um processo de exploragdo cuja expressao
maxima sdo as escrita com alternancias grafo-fonéticas no nivel silabico-alfabético.
De facto, parece que a frequéncia de alternancias grafo-fonéticas nas producdes
escritas da crianga, dentro da sua hip6tese conceptual, permite que esta se
consciencialize da possibilidade de codificar a escrita de forma diferente, mas
igualmente pertinente.

Estas alternancias grafo-fonéticas sugerem as dificuldades infantis em
coordenar as habilidades metalinguisticas com as letras a mobilizar. Parece ser um
procedimento pelo qual a crianca explora as diferencas entre as representacoes
graficas dos componentes consonantais e vocalicos das unidades silabicas
pertinentes, evoluindo ndo s6 numa perspectiva conceptual mas também no sentido
da gradual apropriagcdo do principio alfabético. Da-se a confrontacdo entre
habilidades particularmente dificeis de coordenar entre si, nomeadamente entre as

competéncias de andlise e as nog¢les infantis sobre a estrutura da escrita.
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Teaching Strategies for individual development of reading literacy

Erika Altenburg
Germany

It is very important for children and all young people in our schools, to become very
competent in reading literacy. We can build their competence up by making them
interested in reading, so that they like to pick up a book etc. All sorts of texts which
are presented, must be meaningful to them, because motivation is very important to
develop reading competence. But besides this there are some linguistic aspects
about texts which help us to find interesting tasks for reading, to find a new
approach to the understanding of a text. That means, we can transform some
linguistic aspects into teaching strategies. These strategies can help us to develop
the individual reading competence of pupils with a special training.

First | want to remind you of the meaning of “reading literacy”, then | want to
show you what makes a text and afterwards | want to explain to you, how teachers

can use this knowledge at school to initiate special methods fitting to all texts.

What does “Reading literacy” mean?
This expression is internationally used. It is the expression which is basically set for
the international and national reading studies such as PIRLS, PISA and IGLU.

It is a pragmatic definition, which means, that you need this competence, this
ability, for your whole life, for many different activities. You don’t only need it to join
every thing about literacy, you need it to understand all texts, to get along with your

everyday life.

What does “reading” mean in this context for actual school lessons?
| want to try a small experiment with you. | would like to ask somebody to start
reading this text aloud.

Vulpes et uva

Fame coacta vulpes alta in vinea.
Uvam petebat summis saliens viribus.
Quam tangerent non potuit,
discedens ait :

« Non dum matura est ;

nolo acerbam sumere. »

You can read this text aloud and it sounds quite correct. For the people who
know some Latin it sounds like an acceptable reading of a story. But maybe you

cannot tell the story. The reason is, that you could do the pronunciation, but you



don’t know the words, the way to build a sentence etc. (By the way, it is the story of
the fox and the grapes which hang too high and therefore the fox says, that they are
too sour.)

In our country the concept of “reading literacy” is not accepted by all teachers.
Some teachers even think, that there is a technical aspect to reading on the one
side and on the other side there is the meaning of a text, the sense. Goodman

mentioned this in America a long time ago (and notes it nowadays again). He wrote:

reading is construction of meaning during a transaction between the reader
and the text. It is making sense of print. But some people define reading “as
rapid accurate, automatic word recognition with meaning the by-product.”
(Goodman 1986/2005, S. 89).

When children read without any idea of the sense of the text, some people call
this “barking at prints”. It is significant, that teachers who always tell children to read
aloud, to read an unknown text aloud, are making a great mistake. Every child
reading a text must get to the sense. Therefore everybody starts reading silently,
because everybody has a different demand of time. “Children need time to mature;
rushing them is counter-productive.” (Goodman 1986/2005, S. 38). Therefore the
method of reading at school should be the individual silent reading (as you do it at
home).

To find interesting tasks for silent reading, to develop reading competence,

some knowledge of linguistics can be helpful.

What makes a text?
Although there are many theories, we could use a simplified text model to get some
interesting methods of training.

It is a fact that every text has a beginning and an end. And all sentences within
are connected. The way they are connected is quite different. The three types of

connections are;:

- syntactic connections like words and their representatives (pronouns) or the articles
like “a” and “the”. (A man drives a car. The man is quite old. He loves driving.)

- semantic connections like “to swim” and “lake” (I want to swim. | will go to the nearby
lake.)

- pragmatic connections. That means the different parts of a text must also be
connected.

When you connect on the semantic or pragmatic level, you must also imagine,
that you must get an idea of the meaning. And the meaning of one word can be

quite different. That depends on the context.



If you, as a reader, did all this connecting and imaging, you will find out what the text
means, you get to the consequence, to the consistency, of the text. Is it a text to

laugh about or to think about or ...

Text as a structure of instructions for a reader

Connections References Consequence
Syntax X
Semantics X X
Pragmatics X X X

You could try to find the right sequence of these sentences :

They went to the swimming pool.

Come out of the water, immediately!

A mouse and an elephant were good friends.
| want to see if you are wearing my swimsuit!

When the mouse could not find it's swimsuit,
it shouted to the elephant:

You will find the beginning immediately. And then you can connect the other
sentences. In the end, there must be the last sentence “...if you are wearing my

swimsuit!” because it is a funny story, a joke. And the point makes the end!

A mouse and an elephant were good friends.
They went together to the swimming pool.

When the mouse could not find it's swimsuit,
it shouted to the elephant:
“Come out of the water, immediately!

| want to see if you are wearing my swimsuit!”

Which methodical ways can be used as a training for reading competence?

There are some methods to « open up » a text.

Methods of training, methods to “open up” atext
Reconstruction of a text
When we look at the text-model, we find out that the methods are situated at

different places. If we reconstruct a text, we look at the connections of a text.



Teacher’s preparation

The teacher has to choose a short text of 5 to 12 sentences (depending on the age
of the children) or a poem and mix the sentences or the verses. Then the children
cut the pieces out of a copy and try to put them together in the right way. It is useful

to work in pairs, so the students can discuss their ideas.

Student’s work
The students will think a lot about the connections of a text.
When they read the small parts or the sentences, they get an idea which general
information the text will give them. Then they have to choose and to decide, which
sentence is the beginning, which sentence follows next and so on to the end.
There is only one right decision. There is no creative moment in it, because you
reconstruct the text, you go the way backwards, which the writer went forward.
Example of a worksheet
The task is to find out the right sequence of the verses

Aren’t we lucky the seasons are four?
Think of a year with one less ...or one more!

One is the Springmouse who turns on the showers.
Then comes the Summer who paints in the flowers.
The Fallmouse is next with walnuts and wheat.
And Winter is last .....with little cold feet.

Who scatters snowflakes? Who melts the ice?
Who spoils the weather? Who makes it nice?
Who grows the four-leaf clovers in June?
Who dims the daylight? Who lights the moon?

Four little field mice who live in the sky,
Four little field mice....... like you and I.

The solution
The right sequence is: At first the questions, then the answer:

Who scatters snowflakes? Who melts the ice?
Who spoils the weather? Who makes it nice?
Who grows the four-leaf clovers in June?
Who dims the daylight? Who lights the moon?

Four little field mice who live in the sky,
Four little field mice ...... like you and I.

Then follows the explanation and the end:

One is the Springmouse who turns on the showers.
Then comes the Summer who paints in the flowers.
The Fallmouse is next with walnuts and wheat.
And Winter is last .....with little cold feet.

Aren’t we lucky the seasons are four?
Think of a year with one less ...or one more!



Method: Filling in a missing word

When we look at the text-model, we find out, that we get to the text-consequence
if we realise all instructions given by the connections and the references. If we have
understood a text or most parts of it, we could fill in a missing word. It must not be

the real word of this text, but it must be a word with a similar meaning, it must fit in.

Teacher’s preparation

The teacher makes a copy, blots out a word and gets a worksheet to copy. In our
example we took the end of the poem. If you use a picture book you could use a
little piece of paper, a “pose it”, and put it on the word which should be found out. It's
very easy and you get a special task when you present picture-books for reading.
Student’s work

The pupils have to read more than one time and they have to think about the whole

text and what it means.

Reading task: Find the missing word and discuss the solution

“Aren’t we lucky the seasons are four?
Think of a year with one less ...or one 1"

And the answer of Frederick:
“But Frederick”, they said, “you are a poet!”
Fredrick blushed, took a bow, and said shyly, “I it.”

To prepare for different tasks you could chose a higher or lower level.
For example:

“Aren’t we lucky the seasons are four?

Think of a year with one less ...or I”

Thinking about a key-word
Words have different meanings. The decision which special meaning is placed in
this special text depends on the context. | believe in every language there are some

words that you immediately think about.

Teacher’s preparation

At first the teacher chooses a word of the text and presents it.

Student’s work

After this the pupils gather all the meanings they can think of. They could do it in
small groups or as a couple. And after this real work on language the students get
the text to read by themselves. And the task is to find out what the word means in

this context or which variety will be found.



Example

| chose “to run”. What does it mean?
You can run quickly, | know a running gag.........

In our text we find

“For the winter days are long and many

we’ll run out of things to say.”

(Picture book Frederick written by Leo Lionni)

If we didn’t think of “to run out” we learned something new. Our knowledge of

language was extended.

Example

We could think about the meaning of “to turn”, there are lots of:

Turn into, turn from; he has turned 50; to turn a corner; he can turn his hand to
anything; to turn tail; to turn s.0. against; to turn away; to turn down; to turn in;

to turn off; to turn on; to turn out; to turn over; to turn up; to turn about.........

In our text it is

“One is the Springmouse who turns on the showers.

Summary

When we fill in a missing word, we must have understood a text, we must have
perceived it's intention, we got to the consequence of it. When we gather the various
meanings of a word, when we reflect the meanings of a key-word of a text, we
reflect some aspects of language interpretation. The students will develop their
language-learning. We get a task for the individual silent reading: The pupils have to
search the key-word in the text while reading. Then they have to find out which
meaning they find in this context.

You can use all these methods for lots of texts. | will show one text to you. For this
text we can use different methods, that means, there might be different methods
fitting one text. Maybe you think about different methods for one text for different

children, for their individual development.
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New Literacy and Academic Literacy in Higher Education

Rita Baleiro
ESGHT, Universidade do Algarve

This paper focuses on presenting a program - the New Literacy — that aims at
creating an alternative path for the instruction of reading and writing in the academic
community. | follow John Willinsky’s proposal as it is presented in his book The New
Literacy: Redefining Reading and Writing in Schools, first published in 1990. The
main motivation for choosing to introduce this program lies strongly on the fact that,
although it was written almost twenty years ago, it is extremely current/up-to-date as
its principles share some common ground with the Bologna Declaration signed on
the 19" June 1999. Overall, the New Literacy proposes to offer a set of reading and
writing methods that will shift «the education authority from without, from the
experience and knowledge of the teacher, to within, to those qualities of the
students» (Willinsky, 1990: 192) with the purpose of promoting a more autonomous
and critical attitude from students, which is one of the most important tenets of the
Bologna Declaration. According to the New Literacy arguments, the student is
conceived as an active maker of meaning rather than a passive receiver. That is
why John Willinsky supports his program extensively on Louise M. Rosenblatt's
transactional theory (1938), a theory one can find under the umbrella term of reader-
response criticism. Reader-response criticism can be briefly described as the
ensemble of those theories of literature which give a central role to the reader as an
active agent in the meaning construction process. Reader-response criticism,
however, remained largely underdeveloped and unknown until the 1970s
(Tompkins, 1980), when the new critical tradition dominated, insisting on the study
of the texts for their internal tensions and organic structures and labeling as an
«affective fallacy» any attention to the effects of a literary text on readers (Beach,
1993). Recently, however, it has gained more visibility as some researchers have
acknowledged the importance of the reader’s role in the process of meaning
making; in fact, without a reader, a text does not come into existence, does not have
meaning nor invoke feelings (Karolides, 2000:5).

The choice of presenting Willinsky’s New Literacy was also strongly propelled
by the results of a questionnaire survey on reading and studying literature practices
that | developed and applied, in 2006, within my PhD research on literary reading at

university, which revealed that a large number of these students are still too much



dependent on their teacher’s interpretation of the literary texts, and struggling with
critically reading and writing as | will disclose later.

Driven by the survey results, | will claim that the application of some of the
New Literacy strategies, namely, the emphasis placed on the importance of students
to develop more independent work and critical thinking, may contribute to enhance
their ability to acquire and develop the necessary skills to achieve academic
success, i.e., reading and writing skills, critical skills and cultural skills — which are
commonly presented as some of the most relevant for students’ academic
accomplishment, and eventually, professional success .

| will focus on the following points: firstly, | present the results of the survey
mentioned above, secondly, | discuss the links between literacy and university on
the grounds of some of the goals of the Bologna Declaration, thirdly, | address the
New Literacy program and the issue of academic literacy in higher education, and
finally, 1 suggest how some of the strategies offered by the «New Literacy» can

contribute to promote academic literacy in higher education.

Method

Before introducing the 2006 survey results, | will describe in short its aims, its
participants and how | applied it. The questionnaire survey was applied to nearly
100 undergraduates of Languages, Literatures and Cultures - Portuguese and
English Studies - at Universidade Nova de Lisboa, and it was completed in their
English language classes. The questionnaire was designed to identify the
respondents’ i) extra-curricular reading habits, ii) study and research methods of the
literary texts, both inside and outside the classroom, iii) perceptions and convictions
about literature, iv) favourite literary genres, and lastly, the students’ v) knowledge
and appreciation of English and Portuguese classic literary works. In this paper, |
will not focus on the answers given to every question in the questionnaire. Instead |
will concentrate on the answers that reveal the students’ study and research
methods because these are the findings that underpin my suggestion of applying

some of the New Literacy strategies as we will later on.

Results

The answers to the question «Which methods do you consider most important to
study literature in the classroom» unveiled that a large majority of the students -
87% - think that the most important method to study literature is «writing down the
lecturer's comments and/or interpretations about the literary texts», and that only
half of the students - 52% - considered important to «discuss the reference
bibliography on the literary text that they are studying». These answers reflect not



only the students’ too strong dependence on the teacher's comments, but also what
John Willinsky said about the way literature is usually taught in schools and
colleges: «The study of literature [...] has often meant a reverential deference and
silence before the mysteries of the great work; at best, one might emulate the
teacher's critical comments on the text's meaning and significance» (Willinsky,
1990: 96). The author of The New Literacy concludes that this tradition has not
contributed much to transform the student’s role from «supplicant to advocate in
search of what has not been expressed or found before» (Willinsky, 1990: 22).

The students were also asked about their study methods of a literary text. The
most common answer was «reading my own notebooks» - an answer supplied by
71% of the respondents, a higher percentage than the answer «reading the whole
literary text» which was given by 67% of the respondents. The answers to this
question also revealed that 37% of students still study a literary text by reading book
summaries. Similar to the answers supplied to the previous question, only
approximately a third of the students - 36% - study a literary text by reading
reference bibliography on it.

The survey also showed that 76% of the students considered the «replica of
the lecturer’s ideas on the literary texts» one the five most decisive items to assure a
positive mark in the literature subjects and 72% agreed that «to understand what the
lecturers expect the students to know about the literary texts» was a key factor to be
successful in literature subjects.

These results not only reflect the students’ dependent attitude on the lecturers’
comments and interpretations of the literary texts, but they also reflect the
communication practices in the classroom. In fact, research has disclosed that the
conventions of schooling largely determine what students see as appropriate and
even normal methods of responding to literature (Marshall, 1996: 393).

Gerald Graff has thoroughly researched this last issue (1987, 2000, 2003),
and has concluded that in most situations students respond what they think teachers
expect from them, i.e., they write their answers and, ultimately, their interpretations
of the literary text according to what they think their teachers want and not according
to what they really think. That is probably the main reason why 76% of students
answered that the «replica of the lecturer’s ideas on the literary texts» is one the top
five most decisive items to assure a positive mark in the literature subjects, as it was
shown above.

Additionally, 90% of the students agreed that in order to be successful in
literature subjects they should «understand what the lecturer says about the literary
texts», and 76% consider more important «what the lecturer says about the literary

text» than reading and studying the «reference bibliography on the literary text»



(24%). The problem is that in the midst of the task of pleasing the teachers, most
students forget what really counts: the creation of an autonomous and mature
personal speech — two basic pre-conditions to the development of literacy in general

and literary literacy in particular.

Discussion

A decade has passed since the signing of the Bologna Declaration in June 1999 and
it is still very common to hear teachers say there is a resistance to active learning
among the students especially because they do not act as independent learners and
do not develop neither solid critical skills nor self-regulatory behaviours which will
not help them to become academically literate students. Moreover, most students
are not yet adjusted to the new teaching and learning model proposed by this
Declaration. From my own sixteen-year-practice as a lecturer at Algarve University, |
have realised that even the recently set tutorial sessions, where students are
encouraged to reflect on their individual work and share their readings and
questions, do not have regular attendance from students who reject this kind of
extra-classroom activities.

According to the Bologna Declaration, students who have completed first cycle
qualifications must «have developed those learning skills that are necessary for
them to continue to undertake further study with a high degree of autonomy».
Furthermore, students must «have the ability to gather and interpret relevant data
(usually within their field of study) to inform judgements that include reflection on
relevant social, scientific or ethical issues». Comparing these two expected
outcomes set by the Bologna Declaration with my 2006 survey, the results are not
very optimistic. Most of the students’ answers reveal neither a high degree of
autonomy nor an ability to gather relevant data within their field of study to inform
their critical judgements of literary texts. In fact, the majority of the answers related
to study and research methods show that students are still too much dependent on
the lecturer’'s interpretation of the text, and that is exactly what the New Literacy
program wishes to change by fostering autonomy and reflection, in other words,
academic literacy.

Academic literacy can be defined as a situated social literacy that involves
three interrelated aspects, or dimensions: the operational, the cultural and the
critical (Green, 1999: 43). These three dimensions should be understood as a whole
as each one of them overlaps with the other (Green, 1999: 43) as it is illustrated in
Figure 1:



critical

operational cultural

Fig. 1: The three dimensions of academic literacy (Green, 1999: 43)

In simple terms, the «operational» dimension is related with language skills, the
«cultural» dimension with the ability to learn and reproduce the academic
community discourse, and the «critical» dimension with the ability to read texts
knowing that they reflect a specific agenda or/and a particular cultural/historical
context.

Overall, the focus on the control over the acquisition of academic literacy shifts
between teachers and students. On the one hand, it can be perceived as a
challenge for educators because they are the ones who must prepare students for
the current and the future society (Green, 1999: 36); on the other hand programs,
such as the New Literacy claim that the strategies applied to the teaching of reading
and writing should shift control from the teacher to the student (Willinsky, 1990: 8).

The New Literacy wishes to promote this shift by introducing a program of
studies that works within two dimensions: the one changing the customary teaching
methods that tend to overvalue the teachers’ input and the other modifying the
students’ acquired habits of a neutral and passive recipient (Willinsky, 1990: 22). In
other words, the New Literacy proposes a different form of education in reading and
writing, shaped as an empowering literacy that aims at stimulating a more individual
voice from the student, and to establish a sense of community inside the classroom.
And that can be done by implementing a more active and collaborative construction
of meaning, where students are seen as a «strong source of meaning in the
classroom» (Willinsky, 1990: xviii, 29).

If we compare the main goals of the New Literacy program with the ones set
by the Bologna Declaration, where it states that universities must aim at: «preparing
students for future careers and for life as active citizens in democratic societies, and

support their personal development.» we can observe some common ground



between the Bologna Declaration principles and the New Literacy proposals,
namely, because the New Literacy program argues that literacy should be
understood not as an isolated skill the student can apply on demand, but as a
«social practice that takes certain materials and turns them to certain ends in a
given setting, an activity that takes up a place in life, as working on something does»
(Willinsky, 1990: 6). The New Literacy program intends to promote students’
individual growth and to prepare them for future careers and for life as active
citizens in democratic societies by giving the students’ control over the text and its
meaning, and above all promoting a more independent attitude towards reading and
writing.

By reshaping the work in the classroom «around a different form of reading
and writing», as Willinsky states (1990: 7), the New Literacy wishes students to
become the sources of meaning and experience, and «the teacher, [...] an authority
on what needs to be known and done, begins to turn over more of this responsibility
to the student and to the meaning that comes from somewhere within the students’
work with literacy» (Willinsky, 1990:7).

This leads us to the last point of this paper: how can some of the strategies of
the «New Literacy» program contribute to promote academic literacy in higher
education?

The New Literacy’s proposal to improve and/or develop academic literacy is to
make students more self-engaged in literacy, firmly assuming that«[students] are
what [they] read and write» and by critically pursuing these acts they can «bring
themselves to the text integrating their own meaning and sense with the story or
argument that they find there» (Willinsky, 1990: 217). The aim is to end the division
between reading and writing as skills students must master and the reverential study
of literature.

This New Literacy key-statement is strongly supported by reader-response
criticism - namely by Louise M. Rosenblatt’s transactional theory, as | have stated
above. The New Literacy and the reader-response criticism share the belief in the
importance of the reader in the meaning making process. As in the reader-response
criticism, in the New Literacy program students are regarded as authors and
meaning makers. Thus, students are encouraged to call on their previous
knowledge to question and make sense of the text, to make connections between
the text and their own understanding of the world and to analytically focus on the
form and theme of the text itself, making judgments of value and connections to
other texts (Marshall, 1996: 391). Bearing this in mind, | recall, one again, the results

of the 2006 survey where only 15% of the students mentioned that «connecting the



text with other texts» was an important factor to get a a positive mark in the literature
class.

Studying reading and writing in this perspective is to take into account that
meaning is created by the interaction of the reader with the text, in a given moment
and location, which implies that meaning also results from the interaction of the
reader with the community she/he belongs to, e.g. the classroom, that is: «we “make
sense” of a new situation or transaction and make new meanings by applying,
reorganizing, revising, or extending public and private elements selected from our
personal linguistic-experiential reservoir.» (Rosenblatt, [1938] 2005: 5).

It is important to emphasize that this «linguistic-experiential reservoir», similar
to what with literacy is a changeable and continuous process. And this echoes what
Willinsky’s claims that «literacy is not a series of subskills that are mastered and
applied in isolated exercises» and that literacy «will not exist in a universal state
equally applicable to all situations» (1990: 153). Instead, literacy must be
understood as the ability to use language in its written form either in «reading a
novel of a favorite author» or «writing a resignation letter» (Willinsky, 1999: 9).

Therefore, the New Literacy program, following on the footsteps of Louise M.
Rosenblatt, argues that one of the best ways to promote academic literacy is to let
the student improve his or her individual capacity to evoke meaning from the text by
leading the students to reflect self-critically on the meaning making process.

Like the reader-response criticism, the New Literacy proposes an alternative

sense of reading that rests upon two dimensions of meaning making:

a) the first one is rooted in the student’s experience with the text;

b) the second is set within the sociability of the classroom setting.

Within this framework, literacy is something to share and language a means for
connecting with others, always with the main goal of creating meaning, i.e.
understanding the written text (Willinsky, 1990: 79).

Which New Literacy strategies can be applied in the classroom to promote
academic literacy?

Reading strategies

- Pre-reading activities — clearly identifying and giving students a sense of purpose
and intent for reading and analysing text structure; students should be encouraged
to develop an authentic reason to read or write a text (answering a specific
question or solving a specific problem within their academic environment). The aim
is that instead of reproducing the agenda of problems, issues and questions with
respect to specific authors and texts and culture that lecturers mention in class,
students develop their own critical interpretation of the texts, even though they
should always acknowledge the existence of what was already written about a
specific text.

- «During»-reading activities — reviewing and clarifying ideas through questioning in
oral and written forms.



- Post-reading activities — summarising and applying information in papers and
class-journals to be shared with the class or even with the academic community at
large (e.g. conveying their texts and ideas through blogs, posting their texts on
shared e-portfolios, publishing their essays on university’'s newsletters, posting
their texts on the campus placards). These activities, besides showing students
that «there is a writing and reading with a meaning that runs beyond the end-of-
class bell» (Willinsky, 1990: 210), give them a sense of belongingness as they are
sharing in public their thoughts, concerns and opinions (Karolides, 2000: 283).

Writing

Before presenting the New Literacy’s writing strategies, | must recall that Willinsky
claims that writing has often been neglected in classrooms: «Composition was on
the edge of the school timetable, and it was at the bottom of the job roster in the
English department at the university.» (1990: 28). According to the New Literacy,
when students arrive at university they have already developed profitable forms of
communication and as they show up with a variety of cultural resources «these
diverse forms of capital become a rich source of learning and literacy» (Willinsky,
1990: 32), and their cultural capital should be expressed through writing.

Gerald Graff, already quoted in this paper, shares the same conviction.
According to Graff, college students are not taught how to write. Therefore, they
learn how to write essays, a very common form of writing at university, through a
process of osmosis that starts by listening and reproducing what teachers say in
class (2000: 47). | believe this process to be sound and valid, however it should be
complemented with the experience of writing essays that result from their personal
transaction with the text.

Writing strategies

- Pre-writing activities:

a) Brainstorming, i.e., loose thinking and rough writing. According to the New
Literacy advocates this is enough to alter the structure of the classroom in the
most subtle manners. Concerning this specific strategy, it is worth noting that in
my 2006 survey carried out at Universidade Nova, when asked about the best
methods to understand and interpret a literary text, students revealed just the
opposite of what is suggested by the New Literacy program, as 79% of the
students prefer «reading the text on their own», rather than «discussing the text
with colleagues and friends.» (21%);

b) Teachers should themselves be writers, and provide students with examples of
their own writing: «the teachers of writing should write» (Willinsky, 1990: 35).

¢) Writing should be introduced as an effective way of thinking out problems either
in Maths or Literature classes, where literacy serves as both an «expressive»
and an «interpretative» vehicle (Willinsky, 1990: 30).

- «During»-writing activities: placing the emphasis on the need to write several essays
and texts throughout the academic year, conveys clearly the message that
students are primarily engaged in the construction of meaning, «rather than
serving as empty jugs waiting to be filled.» (Willinsky, 1990: 30).

- Post-writing activities: going back to the beginning, that is, «after completing a full
draft, students should return to a prewriting search for new materials to bolster
the piece» (Willinsky, 1990: 39); collaborative conferencing over the students’
written work, after which the students should improve their texts and at last
making public the private writing.



To conclude, | start by saying that | fully agree with what J. Zhang says when he
states that the problem with students is not «lack of ability, but lack of
preparedness» (2003: 14). | will add to Zhang’s statement that the problem lies as
well in the lack of critical independent thinking which | believe may help them
become better students. Therefore, some of the premises of the New Literacy
program — namely, the emphasis on several and continuous reading and writing
activities — may be useful not only for students’ academic achievements but for their
lives as independent critical thinkers. By being encouraged to write their own
meaning of the text, the New Literacy program promotes a more active voice from
the students. This however does not mean that students should read and write
neglecting the existing reference bibliography. In fact, more than ever, students
must be encouraged to read well written and articulated pieces of academic writing
(an often neglected practice as the 2006 survey results clearly show), and start from
there to build their own interpretations of texts. The aim is to establish a non-neutral,
therefore, critical transaction with the text.

As a final remark, | must also add that from my own experience of teaching
Portuguese language and culture to a class of undergraduates at the University of
Algarve, | have found out that making public the private writing, one of the New
Literacy strategies, is an extremely motivating practice for students. In fact, as
Willinsky states: «Publication is the principal post-writing activity for the serious
writing programs; it is intended to demonstrate a regard for students’ work, treating
their word as if it counted in the world.» (1990: 187). | discovered and experienced
this first handily through the experience of creating a class blog where students
could post their texts, and get comments on their texts not only from me, but from
their peers. According to some of my students: «the blog was an excellent idea,
because it gave us the opportunity to express ourselves through words, and to tell
and share our stories with others»; «The idea of creating a blog was very good and
having the opportunity to read or reread our texts and our colleagues’ texts was
enriching», «l think it is important to get to know the ideas of my colleagues, their
texts and also other types of information (documents) and have the possibility to
show our own ideas, because having feedback from our colleagues gives us
strength to continue [writing]», «In my case, it helped to find out that after all writing
is not as bad or as difficult as | had imagined, | just had to feel motivated, to be
patient and to have ideas.».

Besides the blog experience, | applied another New Literacy strategy: bringing
the students’ personal experiences to the interpretations of the texts, which gave
them the chance, as one of my students wrote, to deal with some of their own

personal issues: «After writing my text, and after reading it in class, | felt relieved,



because | conveyed my personal experience and that freed me from a situation that
I had to solve, and | solved it in class, so...thank you!»

| conclude by saying that, although the New Literacy pays close attention to
the reader’s personal interpretation of the text by placing an emphasis on the fact
that the meaning results from the reader’s transaction with the text, applying the
New Literacy’s strategies is not the same thing as simply asking students: «How
does the poem make you feel?». In my opinion, this would be too simplistic and
unrealistic. The New Literacy does not neglect the hard work of selection and
reorganization that every text demands from a reader, either while reading it or
writing about it. The point is that emphasising the student’s response to the text can
be a means to diminish the barrier between student and literature and a fruitful
practice to motivate students to connect with the texts and be willing to explore

different writing strategies.
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Schools are the primary settings where children develop literacy proficiency. One
aspect of schools that is hypothesized as leading to that proficiency is opportunity to
learn literacy. In recent literature (cf. Boscardin & Aguirre-Munoz, et al 2008)
opportunity to learn in classrooms has been defined narrowly to only include
curricular coverage, time, topic emphasis, and teaching strategies. When
classrooms are viewed as communities for literacy learning, opportunity to learn
becomes more complex, encompassing the literacy events and practices that are
privileged and the materials that are available during those events, the amount of

challenge, the teacher’s expectations, and how much choice learners have.

The research journey

We became interested in children’s opportunities to learn literacy through several
previous studies. Young and Beach (1998) in an intensive classroom-based study
of first grade children, noted how participation in multiple literacy events and
practices at home, in school and in the community, either supported or interrupted
children’s sense of being literate. This work led to a further study (in both Oklahoma
and Saskatchewan), where focal children in fourth grade classrooms were observed
in both home and school settings, and then engaged in conversation about their
literacy practices. Kevin, one of the boys in the Saskatchewan study, participated in
a somewhat unconventional home literacy environment where he wrote stories for
three younger siblings, and helped them read his creative narratives that featured
them as characters in medieval dramas. In school, however, Kevin barely
participated in most language arts activities that mostly featured worksheets and
comprehension questions. Kevin's literacy life at home clearly eclipsed his
engagement with school. The focal girls were more committed to ‘doing school’,
demonstrating eagerness to take on teacher-assigned tasks. We became interested
in the ways children perceived literacy activities as either tasks or invitations, and
especially in the different opportunities to learn literacy at home and school.

Students’ sense of their own literate identity was a mediator of their engagement



and opportunity to learn literacy. We became interested in exploring further the
perceptions of upper elementary school children about their own engagement and

opportunities to learn in classrooms.

Opportunity to learn and engagement

The traditional view of opportunity to learn considers content coverage and
exposure, emphasis and level of thinking, resources, and the quality of instructional
delivery. Content coverage refers to the instruction of the core curriculum as outlined
in the curriculum documents. Content exposure refers to the time allotted for
instruction and the depth of exposure to the topics within the curriculum. Content
emphasis includes the topics which are emphasized during instruction, as well as
the level of thinking, which refers to whether the emphasis during instruction is at the
rote level or the abstract and conceptual level. The resources used for instruction
include the resources available to the teacher from their teacher preparation,
affecting their preparedness to teach the subjects that they are teaching. Resources
also include the suitability of the materials used for instruction for the learning tasks
and to meet the instructional goals, as well as the availability of the materials to the
students. Finally, the quality of the instruction refers to the teaching practices that
are evident, the frequency of the learning events, and the types of tasks and
experiences that are provided in the classroom.

We reconceptualize opportunity to learn by considering the following factors:

e The learner
o literate identity
o literacy background

e The classroom context
o0 Privileged literacy practices
o Degree of challenge
0 Teacher expectations
0 Available literacy material

e The learner's engagement
0  Multi-faceted
o0 Persistent
0 Behavioral, cognitive and social involvement in activity scaffolded by
teacher practices (Lutz, Guthrie & Davis, 2006)

The learner's engagement is multi-faceted in that it includes cognition,
strategy use, and the learner’s attitude (Furrer & Skinner, 2003). This engagement
is characterized by persistence and focused interaction with the social environment
(Furrer & Skinner, 2003), and the student’s ability to be able to ask and answer
guestions within the learning environment (Lutz, Guthrie & Davis, 2006). The
learner's engagement is cognitive, affected by their mental investment and their

potential and ability to use effortful strategy use and deep thinking during the literacy



process. The engagement is also affective, involving the learner’s positive feelings
and physical display of emotion in the learning environment; and social, with the
learning context allowing the exchange of ideas and interpretations with peers (Lutz,
Guthrie and Davis, 2006). Opportunity to learn depends on student’s engagement,
and is mediated by literate identity and literacy events and practices in a particular
learning setting. This intersection of OTL and engagement is demonstrated in
student’s choice to accept or decline an invitation to participate in literacy events
and practices, regarding activities as either meaningful or inauthentic tasks.
Engagement becomes a learner's choice to accept or decline an invitation to
participate in literacy events and activities. This choice, we assert, is predicated on
the learner’s interpretation of the literacy activities offered in a classroom.

This research explores the interpretations of children in fourth and sixth
grades of the literacy events and practices that they were offered during reading and
writing instruction. Teachers completed a survey of the reading and writing lessons,
activities, structures, and materials that they use to support literacy learning.
Children in those classrooms were interviewed in focus groups about the purpose of
those practices and which practices engage them the most, as well as being asked
to describe how they believe their teachers identify good readers and writers. This
paper will discuss the findings of this research, offer some suggestions about what
classroom practices offer opportunities to learn from the perspective of students,

and focus on implications for teacher preparation.

Research questions
Children’s perceptions and interpretations of the literacy activities in their
classrooms provided the data for this paper. Our research questions were:
« How do 4™ and 6™ grade students interpret the literacy activities that they
are offered in their classrooms?
* Which activities do they say are engaging activities or practices?

* How do they say their teachers identify good readers and writers?

Findings

Approximately 160 Oklahoma children in fourth and sixth grades participated in
surveys and focus groups. In general, their responses indicated that they perceived
that teachers saw literacy as a series of skill-based performances. The nine
participating teachers t, when asked, stated grand goals for their students, including
that the students would love to read and write, understand the English language,
improve their literacy skills, and become competent communicators. However, the

students themselves believed that teachers were mainly interested in the students’



good handwriting, learning word definitions and high scores on tests. There were
important differences between the ‘stories’ of classroom practice in the language
arts classes told by the teachers in the study, and the students’ perceptions of their
classroom activities and teachers’ expectations of them. It may well be that there
was a lack of congruence between teachers’ beliefs about literacy and their actual
classroom practices. Students whose families valued the ‘products’ of school, such
as spelling tests and neatly completed workbook sheets might also assume that
these activities define reading and writing. The students, though, had clear ideas
about literacy invitations that engaged their interest. Students in the study were
engaged when they had opportunities to select their own reading and writing topics,
and appreciated time to research on the internet. Interestingly, they also valued
“learning conversations” with their teachers, and felt that they had insufficient time to
engage in dialogue about their work. The students expressed a desire to read from
multiple genres that would broaden their horizons. Additionally, the students looked
for challenge and new knowledge in their classroom literacy activities; one assumes
from this finding that many students did not find sufficient depth in their literate lives

at school.

Implications for teacher education
For us as teacher educators, the implications from this study for our practice are
salient. It is evident that we need to support preservice teachers in two broad areas
— understanding and connecting with literacy learners, and designing literacy
activities that are meaningful beyond classroom walls.

Connecting with learners

Although most teachers would understand the necessity of recognizing the
funds of knowledge (Gonzalez, Moll & Amanti, 2005) students bring to school with
them, it's perhaps less obvious how to gather and build on home experiences,
including literacy events and practices. In a recent study, Ward and Epp (2008)
encouraged teachers to gather knowledge of students’ literacy practices at home
and in the community. This was examined through a mixture of surveys, interviews
and observations. However, participants in the study were somewhat puzzled as to
what to do with this knowledge. Although they found their students’ home literacies
interesting, there was little evidence that teachers in the study changed their
instructional practices. As teacher educators, we need to support preservice
teachers in planning literacy events that encourage students to build on their
existing interests, skills and competencies. So in the case of Kevin (described
earlier in the paper), his teacher, knowing about his deep interest in medieval times
and in writing plays and stories, might set up a project where he could research



medieval heraldry, or perhaps write plays which a group of fellow students could
perform. Building directly on knowledge of children as competent learners is an
excellent first step towards authenticity in classroom activities.

Recognizing authenticity in school literacy practices

The touchstone for authenticity is connection with real world applications. In
a socio-cultural view of literacy, where literacy is studied in everyday contexts (for
example, Barton, Hamilton & Ivanic, 2000), literacy events and practices always
fulfill a function for those involved in them. In the real world, people read and write
to get information, persuade others, entertain, access help, and perhaps to escape
from the humdrum. In many classrooms, the range of literacy functions is artificially
narrowed, so that the audience for all writing becomes the teacher, and purposes for
reading do not authentically evolve from the needs and interests of students.
School literacies often include genres that have very little connection with literacies
in the real world or with students’ own choices. Preservice teachers should have the
opportunity to practice authentic literacy activities in their own teacher education,
perhaps through “invitations to learn” (Van Sluys, 2005) that challenge their own

thinking and enable them to follow their own interests.
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How do Hungarian adults read aloud?
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Introduction

In everyday life it often happens that we have to read something out aloud. The
success with which we accomplish this task shows how fluently we can read, how
proficient readers we are, whether we can interpret a written text and to what extent
we are able to transpose it into the spoken medium.

Reading proficiency is based partly on the particular reader's general
language comprehension skills and partly on her expertise in decoding a written text
(cf. Téth 2002). Understanding a written text presupposes speaking the relevant
language and being familiar with its formal structure. Phonological awareness
means the ability of accurately perceiving the speech flow and of discriminating the
phonological segments of the given language in it. Knowledge of the relevant
syntactic rules makes it possible that words of the various grammatical classes be
used in the appropriate order within the clause, whereas their meaning is taken care
of by semantic awareness. These three levels of linguistic skills are complemented
by background knowledge, the mass of information and experience accumulated in
the interactions that one has carried out in one’s life. Decoding requires familiarity
with the code (letter-to-phoneme correspondences) and an appropriate amount of
lexical knowledge. In the case of letter-based writing systems, reading also requires
recognition of the alphabetic principle (cf. Perfetti 1999). Psycholinguistic research
has confirmed that there are important differences between beginners’ and
experienced readers’ decoding strategies (Ehri & Wilce 1987, Samuels 1994). In the
case of the latter, deliberate phonological decoding is preceded by the use of visual
and phonological stimuli, and the process also crucially involves automatisms.
Furthermore, the two groups also differ in their eye movements (Nodline & Simmons
1974), in their performance in cloze tests (in which they have to supply certain
words that have been removed from a text, Mackworth 1977), as well as in the way
they utilize graphic information and context (T6th 2002).. In addition to cognitive
factors, the process of reading also crucially involves memory and attention. It is
important to note that linguistic comprehension and decoding mutually support one
another and neither is sufficient, in itself, for the mechanism of reading to work

properly. Consequently, we can state that people who have difficulty in



understanding what they read also necessarily have problems with linguistic
comprehension, or decoding, or both.

The comprehension of a text and the quality of reading are influenced by a
number of factors. The aim of the actual reading session is one of them. Other
relevant factors include the amount of new vs. known information that the text
contains (Shebilske & Fischer 1981), the extent to which the reader is able to cover
larger chunks of text at a time, the level of conventional order in the text and
contextual effects (Erlich & Rayner 1981), and the typographical layout of the text to
be read (Frase & Schwartz 1979). It is also far from being irrelevant whether the text
is read silently or aloud. What is the difference between these two cases? In silent
reading, it is primarily the areas of visual processing that are activated, whereas in
oral reading, primary activation takes place in the areas of speech processing
(Berninger 1996). It has been observed that reading without moving one’s lips is an
acquired habit; the natural behavior is for the lips to keep moving while the person is
reading. Children first learn to read aloud in school, and the phase of silent reading
only comes subsequently. Nevertheless, it can often be observed that even older
speakers are unable to read aloud routinely and well. Green (1998) observed in
children between 10 and 14 years of age that many of them feel uneasy when they
have to take turns in reading something out aloud and understand the whole of the
text poorly or less well, given that they tend to concentrate on the portions they have
to read out themselves, in order to avoid making mistakes in them. Children who are
poor readers in general find reading aloud to be an enormous challenge. The author
tried to diminish the negative experience of reading by using the RRI (Rapid
Retrieval of Information) technique and by having pupils acquire various reading and
task solving strategies.

One of the earliest experiments concerning errors committed in reading aloud
was conducted by Fairbanks (1937, cited by Téth 2002: 49). In the research
university students were divided into good and poor readers on the basis of their
performance in comprehension tasks based on their silent reading. It turned out that,
in reading aloud, poor readers committed almost three times as many errors as
good readers did (the former committed 5.8 errors per 100 words on average
whereas the latter committed 2.1), and the actual errors exhibited a characteristic
pattern. In both groups, word replacement was the most frequently occurring error
type, but while 51% of poor readers replaced the target word by a word that meant
something quite different, none of the good readers did so. Self-correction, on the
other hand, occurred with good readers more often than it did with poor readers.
Other investigations reported in the literature study reading aloud either in terms of

errors committed as a function of the use of contextual information (Biemiller 1970,



Weber 1970, Cohen 1974-1975) or in terms of self-corrections and reading
strategies used for avoiding errors (Willows & Ryan 1981, Juel 1980).

Apparently, very few surveys of oral reading have been conducted so far with
the participation of adult native speakers of Hungarian, and even those few studies
primarily analyzed the success of reading aloud in students of teacher training
colleges (cf. Adamikné Jaszd 2000). In the present paper, we investigate how
Hungarian natives of various ages and occupations can read out a simple text of
popular science. Our hypothesis is that most subjects would commit, along with
reading errors, also several uncertainty-based errors and interpretation errors.
Furthermore, we hypothesize that the quality of reading aloud would depend on the

subject’s age and occupation/level of education.

Method, material, subjects

Our study is based on fifty samples of speech recording from the Hungarian Spoken
Language Database (BEA, cf. http://mww.nytud.hu/dbases/bea/index.html). The
recordings selected come from 25 female and 25 male subjects; their ages range
between 20 and 77 years (the youngest woman is 22, the oldest is 77 years old, the
youngest man is 20, the oldest man is 71). In terms of their occupation, 25 subjects
are teachers/faculty of arts graduates, and 25 subjects do something else for a
living.

The subjects’ task was to read out a text of popular science that they were
allowed to privately read and understand beforehand. The reading sessions took
place in a soundproof chamber and were recorded digitally.

In the recordings, we analyzed reading errors; speech rate and articulation
rate; the location and length of pauses; stress and intonation; and we evaluated the
“quality” of reading, that is, the extent to which the subject was able to read
comprehensibly.

We processed a total of 108 minutes (6471123 ms) of recording. Acoustic
analyses were performed using Praat 5.0 (Boersma & Weenink 1998); statistical

analyses (Pearson'’s correlation) were performed by SPSS 13.0.

Results

In our subjective evaluation, a mere 42% of the subjects were able to read out the
text “comprehendingly and comprehensibly”. None of them produced error-free
reading; there was a single person (a speech therapist by profession) who
committed just a single error, and two subjects committed two each. In the speech
production of the other readers, several reading errors, uncertainties, and/or

interpretation errors were attested.



A total of 256 reading errors were found in the recording. The proportions of error

types can be found in Figure 1.
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Figure 1
Proportions of various types of reading errors

The largest group of reading errors involved sound/syllable omissions. Of these, the
most frequent cases were in which the reader skipped the plural marker (e.g.,
piacon ‘at (the) market’ for piacokon ‘at (the) markets’); or the derivational suffix -
hat/-het ‘may’ was left out (e.g., karositja ‘harms’ for karosithatja ‘may harm’). One
plural item was misread by 60% of the subjects (30 persons): they pronounced
mutathaték ‘ones that can be shown’ for mutathatéak (a morphophonological variant
of the former, meaning the same thing). The reason must have been the frequency
of the misread item and the fact that both forms are grammatical in Hungarian.

We found relatively many sound replacements in the recording. In these, the
reader replaced a single sound of the target word by some other sound. In most
cases, the subject produced a word of either identical or very closely related
meaning (for instance, nem ‘not’ for sem ‘nor’). We have also attested a number of
sound replacements in foreignisms like primér ‘primeur, hasting’ or importalt
‘imported’.

In general, the most numerous errors were found for mutathatéak (see above)
and megbetegedéseket ‘morbidity cases-accusative’.. Only 19.9% of the errors (51
items) were subsequently corrected by the speakers.

The subjects produced a total of 73 cases of uncertainty-based disfluency.
Their distribution can be seen in Figure 2. The most frequently occurring errors of
this type (43% of all cases) were restarts. These occurred primarily in pronouncing
lengthier items (e.g., muta mutathaté o mutathatéak ki, ahol i ahol immunrendszeri

‘...can be shown, where immunity...").
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and speech rate (r = -0,524; p < 0,001), that is, older speakers’ tempo was
significantly slower than that of younger speakers (this squares well with literature
data saying that speech tempo becomes slower in old age). Similar results were
found for articulation rate (r = -0,596; p < 0,001). However, the single speaker
exhibiting the slowest speech rate and articulation rate was not one of the oldest
subjects; she was 49 years old.

On average, subjects paused in 15% of their speech time (SD: 8-24%). The
number of pauses was between 23 and 75. The highest number of pauses was
produced by the speaker who also committed the largest number of errors. The
shortest pause lasted 34 ms, the longest lasted 4220 ms. Given that the lung’s vital
capacity lessens with the progress of age, we thought that the oldest subjects would
produce the most and the longest pauses. However, the statistical data did not
confirm this hypothesis (neither age and the number of pauses, nor age and the
proportion of pauses were significantly correlated). The highest number of pauses
(both in absolute numbers and proportionately) was produced by a 27-year-old man
whose lack of experience in reading was also signaled by the large number of errors
he committed.

The fluency parameter shows how fluent a sample of speech is, that is, how
many words are pronounced between two pauses (on average). The higher this
number, the more fluent the speech sample is. The fluency parameter of the most
fluent sample was 10.3; that of the least fluent speech production was 3.3.

Incorrect pausing (where the speaker pauses at a point where there is no
grammatical reason for it and hence the aural comprehension of the text is made
more difficult) is taken to be a segmentation error based on failure to comprehend
the text, on reading uncertainty, or on being inexperienced in reading aloud. We
found a total of 94 segmentation errors. In 43% of these, there was a pause
between a possessive noun or an adjective and the noun it modified (e.g., a
kornyezé terliletek o élévilagat ‘the plants and animals o of the surrounding area’,
daganatos o megbetegedéseket okozhatnak ‘they may cause tumorous o
illnesses’); in 11%, between a definite article and a noun (e.g., a o szezondlis
termésekétdl ‘from that of the o seasonal products’); in 6%, within a word (e.qg.,
kartevék kartevék o re ‘for o pests pests’); and in 40% of all cases the segmentation
error occurred at the clausal level (for instance, there was a pause after a
conjunction or before the particle is ‘too’, etc.).

We have found a total of 16 stressing errors. 56% of those (9 errors) occurred
in adjective-noun constructions; the speakers stressed the noun rather than the
adjective (e.g., *novényvédé SZErek for NOvényvédé szerek ‘pesticide sprays’,

*fejes SAlata for FEjes salata ‘lettuce’). Stressing errors also occurred in compounds



(e.g., *novényvéddszer-TARtalmat for NOvényvéddszer-tartalmat ‘its pesticide
content-acc’, *vitaminFORras for Vitaminforras ‘vitamin source’), and even in simple
(case-marked) words (e.g., *boltokBAN for BOLtokban ‘in shops’).

In terms of intonation, we classified the samples into four groups of correctly
intoned, incorrectly intoned, over-intoned (singsong), and monotonous speech,
respectively. The incorrectly intoned samples were neither monotonous nor over-
intoned but included cases in which the speaker used an intonation pattern that was
not appropriate to the content. In terms of our subjective evaluation, 38% of the
speakers used correct intonation throughout, 20% committed some intonation
errors, 36% read monotonously, and 6% produced singsong intonation.

Segmentation, stressing, and intonation errors reveal inaccurate
comprehension and/or lack of sufficient experience in reading aloud. We have tried
to find correlations between occupation (including expected level of reading
proficiency) and prosodic features of the samples. The results suggest that roughly
three times as many of the teachers or faculty of arts graduates were able to read a
text comprehendingly and comprehensibly than of people with other jobs. On the
other hand, a high proportion (ca. 32%) of even the former group also failed to solve
the task to the expected extent.

Summary and conclusions

In the present study, we tried to find out how well Hungarian adults can read aloud.
The results show that many adults have problems already in decoding the text they
have to read. Decoding difficulties (reading errors) occur significantly less often if the
adult is an experienced speaker/reader; however, such experience does not
necessarily entail that the speaker is capable of “comprehending and
comprehensible” reading. In many cases, the quality of reading suggests boredom,
or it shows that the speaker wants to squeeze through the reading task as quickly as
possible.

We had expected that age and occupation (experience) would also influence
the quality of reading. As the data reveal, with respect to age, it is only in temporal
characteristics that differences can be found. Occupation influenced speech
production in that a higher proportion of teachers etc. were able to read correctly.
On the other hand, several of them committed quite a few errors and/or produced a
poorly interpreted spoken text.

In conclusion, we can say that many Hungarian adults are at the level of less-

than-ten-year-olds when it comes to reading out a text aloud.
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Construction de lareprésentation de I'acte lexique chez le jeune enfant
en Petite Section de maternelle
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Introduction

La notion de littéracie contribue a considérer les apprentissages de I'enfant de
maniére dynamique, en envisageant la complémentarité des quatre grandes
habiletés linguistiques que sont le ‘parler’, le ‘lire’, I"écrire’ et le ‘comprendre’: il
s'agit de traiter I'information de maniére a apprendre a maitriser I'écrit dans ses
différentes pratiques, ses différents contextes, en tenant compte de I'ensemble des
dimensions psychoaffective, développementale, ou encore socioculturelle de
I'enfant.

Le parcours de chaque enfant pour accéder a I'écrit est singulier, depuis
I'étape ou il sait voir s'il y a quelque chose d’écrit quelque part, sur un livre, a celle
ou, sans savoir vraiment lire, il est capable de saisir bon nombres de messages, du
seul fait qu'il est familier du contexte dans lequel ceux-ci apparaissent, notamment a
I'école.

Les pratiques de littéracie du trés jeune enfant ont été décrites dans la
littérature francgaise principalement sous trois angles :

- l'angle socioculturel (Bernardin 1994, Barré de Miniac 2000) C. Barré-de
Miniac précise que la notion de rapport a I'écrit suggere « I'idée d’'une orientation de
la personne a I'égard de I'objet, en I'occurrence d’'un objet social, historiguement
construit en ce qui concerne I'écriture et a I'égard de la mise en ceuvre pratique de
cet objet dans la vie personnelle, culturelle, sociale et professionnelle. »

Dans les milieux non culturellement défavorisés (au sens large), le livre est
vecteur d’écrit, et ce sans préjuger de la qualité des écrits que les enfants abordent.
Trés souvent ont lieu dans les familles des situations de lecture partagées :
moments de rencontre entre un enfant, un parent et un récit, ou encore entre les
membres d’une fratrie. La construction de la représentation de I'écrit passe pour
partie par le livre, support physique de trace écrite. Et cette culture de I'écrit
détermine la scolarité ultérieure de I'enfant.

- celui de la culture scolaire (Devanne et alii 2000) : Le réle de I'enseighant est
d’organiser culturellement les apprentissages : il doit amener I'enfant a penser en

réseaux « dans l'espace - livres » afin d’explorer les différents fonctionnements



narratifs, « dans I'espace - table » afin de développer les interactions lecture -
écriture pour construire le sens et produire de écrits.

- celui de la psychologie cognitive, c’est a dire des représentations (entendues
comme codages internes de représentations externes) et des processus qui
interviennent sur les représentations pour les maodifier.

C’est en lien avec les activités d’écriture que les conceptions précoces de
I'écrit chez I'enfant sont décrites. Les travaux d’Emilia Ferreiro (1988), de Jaffré
(1985) et de Fijalkow (1986, 1992) pour la langue francaise, ont permis de
différencier les étapes qui correspondent a la mise en place du systéme
orthographique chez I'enfant. Pour résumer, I'apparition des tout premiers tracés
varie entre 10 mois et 2 ans. lls sont moteurs et apparaissent avec la marche et
avec la premiere trace signifiante: les féces correspondant a la maitrise
sphinctérienne. A partir de ce moment, I'entourage donnant & cette activité une
dimension relationnelle, I'enfant prend conscience de la trace symbolique. L’aspect
représentatif de la trace écrite apparait entre 2 et 3 ans. L'acte graphique devient
intentionnel et a la fin de ce stade apparaissent des dessins plus ou moins
reconnaissables dont les "bonhommes tétards" sont parmi les premiers. Entre 3 et 4
ans, c'est I'étape présyllabique iconique puis celle caractérisée par un simulacre
d’écriture. L’enfant saisit la différence écriture - dessin et noircit ses pages de lignes
irrégulieres, boucles et autres zigzags en n’établissant aucune relation entre la
longueur du message oral et celle de la chaine écrite. Les conceptions de I'enfant
évolueront vers un stade idéographique pour enfin vers 4/ 5 ans entrer dans I'étape
syllabique : la trace produite est relative a la chaine sonore, des pseudo-lettres
apparaissent. L'enfant affine sa conception en faisant correspondre une trace
graphique a chaque mot, puis a chaque syllabe, dans les étapes syllabico-
alphabétique et enfin alphabétique.

Cependant, peu de travaux ses sont intéressés a la maniere dont le jeune
enfant investissait I'écrit en production avant 5 ans, avant méme qu'il ait
suffisamment développé sa consciences phonétique pour commencer a acquérir le
principe alphabétique.

Le travail présenté correspond a une étude qualitative de I'entrée précoce
dans I'écrit et est issu d'une recherche- action menée a I'lUFM de Bretagne dans le
département du Morbihan, département pilote pour la scolarisation précoce des
enfants de deux ans (classes de TPS, Toute Petite Section de I'école maternelle,
2/3 ans). Son objet principal est I'étude des attitudes et pratiques spontanées des

jeunes enfants en classe a partir d’'un suivi longitudinal dans une classe de TPS.



|. Cadre de travail et méthode
Notre cadre de travail est au carrefour de plusieurs théories :

- celles issues des travaux relatifs a I'entrée précoce dans I'écrit comme on
vient de le voir (Fijalkow, Ferreiro).

- la théorie de I'action conjointe en didactique (Sensevy, Mercier et al 2005,
2007, 2008), didactique entendue au sens large a savoir toute situation dont I'objet
est I'enseignement / apprentissage d’'un savoir.

La communication en milieu didactique est une spécification de la
communication humaine. La théorie de l'action conjointe en didactique (TACD)
considere la production des discours du professeur et des éléves comme la
manifestation de transactions didactiques dont le savoir est I'objet transactionnel.
Ces transactions permettent a la fois la reconnaissance mutuelle des interlocuteurs
et la participation a un jeu conjoint, qui consiste a construire et changer le monde au
travers de jeux d'apprentissage plus ou moins spécifiques.

- l'interactionnisme social, dans la mouvance des travaux de Vygotski (1934,
1966 édition francgaise).

- les travaux sur la prosodie, dont les chercheurs ont montré qu’elle était
porteuse de signification et ce bien avant les premiéres formes de langage articulé,
et plus particulierement ceux concernant la prosodie et le développement du
langage de l'enfant (Halliday, Crystal, Konopczynski 2000, 2003), et ceux
concernant la prosodie et lintersubjectivité (Morel, Danon-Boileau 1998 et la
‘Grammaire de l'intonation’ : on envisage la maniere dont le locuteur s'approprie le

dire de I'interlocuteur, I'investit, le fait sien ety répond).

La prosodie
La prosodie se référe a l'aspect suprasegmental du discours. Elle comprend 4
paramétres :

1) le signal, ou fréquence fondamentale (notée Fo), c'est-a-dire la mélodie de
la voix. Selon Morel et Danon Boileau, le signal correspond a la facon dont celui, en
tant qu’énonciateur, se représente la pensée de celui auquel il s’adresse.

2) lintensité, forte versus faible, avec toute la variabilité des degrés
intermédiaires. Elle marque la fagon dont le locuteur entend gérer son tour de parole
et agir sur I'interlocuteur.

3) la durée (durée segmentale et durée syllabique). Les variations de durée
traduisent la fagon dont la pensée de celui qui parle s’appréte a se dire.

4) la pause, qui permet au parleur d’homogénéiser son propos précédent et a

I’écouteur de construire le sens de ce qu'il vent d’entendre.



Les parametres temporels donnent rythme des échanges et/ou de la lecture et

traduisent différents effets tels que le stress.

Méthode

La classe a été filmée chaque mois en situation naturelle. L'enseignante a
également tenu pendant deux semaines un cahier de bord ou elle a relevé
systématiquement le nombre, la durée et I'objet des pratiques de lecture.

Puis les films ont été visionnés et les enregistrements écoutés. La plupart ont fait
I'objet d’'une transcription écrite « acoustique ». Seuls certains scenarios ont été
numérisés et analysés par le logiciel Praat, le traitement étant excessivement

complexe et colteux en temps.

Il. Résultats

Les pratiques de classe

Une semaine d’observation en continu de pratiques en lecture d’'une classe de
Petite section donne des indications sur ce qui se passe hic et nunc, méme si ces
résultats ne sont qu'un exemple de pratiques : ils sont ponctuels et n'ont pas de

valeur en soi ni vocation a la généralisation.

1)  On constate que 96% des activités de lecture correspondent a la lecture
de I'enseignante.

Cette lecture est essentiellement une lecture offerte, une lecture plaisir : les
enseignements sont nombreux et implicites : acculturation, pratiques sociales de la
lecture, sens de la lecture, sens du récit, maniére de tenir I'objet livre pour réaliser
I'activité...

Dans environ 80% de cette forme de lecture, I'enseignante enseigne
explicitement la compréhension, sous forme de questions orales auxquelles les

enfants doivent répondre en justifiant de leur choix. Si tel n’est pas le cas, c’est



I'enseignante elle-méme qui justifie la réponse donnée en se référant aux éléments
du texte lus qui permettent la réponse. Les compétences en compréhension
travaillées concernent :

- la trame narrative : personnages, déroulement chronologique, déroulement
causal, rappel de récit et reformulation ... (Bruner, Fayol, Fijalkow 1992, 1996,
Brigaudiot 2000)

- le lexique : explication, synonymie, paraphrase, définition (Plane 2006)

Au plan prosodique: la prosodie participe au travail de compréhension du
texte lu. On note nombre de phénoménes déja décrits dans la littérature, et
notamment :

- des focus sur les syllabes ou les mots sur lesquels I'enseignant veut faire
porter I'attention (Fox 2001)

- le r6le des pauses dans la lecture (Candea 2000). La pause permet au
parleur d’homogénéiser son propos précédent et de rhématiser ce qui va suivre.
Elle permet a I'écouteur de construire le sens de ce gu'il vient d’entendre, de se le
représenter.

- la prosodie est également le vecteur des émotions (Whitehead et al 2000),
particulierement dans le discours direct du récit lu.

- d'une maniére générale, elle traduit permet expressivité et dramatisation

pour améliorer la compréhension (Hudson et al 2005)

2) Les pratiques de lecture des enfants

Pratiques spontanées, elles constituent pour cette classe environ 4% des
activités de lecture et se répartissent en 3 groupes :

- Pratiques en autonomie,
sans production textuelle orale de I'enfant. Ces temps de lecture ont généralement
lieu dans le coin-bibliothéque de la classe, abondamment fourni, accueillant et bien
décoré. L'enseignante expose les livres lus collectivement en classe, ceux dont on
parle ou éventuellement ceux qu’elle aimerait faire découvrir , sur un support vertical
prévu a cet effet. Les enfants s'installent sur les coussins a différents moment et
feuillettent les livres, les « lisent », se racontent I'histoire déja entendue... On sait
gue ces pratiques scolaires permettent de réaliser des apprentissages implicites
(Gombert 2005, Fayol 2006, Goigoux 2006). Ce sont les plus fréquentes.

o0 Pratiques en autonomie avec production textuelle orale
Elles ont trés rares, nous n’en avons que deux occurrences. L'enfant prend un livre
et le lit spontanément a haute voix.

- Lecture individuelle partagée enfant / enseignante.



C’est une pratiqgue également peu fréquente en classe. L'enseignante et I'enfant
construisent ensemble le récit, dans une relation duelle.
Ce sont ces deux pratiques auxquelles nous allons nous intéresser.
Les caractéristiques communes aux deux situations de lecture analysées

- Au plan de la méthodologie, elles sont été enregistrées en situation

naturelle, puis numérisées et analysées avec Praat.

Un test de perception basé sur 4 criteres : compréhension, objet, débit et
comparaison a été ensuite réalisé sur des personnes n'ayant pas assisté a
I'enregistrement.

- Ce sont des activités de production textuelle orale :

Produire un discours, c’est linéariser une représentation conceptuelle en une suite
organisée. Cette planification aboutit & une mise en mots.

- Ce sont des activités tripolaires :

Dans la perspective de linteractionnisme social : enfant - outil - action,

« I'action est médiatisée par un objet spécifique, socialement élaboré, fruit
d’expériences précédentes par lequel I'enfant va pouvoir faire ses expériences »
Le livre médiateur est le lieu de la transformation du comportement : explorer ses
possibilités, les enrichir, les transformer, s’engager dans différents schemes
d’utilisation : I'enfant articule ses possibilités avec des situations d’action telle que
la tAche a résoudre. Cette appropriation lui permet d’acquérir de nouveaux savoirs.

- Elles correspondent a un changement de mode communicationnel :

Dans un cas, I'enseignante propose la lecture de Petit Ours Brun (POB) : c’'est un
moment de partage, le texte est matériellement présent.

L'autre cas est la lecture « spontanée » de Spot, le petit chien (SPOT) : un
enfant de CE1 prend le livre et demande au petit enfant « qu'est-ce que c’est ? »,
puis la maitresse dit & son jeune éléve : « lis le, toi ».

L’histoire existe par les mots de I'enfant, et I'on pourrait s'attendre a un récit

narrativisé comme sont capables de la faire les enfants a partir de 3 ans.

o Analyse discursive des productions
Petit Ours Brun (POB) cf annexe 1

- Ancrage de la production : on peut reconstituer le texte complet lors du scénario de
lecture partagée. La production est compréhensible par tous (cf test de perception
annexe 3)

- Ancrage énonciatif (il/je) : récit + discours direct (en 76 c)

- Alternance des tours de parole : Quel est le point de vue adopté ? celui de la mére,
de I'enfant ? de POB, du papa ? On est dans le mouvance du discours — récit, dans
la co-construction.

- Ancrage temporel (moment de I'événement par rapport au moment de I'énonciation.)



- Emploi des formes verbales : écrit oralisé dans le récit jeune enfant avec emploi du
passé composé, a la fois temps de discours et également marque I'accompli par
rapport au moment de I'énonciation. Le temps employé est donc bien adaptée au
récit dialogué, (I'imparfait aurait été employé dans un récit).

Spot (cf annexe 2)

Spot est un « simulacre » de lecture, entendu comme production orale textuelle :
I'enfant prend un livre et construit I'histoire a haute voix.

- ancrage de la production au plan de la réception : situation de production textuelle
orale, pas de texte de base. La production n’est pas compréhensible par tous (cf test

de perception, annexe 3).

- ancrage énonciatif : récit

- ancrage temporel : présent de narration : c’est un chien qui fait un célin + passé

composé (33Cd : il est parti)

(Le test de perception vise a recueillir I'appréciation de plusieurs écouteurs

des deux situations de

lecture mere-enfant.

4 criteres sont évalués: la

compréhension des productions, l'objet supposé, le débit et la longueur des

productions.

Le test a été réalisé auprés de 6 adultes dans un contexte extra-familial.
L’écoute des 2 extraits a été réalisée a partir des fichiers audio sous wave. Il a été
précisé aux participants gqu'ils allaient écouter deux extraits de production orale.)

o Analyse instrumentale des paramétres prosodiques :

La question se pose de savoir quelles sont les stratégies prosodiques de I'enfant en
situation de lecture autonome ou partagée. Sont-elles identiques a celles de

I'enseignante qui lit une histoire a la classe ou différentes ?

Les tableaux comparatifs ci-dessous présentent I'étude des 4 paramétres intonatifs.

1) Fréquence fondamentale :

POB

SPOT

1/ La mélodie porte des effets de contraste qui
correspondent a des non régularités par rapport a
I'intonation de base :

2/ les tours de parole 73, 75, 76, qui représentent
3 tours de parole sur 10 soit 30 % présentent une
caractéristique  particuliére : la  fréquence
fondamentale est non modulée, lintensité est
élevée : or l'oreille interpréte une modulation de la
mélodie alors que la courbe est plate.

= Ces situations prosodiques recouvrent les
situations ou 'adulte pose a I'enfant des questions
de compréhension.

Contraste entre Fo plat =
compréhension en train de se faire
Fo modulé = lecture expressive (allongement,
focalisation)

Centration sur I'activité de production.

3) répétitions de patterns prosodiques :

m 71 : oui

c71: oui

sous forme de répétition écholalique

on remarque donc une centration sur l'activité de
production : la répétition permet a I'enfant de
marquer son retrait du dialogue en relangant la
discussion.

travail de

1/ En interaction (début du scénario), on note une
utilisation différenciée de la prosodie avec
expression de focalisations (c 30 ), semblable a
celles d’'une lecture adulte.

2/ En production de texte oral : tout au long de la
production Fo trés modulée avec nombre de
focalisations.

=>» production vocale caractérisée par I+ Fo +.
Celle ci signifie chez [I'adulte [I'opposition
convergence / discordance (le locuteur entend
conserver la parole et bannir toute velléité
d’interruption de la part d'un écouteur dont |l
anticipe le désaccord ou I'ignorance)

Ici, elle signifie la rupture, le repliement sur soi
pour résoudre la tache langagiére et complexifier
la représentation sous jacente.

Iy a focalisation sur l'analyse de la tache,
centration sur I'objet d’apprentissage. (reléve des
métaprocessus).




2) Ladurée

Durée moyenne des énoncés POB SPOT

m 14141 cs 14111 cs
c 119 cs 138.85 cs
Durée moyenne des syllabes

m 28.7 25.91

c 32 37.2

La durée moyenne des énoncés est sensiblement identique dans les deux productions de I'adulte. Elle
est plus longue chez I'enfant lors de la situation SPOT. La durée syllabique est sensiblement plus
courte chez I'adulte lors de la situation Spot et plus longue chez I'enfant. Cependant, a I'audition, le
débit parait plus rapide dans la situation SPOT que dans POB.

3) Les pauses

POB SPOT
11 occurrences: 10 tours de |5 occurrences
pauses de passation de parole parole (dont 2 allongements | (dont 3 allongements

syllabiques et 2 pauses d’appel | syllabiques)
sans réponse)

Ces pauses correspondent a la mise en place d’'un espace intersubjectif marqué par la dévolution de la
parole & l'autre. Elles varient en fonction de I'acte de langage produit : Allongement final = assertif,
Pause : directif

La centration est sur la production en tant qu'activité. (ce qui se fait en se disant).

pauses homogénéisation POB SPOT
Pauses unificatrices : 10 occurrences loccurrence (33c.m)<204>
Pauses de rupture 1 occurrence aucune

Les pauses unificatrices ont une fonction énonciative : elles unifient ce qui précéde en une sorte de
continuum thématique et rhématise ce qui va suivre.

Les pauses de rupture marquent le changement radical de construction syntaxique ou d’'orientation
argumentative. Elles annulent la valeur de ce qui précede.

Elles correspondent a une centration sur le produit de I'activité. (ce qui se dit).

Pauses non structurantes de | POB SPOT
I’énoncé oral

aucune Toutes en 33c (sauf cf 153)

Ces pauses marquent le travail de formulation dans une perspective énonciative. L'utilisation en
discours de cette stratégie suggere un changement de focalisation qui fait passer d’'une centration sur
I'activité de production & une centration sur la production en tant qu'objet (reléve des métaprocessus :
ce qui se pense, se construit sur ce qui se fait).

4)  L’intensité (1)

POB SPOT
Registre mére : médium Registre trés éléve | +++
Registre enfant : supérieur mais peu de variations.

Valeur peu significative au plan de la production textuelle.

lll. Analyse
En lecture partagée (POB), on note une centration sur l'activité de lecture et la
formulation : pauses de passation de parole, pauses d’homogénéisation, FO plat +
intensité élevée.) Lorsque I'enfant construit le récit et exerce sa compréhension, les
courbes de Fo sont plates tandis que lintensité est dans une plage élevée. La
compréhension du récit se produit ainsi a plusieurs voix.

Pendant le « simulacre de lecture » (SPOT), I'enfant élabore mentalement ce
gu’il va dire en conscientisant les fonctions et la nature de I'écrit: présences de

pauses non structurantes de I'énoncé oral, Fo élevée et | moyenne non modulée.




Quand la production textuelle est caractérisée par | forte, Fo modulée, il y a travalil
réflexif sur une représentation en train de se modifier.

Déja, a deux ans et demi, les variations de durée, les pauses et les variations
du fondamental permettent de caractériser les 3 niveaux de centration lors du travail
de production : une centration sur le produit de I'activité (le texte), une centration sur
la production et enfin une centration sur I'objet « production ». On est dans ce cas
dans la construction d’un dispositif métalangagier.

L'analyse prosodique de deux productions textuelles orales issues d'une
transposition exigeant un changement de mode communicationnel nous renseigne
donc sur quelques stratégies de I'enfant qui commence a maitriser le langage
articulé pour entrer dans le monde de I'écrit. Loin de s’exclure, ces stratégies se
complétent.

Les variations prosodiques montrent que l'activité de production verbale orale
se différencie notamment en fonction de la nature de la tache langagiere que le
jeune enfant montre qu’il veut accomplir. Autrement dit, la production verbale
proprement dite met en ceuvre une activité de catégorisation implicite de la situation
de production, et comporte donc un niveau métadiscursif ou métacommunicationnel.

La comparaison des parameétres prosodiques des deux situations fait
apparaitre que la situation SPOT constitue, par ses caractéristiques intonatives et
prosodiques, un simulacre de lecture. Nous voyons dans ce simulacre de lecture
une stratégie d’auto-apprentissage analogue a celle que les enfants utilisent
spontanément pour s’approprier la production d’écrit (simulacres d’écriture).

Dans la mesure ou nous postulons que les parametres prosodiques
renseignent sur la construction de compétences lectorales, un parallele peut étre
suggéré avec le langage égocentrique, entendu au sens de Vygotski : le langage
est dés la naissance communication avec autrui, pour devenir un instrument de
communication avec soi méme, dont la forme la plus aboutie est le langage
intériorisé de l'adulte, et dont le langage égocentrigue n’est qu'une étape
intermédiaire : «la fonction du langage intérieur conduit inexorablement et
systématiquement a ce que le langage égocentrique, qui au début ne se distingue
du langage social que sous le rapport fonctionnel, peu a peu, a mesure que
progresse la différenciation fonctionnelle, se modifie aussi dans sa structure,
aboutissant a terme a I'élimination compléte de la syntaxe du langage oral. [...] Il
manifeste une tendance toujours plus grande au raccourci, a I'affaiblissement de
I'articulation syntaxique, a la condensation.[...] Dans le langage intérieur, il n'est
jamais besoin de prononcer intégralement les mots. Nous saisissons a l'intention

méme que nous en avons le mot que nous devons prononcer.(PL p 477 - 479) »



Le simulacre de lecture est un soliloque: il procéde d'une autonomisation
permettant que se construisent les capacités réflexives propres a la pensée
consciente. Cette conscience métadiscursive impose a I'enfant une double tache
requérant d’'une part I'analyse de la tache a accomplir et d’autre part le contréle
cognitif de l'utilisation de cette connaissance, son résultat (la mise en mots). Se
centrant sur la premiére tache, ni la mise en mots ni la structure prosodique de
I'énoncé ne sont préservées, au profit de la construction de la représentation de

I'acte lexique.

Conclusion

En classe, la diversification des modalités de lecture est susceptible de favoriser tel
ou tel comportement. Les jeunes enfants s'investissent dans différentes pratiques,
et les liens noués avec le texte sont multiples. Si les plus fréquents sont les liens
personnels avec le texte lu (les connexions entre leur vie et I'histoire racontée), les
liens affectifs (les sentiments provoqués par l'histoire), les liens méta discursifs
(cognitifs) sont a favoriser : il s’agit donc de stimuler en classe la plus grande
diversité des pratiques et de solliciter notamment chez les tout petits les dispositifs
de lecture en autonomie et de lecture interactive a deux. Car ce n’est pas parce
gu'on ne la comprend pas que la parole du jeune enfant n’est pas porteuse de
signification.
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Annexe 1 Petit Ours Brun

m:dis / 27/ gqu'est ce qu'il dit papa ours :::(all=34)

68 c: il dit c'est un ballo:n /22/

m: il dit: oh regarde le§ ballon

69 c:§ mais c'était pas un ballon, / 51/ c'est la lune

m: et oui./ 211/ c'est drble /100/ elle m'a8 / 138/ s_suivi ::: 1277/

70 c:_8suivi

m: est ce qu'elle va venir aussi dans ma chambre / 316/? Oui /81/

71 c: oui./28/ °

m: elle est encore 1a! /120/ elle est gentille la lune. /203/ oh! /127/ qu'est ce qu'elle a fait la lune?/ 64/

72 c: elle a caché all +/ 43/.

m: et oui, elle est cachée

m: mais pourquoi elle est partie? /21/ pourquoi chloé elle est partie? /142/
73 c: parce que on la voit pas.

m: non, elle est cachée derriere quoi? /48/

74 c: les/ les tua (= nuages)

m: et oui, derriere les nuages. /35/ ¢a y est! /143/ la voila encore

75 c: la voila /36/

m: je voudrais bien l'attraper! / 87/ J'aime bien la lune /24/ c'est joli sa lumiére /65/ Et qu'est ce qu'il dit
papa ours? /208/

Chut, bonsoir petit ours br 8un! /100/ et gros dodo! /51/

76 c: do /150/

moi, ¢a fini tout a I'heure/98/ . Enco(re)! /1317/

I'a plus /201/

encore /94/

m : mais non, j'arréte.

Annexe 2, Spot : "simulacre" de lecture.
Conventions de transcription :

E1l = éléeve de CE1, m = maitresse, ¢ = enfant

/| = durée des pauses P = Pause
::= allongement syllabique (xxx) = syllabe non prononcée
[xxx ] = phonétique 8ca chevauchement des interlocuteurs

MAJ = forte intensité

El: C'est quoi ¢a?

30 c: c'est I'histoi de mon ami :: (algt final) /48 /

E1l: oui: et ¢ca?

31 c: c'est un chien qui fait un calin :: (allong) /65/
0: oui, tu fais un calin a ton chien /40 / et¢a? /77 /
32 c: enco(re) / P 67/ tu veux plus te mettre assi (se) /168/
m: et puis quelle / raconte le toi /89/

33c:

a. non [oe] [oe] toi /89/

<m inaudible>

b. il est [pa] [te] (=par terre) [e] [si :::::)] allong +/287/
c. il est [pati il est /173/

d.il est parti le [ti ]:::::: allong + 78

e. ilcourtil estpas lail cou :::rt /74/

f. il est pas la du tout la /153/

g. il est encore [e] [ou] /127/

h. il était la qui [brou] /74/

i. et a a dit [brou] /40/

j-il est &l dit / 45/ brou /42/ [ou] /95/

k. il fait quoi ? i ::I a fait quoi ? /80/

I. il fait ca./60/

m. allez /32/ tu IIS /204/

n. maman tu lis 8ca /38/

m:qu/?

m : oui

34c:lisca:tulis?



Annexe 3
Test de perception :

Sexe

qui parle ?
aqui?

quel est I'objet de cette production orale?
comprenez vous ce qui est dit ? oui -non

si oui, qu'avez vous compris ?

si hon, pourquoi n'avez vous pas compris ?
selon —vous le débit est : lent, normal, rapide

Résultats : ( parties en italiques imprimées sur feuille initiale, réponses retranscrites).

POB

SPOT

Qui parle ? A qui ?

- la mére a I'enfant et I'enfant a
la mere (6 réponses)

- 'enfant parle a (?) quelqu’un:
(1)

- dialogue entre 3 personnes :
2 enfants et la mére (1)

- absence de réponse_(1)
'enfant a la mére et la méere a
I'enfant (3)

Quel est I'objet de cette

-compréhension d’un récit illustré

- monologue (1)

production orale ? 3) - une histoire (2)

- lecture d’une histoire (3) - absence de réponse (3)
Comprenez-vous ce qui est dit ? | -oui (4) - non (6)

-non (1)

- pas toujours (1)
Selon vous, le débit est lent : (2) lent : (0)

normal : (4) normal : (2)

rapide : (0) rapide : (3)

- autre réponse : « Voix aigué)

Test comparatif

POB

SPOT

Quelle est la production la plus
longue ?

®)

Il a été rajouté « production de
I'enfant » (1)

Quel débit est le plus rapide ?

(4)

(2) indéterminé

Selon vous, en quoi ces deux
productions sont différentes ?

- 'une est une lecture, I'autre consiste en raconter/vivre une

recherche.(1)

- dans Spot, I'enfant fait semblant de lire.(1)
- dans Spot, I'enfant invente une histoire (1)

- absence de réponse (3)
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Life-long Learning and Literacy Development: what role does children’s
literature play?

Trish Brooking
University of Otago College of Education, New Zealand

New Zealand along with many other countries, aims to provide an education system
which will meet the needs of future citizens. Today’s children are tomorrow’s leaders. A
cliché admittedly, but nonetheless, a vibrant education is an essential early pathway for
later success. Learning is not confined to the school years yet the concept of oft quoted
life-long learning remains somewhat nebulous. Preparing children for a world where the
pace of social and economic change is rapid, presents significant challenges for

educators and requires a pedagogical shift in practice.

What will a life-long learner look like?

Literacy development is an essential tool for learner empowerment. Our abilities in
literacy enable us to apply our learning and address the challenges of technological and
social change. Future literacy requirements befitting a life-long learner, will include the
following: the ability to be curious and reflective; creative; empathetic and confident;
self-directed and ethical. Effective communication skills are the vehicle in which these
attributes of life-long learning are developed. Creative, curious and critical thinkers will
be in a position to respond to the exponential capacity of computing technology to
double (currently) every two years. In contrast to the digital immigrant, Generation X,

the digital native, demonstrates a high degree of technological flexibility. Flexible



New Zealand Response

In recognition of the personal and interpersonal qualities needed for future success, the
New Zealand Ministry of Education issued its revised curriculum in 2007 with the
primary aim of developing learners who realize their potential. The New Zealand
curriculum places an emphasis on learners who will develop their potential to be
confident, creative, connected, actively involved, and life-long learners. The document

acknowledges a world of rapidly changing technologies where globalization and cultural



What can a literature based curriculum offer?

Literature plays a significant role in situating one’s life in the broader social context. A
literature based curriculum offers both challenge and enjoyment. Regular literature
related discussion not only develops oral literacy but contributes to a classroom of
thoughtful student discourse; such a classroom environment values student agency and
makes connections with students’ lives. Examination of multicultural and postcolonial
literature invites exposure to a variety of viewpoints and challenge to one’s own world
view. As students engage with rich multicultural text they begin to develop appreciation
both for their own culture and the cultures of other students. (Craft, Al-Hazza, Bucher,
K. 2008). In its capacity to encourage readers to experiment with new types of text,
literature relies on imaginative engagement on the part of students and astute text
selection on the part of the teacher. Individuals who can continue to exercise their
imagination are those who will be better prepared for future challenges. Teachers play a
significant role in developing the motivation for life-long learning by providing a
stimulating learning environment where children are encouraged to explore their

creativity and develop responsibility.

Dispositions for learning and children’s literature
As teachers mediate literature to children, the Key Competencies can be foregrounded
in the learning process. Teachers capitalize on students’ early literacy experiences of
nursery rhymes and storytelling. They recognize the enjoyment children’s literature
imbues in discovering new worlds of literacy accomplishment. For example the picture
books of well known British author Anthony Browne reveal rich verbal and visual
interplay which assist children of all ages to discover new and challenging adventures in
thinking. Rich text selection offers readers valuable learning experiences in critical
literacy, empathy, and vocabulary development. Children’s literature is a vehicle for
engaging with new literacies as the reader/viewer is often required to examine different
meanings of multi-layered narratives. A critical and problem solving approach to
reading, enhances opportunities for developing into a confident learner, one who can
own, express and critique opinions, and one who is well positioned for life-long learning.
Furthermore, literature serves as a springboard for consolidating future reading habits
and engaging with a variety of texts.

The opportunities teachers provide for learners to engage with digital media

promote literacy engagement. Book club blogs and podcasting book reviews enhance



peer review and individual responsibility. Larson’s study (2009) on empowering readers
in on-line learning communities demonstrated how within the technology-rich
environment students were invited to think more deeply about literature by relying on
each other for ‘guidance, support and construction of knowledge’. (p. 648). Promoting
positive attitudes to reading enhances dispositions for learning. Research studies
suggest significant correlation between attitude to reading and literacy achievement.
The NZCER longitudinal study involving five hundred children Competent Children,
Competent Learners provides a comprehensive picture of how children learn. One key
finding concluded that the enjoyment of reading - not just being able to read — is a
really good indicator of life-long learning, over and above the usual suspects related to
socio-economic well-being. (Wylie, C. 2009, p.9). The National Education Monitoring
Project (NEMP) provides subject rotational assessments using national samples of
schools and students to show what Year 4 and Year 8 students know and can do. In
support of a literature based curriculum, it is interesting to note that in 2004 the two
favourite reading activities in school were silent reading and listening to the teacher
reading. Year 4 students viewed reading as a technical task, whereas Year 8 students
placed greater emphasis on enjoying reading and choosing the right book. Teacher
selection or recommendation of, appropriate texts is central to the sustained integration
of children’s literature as a means of strengthening competency growth.

Further research studies yield relevant data. The PIRLS mean reading score for
New Zealand students (532) was significantly higher than the international PIRLS scale
mean (500). Students, who report reading for enjoyment and reading stories or novels

every day, generally achieved higher reading scores. (www.educationcounts.govt.nz)

In the Best Evidence Synthesis (BES) on effective pedagogy (2008) Sinnema and
Aitken identified four mechanisms for effective teaching, all of which can be
incorporated in a programme which foregrounds literature as a catalyst for complex
literacy progression. The four mechanisms identified are: making connections to
student lives; aligning experiences to important outcomes; building and sustaining a
learning community; and designing experiences that interest students. What better
place than the learning community which constitutes the classroom, to forge learning
experiences -experiences which exercise students’ imagination and empower them to
become critical, creative and caring adults who will confidently engage with the
Multiliteracies of the future. Juliet Twist urges teachers to help readers pay attention to
detail in order to engage with big ideas. That microcosm of society, our classroom ‘is

one where students believe in the beauty of literature, believe in its potential to



illuminate their understanding of what goes on in the social sphere, and to change lives

and even societies’. (2008, p. 32).

Literature and the Imagination

The imaginative power of story has always, and will continue to, colonise the ‘country’
of the mind. Albert Einstein stated | am enough of an artist to draw freely upon my
imagination. Imagination is more important than knowledge. Knowledge is limited.
Imagination encircles the world. This paper will refer to a selection of texts which
illustrate how literature helps expand students’ thinking and provides enjoyable
interaction with text. The first two, published mid-way through the twentieth century, are
imbued by their contemporary norms relating to family structure, gender and culture. In
Russell Hoban's The Mouse and His Child, memory and desire underscore this
narrative about a clockwork mouse and his child and their search, via many perilous
encounters, for sanctuary in the beautiful dolls’ house they had once known. The
internal logic of the fantasy is convincingly established so that when the action transfers
to the junkyard and the tramp moves into the frame once more, it is not just for the
repair of the toy, but for its restoration of spirit. Language constructs meaning and
assists the reader’s imaginative response through use of repetition and the encoding of
class and gender signifiers. The poetic and playful nature of the prose, coupled with the
juxtaposition of sounds, lends chilling intensity to the narrative. The beauty of the snow
and the sounds of Christmas bells are accompanied by the ominous cawing of crows.
Such images probe and heighten awareness of constructions of beauty and squalor.
The balance between dependence and self-reliance is explored through the mouse
child’s experiences and the motifs of fragmentation and reinvention which are
developed. The law of motion as it pertains to the wind-ups is subject to adjustment with
the circular, exchanged for the ‘lurch’ forward. The mouse child progresses backwards
into the future, facing the past. Qualities of perseverance, kindness and self-awareness
are encoded within the narrative discourse, all qualities needed by twenty-first century
literate individuals.

Like Russell Hoban, the New Zealand writer Witi lhimaera is a powerful story
teller. Dorothy Butler, a recognized New Zealand writer and critic stresses the central
role of storying....we cannot make sense of our lives except by devising narratives to
explain and construct, to deliberate on the past, consider the present and speculate on
the future, and that our dreams and daydreams reflect, modify, reinforce and are part of
this purpose. Storying is, indeed, a primary function of mind. (1992, p.13).Witi lhimaera



is a Maori New Zealand writer whose novella The Halcyon Summer is set against a
background of political unrest over land issues. Three children are sent to stay with their
grand-aunt who lives in a remote part of New Zealand — the year is 1950. The narrative
is focalized through Tama so that his discovery of this history being his legacy and this
place being his place positions the reader towards an awareness of the protagonist’s
inner conflict. (Ihimaera, 1994, p.120). The fabled kingfisher connotation of the title with
the suggestion of calm weather during the bird’s incubation mirrors the exhilarating
summer before Tama moves beyond the edge of childhood. Tama's own horizons
undergo subtle shifts in perspective including initiation into traditional cultural practices
such as fishing without rods and sustainability of food source by returning the first
catch. A story such as The Halcyon Summer with its bucolic overtones offers a layered
and nuanced discourse which conveys the sense of exploration at its core. The nature
of the search encompasses both challenge and lament.

Each of these texts can be utilized to probe thinking and do what Hipkins (2008)
suggests when she poses the question how do we help students transform what they
can already do, so that a much wider and deeper repertoire of thinking competencies
comes within their reach? (p.36). Literature offers the opportunity for deep learning. Like
readers themselves, reader interpretation is varied. Using a critical literacy approach
enables readers to take an active involvement in text to allow for multiple
interpretations. Researchers acknowledge that students’ interpretations of text will be
influenced by their cultural and social backgrounds, something a critical literacy
approach endorses .(Au, K. 1998).Postmodern theory and cultural relativism rely on a
diversity of response and interpretation. Guy Claxon’s (2008) latest book with its advice
to replace “is” statements with “could” statements is in alignment with literature’s goal of
helping students ‘weave nets of deeper meaning as they make new connections
between ideas or strengthen existing connections’ and develop more complex ways of
using language, symbols and texts. (Hipkins, 2008, p. 37)

Success in literacy is contingent upon knowing how texts work. The competencies
of managing self and relating to others are enhanced when students are encouraged to
develop questions thereby bringing an inquiring perspective to their reading, an ability
to problematise, and a willingness to share personal responses and insights. Text
related conversations alert readers to characters’ perceived motivations, background
experiences and relationships. These conversations can sometimes disrupt our own
ways of thinking and encourage us to examine our beliefs and values. Literature

challenges us to reflect on why we think and respond the way we do. Dame Marie Clay



has stressed the importance of focused conversations which support students in
developing autonomy in their literacy progress. She observed if we use something like
the conversation model in our teaching and think about how to link into the listener’s
knowledge every time we hold a conversation, we might be more helpful to children,
and from our model they might learn how to make connections for themselves.
Encouraging young people to talk more about their understandings is one way of
helping them make connections. (Clay, 1998, p.32).

Three recent New Zealand publications promote lively conversations, and for
many readers they have prompted explicit engagement with the competency
Participating and Contributing. Sting by Raymond Huber is an animal fantasy written
from the point of view of a young honey bee named Ziggy. His mission is to discover
how other bees live and to unravel his identity. Although a fantasy adventure, like all
notable fantasy it succeeds in weaving reality through the text. Nonetheless the
narrative imparts significant bee knowledge (without being didactic) which reveals a
complex GPS navigational system and a language of symbols. The honey provides
insights into their flight patterns producing a unique geochemical footprint of the area it
was produced. Bee facts along with a spelling bee are situated at the end of the
narrative but still inhabiting it under the guise of Dr Sophie Domisse’s Guide to Bees.
The writing style uses humour to illuminate tensions and create ways of exposing
conflict within safe perimeters. Manipulation of language through word play and puns
intensifies the verbal humour. The incongruity of a talking bee creates a range of comic
effects. Ziggy, a verbal as well as a physical acrobat, wants to exert some
independence and control over his life. In constructing a first person narrative, Huber
directs the discourse towards a cautionary view of adults, and empathy with Ziggy. In
addition to its robust yet fun-filled narrative structure, this text lends itself to
conversations related to environmental awareness and the decline of bees as the
planet's ultimate pollinators. Further research can inspire active community
engagement with projects such as tree and flower planting. Local community resources
form an invaluable asset in literacy exploration as each school develops its own unique
ways of involving members of the local community in children’s learning. Maintaining a
productive, shared relationship with families helps to cement reading interest and
literacy progression.

Space Gum by Tania Roxborogh is a contemporary adventure mystery narrative
punctuated with nuanced humour ranging from melodrama to pithy interior monologue.

Protagonist Carl lives with his mum (counselor), dad (science teacher) and big sister.



The fast-paced narrative moves from an ex-NASA scientist giving Carl a mystery gift to
issues surrounding corporate power, commercial sensitivities and environmental
concerns. The plot grows intrigue in a skillfully crafted manner. Written in the present
tense, it conveys immediacy and uses complex plot devices to foreshadow danger.
Space, with its associated themes of exploration, mystery and pushing the limits of
human endeavour, works as a metaphor for Carl's personal quest for understanding,
challenge and adventure. He is adept at pushing boundaries, and his family may
sometimes be cast in his production of events as alien life forms. But he is enterprising
and intuitive, all qualities which stand him in good stead for dealing with the range of
situations he will encounter. As a text it offers potential for engaging children’s interest
and sharpening their ability to articulate their ideas about thematic content.

Another text which entices readers to think in more complex ways is Recycled by
Sandy McKay. The first person narration propels eco-warrior Colin’s mantra ‘reduce, re-
use, re-cycle’ into the reader’'s consciousness. Colin is committed and persuasive and
these character attributes provide a high spirited and playfully constructed narrative
which succeeds in exploring the dynamic of family relationships in a compelling way. As
the Key Competencies are intended to have personal relevance by being situated in
authentic contexts, a text such as Recycled integrates learning with its factual
information ‘clip-on’ at the beginning of each chapter. The explicit positioning of facts
and the beguiling elements of story combine to heighten emotionally engaged learning
as they discover new doorways to literacy.

Educator David Sobel (2008) argues that linking curriculum with an engagement
in the real world not only provides students with thinking skills, but also helps them grow
into responsible citizens and stewards of the earth. Recycled with its recipes for
construction of a worm farm and how to make recycled paper, and a host of other
stories play their part in motivating students’ awareness of the environment. Local
schools have developed school gardens and planted native trees. One student from
Otago Girls High School noted Young people are so important in environmental issues
because they’'ve got so much creativity. And they take action, whereas adults just talk
about it.

Exposure to literature builds agency and encourages students to voice and justify
their opinions. Effective Literacy Practice (2003) advises that in order to foster
independent and recreational reading and writing, teachers need to offer plenty of
variety and guide students towards selecting wisely, with picture books at all levels

being included. Picture books contain their own set of conceptual challenges in written



and visual communication and are ideal sites for sharpening perceptions of socio-
political structures. Debate on what constitutes authentic representation of culture
provides opportunities for research and increased awareness of author / illustrator bias.
You and Me: Our Place by Leonie Norrington and Dee Huxley depicts Aboriginal
cultural practice in terms of ecological knowledge. All the marine creatures mentioned in
the book are used as food sources by indigenous peoples. The pastel and coloured
pencil medium conveys energy. Detail related to traditional cultural fishing practices
(spear, netting) extends the written text and creates a world in which the old and new
cultures co-exist and where the children move seamlessly between the two. As Sipe
(1998, p.107) has pointed out ‘Picture books allow children to have multiple
experiences as they engage in creating new meanings and constructing new worlds.’

Offering a rich site for experimentation in its representation of pictorial, cultural
and linguistic codes, the picture book continues to re-define itself in relation to its
audience. Re-workings of fairytale and elements of intertextuality reside in Goldilocks
by David Jones, The Three Fishing Brothers Gruff by Ben Galbraith, and The Little
Kowhai Tree by Witi lhimaera. Each of these texts challenges the reader through playful
transaction between text and image. Colour symbolism, graphic style of illustration and
visual metaphors all contribute to dialogue which privileges imagination and raises
guestions about the nature of the world we live in. Implicit in both texts by Galbraith
and Ihimaera are ecological considerations, yet story quality and the artistic aesthetic
are never compromised. Galbraith’s collage artwork and die-cut, peep-through
portholes open the way for analysis of the illustrative ‘grammar’ (colour, line, texture,
balance, medium/mixed media.....) and its interplay with the verbal code.

This duality of the picture book, with its verbal and visual representations, coupled
with the use of ironic tone and ruptured narrative, imply a reader who is visually literate
and willing to take an active role in constructing meaning. Margaret Mahy, winner of the
Hans Christian Andersen Award in 2006 writes in a highly visual way, with her picture
book stories featuring larger than life characters and great dramatic potential. The Great
White Man Eating Shark is a variant on the boy who cried wolf. Norvin is like an
archetypal mythical trickster, intent on keeping the tasty Caramel Cove to himself. He
succeeds in upsetting the established order of humans and animals — for a time. Like a
child to a lollypop, the ‘real’ shark is attracted to wannabe shark Norvin. Mahy’s wry
humour and whimsical extravagance signal her mastery of a complex medium. In her
words | think that a story travels along an arc, in that it begins as a private speculation

in the writer's head; it goes out into the world and gets published and it becomes a



public thing and somewhere along the line the reader picks up the book and takes the
story into their head; and so it goes from one particular sort of privacy into another. The
story the reader reads is probably never quite the story the writer felt they were writing,
because the reader will bring all sorts of judgments and experiences which the writer
can’t anticipate. (Mahy, M. 2006).

This paper has argued that children’s literature offers a rich site for discovering
worlds of literacy. Literacy as social practice, situated in social contexts is a definition
shared by contemporary researchers in the field of literacy (Luke1993, Gee 1990). As
children’s books reflect the culture and time of their production, they offer wide scope
for exploration and growth in the competencies required for the twenty-first century.
Multi-layered meanings are constructed by readers in distinctive ways. Interrogation of
text enhances analytical capability and challenges thinking practices. Empathy and an
ability to relate to others and confidence in the way we express ourselves, will help in
our efforts to participate and contribute to society. Responding to the challenges of the
future will require individuals who can think with imagination and purpose. In opening
doors to all the learning areas, the key competencies lay the foundation for discovering
worlds of literacy. As children’s literature can be utilized throughout the curriculum, it
can serve as a lively vehicle for competency enrichment, prepare children for the variety
of texts they will encounter in the future, and pave the way for mature students to
display motivation for life-long learning. Integration of children’s literature within the
classroom programme can offer explicit alignment with the future focused dispositions
for learning reflected in the essential learning competencies. The challenge for
educators is to make children’s literature a core pedagogical component of their literacy

toolbox.
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Discovering how to be critical readers in varied content subjects

Elaine M. Bukowiecki
Bridgewater State College, Massachusetts USA

In today’s world, people of all ages are confronted with vast amounts of information,
both in print and electronic formats, they need to read and understand. Thus, it is
most important for educators of all content subjects to teach their students how to
critically analyze, evaluate, and discuss the varied texts they are reading in order to
“disrupt the commonplace by examining the written source from multiple
perspectives” (McLaughlin & DeVoogd, 2004, p. 14). In this way, the reader will
move beyond the text’s message to “question, examine, and dispute power relations
that may exist between readers and authors” (McLaughlin & DeVoogd, p. 14).

I will now describe the content of a graduate reading course in which 30
teachers and school administrators discovered how to become critical readers
themselves and, in turn, were taught the skills to impart critical literacy practices to
the students with whom they work. These novice and experienced educators worked
in a preschool, two elementary schools, and in a combined middle/secondary
school. Many of the teachers taught all subjects in self-contained classrooms, while
others instructed their students in specific content subjects — mathematics, science,

social studies, foreign languages, and the creative arts.

The Setting for This Graduate Course

This 3-credit graduate reading course was part of a 30-credit Master’'s Degree in
Education Program that was offered through a well established and large state
college, located in the northeastern United States. All of courses in this Master's
Degree Program were taught at one of the campuses of a private, international
school, situated in an expansive capital city of a Latin American country. The school
consisted of three separate campuses and four schools: Campus 1, a preschool
(infants to age four); Campus 2, an elementary school (kindergarten-grade 5); and
Campus 3, an elementary school (kindergarten-grade 5) and a middle-secondary
school (grades 6-12).

Many of the students who attended this international school were from upper
socioeconomic class families. These students’ families paid a high annual tuition for
their children to attend this non-residential school. Other students were from lower
socioeconomic class homes and attended this school on full scholarships. A third

group of children who attended this school were ambassadors’ children and



represented various countries in the world. These students’ families also paid an
annual tuition for their children to attend this school.

The educators who worked at this international school were as diverse as
the students they taught. Some were natives of this Latin American country, while
others were originally from the United States, South America, Canada, and the
Caribbean. Each educator brought his/her own teaching style, culture, and
language to daily interactions with his/her students and to his/her interplay with each
other and me, the instructor of this graduate reading course. It was this diverse
graduate student composition that caused our class to be most interesting and
enjoyable.

While the educators at this international school had to follow the educational
standards of this Latin American country, they could create their own curriculum and
choose their own texts for their students to use. Therefore, these educators were
very enthusiastic to learn new and innovative critical reading and content-area
literacy strategies they could incorporate into their daily instruction. Since three
languages were spoken at this school (Spanish, French, and English), quite often
the teachers’ lessons were tri-lingual. It was most interesting to watch these
educators, both in our graduate class and in their own teaching assignments,

converse very easily in these three languages.

This Graduate Reading Course

This graduate reading course entitled “A Critical View of Reading Across the
Content Areas” took place for nine days, with a five-hour class each evening and an
eight-hour session each Saturday and Sunday for two weekends. The course
objectives involved the educators practicing how to critically read, analyze, and
evaluate different text genres; learning various strategies for teaching literacy skills
in all content subjects; and applying the critical reading and literacy skills they were
learning and practicing in class to their own work in the schools. Each class was
quite interactive as the educators participated in, first-hand, the critical reading and
content-area literacy activities they would be eventually teaching to the students in
their own classrooms and schools. The educators concluded each class by writing
an electronic journal reflection regarding the new learning they acquired during the
particular class and by orally sharing these journal entries with each other. The final,
culminating project for this course was an integrated thematic unit, in which the
educators developed a series of connected lessons that reflected a particular
content subject and a certain grade level. At our last class, these educators
demonstrated their students’ learning during the thematic lessons as they shared
actual examples of the students’ work as well as presented highlights of the units by
means of PowerPoint presentations.



Defining Critical Literacy

The educators in this graduate course and | began our work together by discussing
varied definitions of critical literacy. Each graduate student thought about this
question: “What is critical literacy, and how can it be included in content area
literacy teaching?” After individually thinking about the answer to this question for a
few minutes, pairs of educators shared their single thoughts with each other and
then their paired discussion with the whole class. Next, we talked about what
various literacy experts have written about critical literacy. We discovered that
“becoming critically literate means developing a sense that literacy is for taking
social action, and awareness of how people use literacy for their own ends” (Dozier,
Johnston, & Rogers, 2006, p. 18). We learned that readers should not accept the
printed word without questioning the author’'s purpose for writing the text, the
particular perspective the author is representing, and any other voices or
perspectives that are not expressed in the text. The reader becomes a “text critic”
and views the text “as a tool of institutional shaping of discourses and social
practices” (Freebody & Luke, 1990 as cited in Stevens & Bean, 2007). Therefore, in
order to teach their students how to become critical readers, “teachers must become
critically literate themselves, value social justice, and have a sense of the cultural
contexts in which they work” (Dozier, Johnston, & Rogers, p. 18). When both
teachers and students engage in critically examining and discussing different texts,
they begin to ask questions about language and power, about people and lifestyles,
about morality and ethics, and about the advantaged and disadvantaged
(McLaughlin & DeVoogd, 2004, p. 16).

Critical Literacy Practices

Besides discussing expert definitions regarding critical literacy, the educators in this
course also read and talked about the text, Critical Literacy: Enhancing Students’
Comprehension of Texts (McLaughlin & DeVoogd, 2004), as well as participated in
a critical literacy practice during each class session.The educators interacted with
fiction, traditional literature (fairy tales), newspaper editorials, magazines, and short
stories. They responded to this literature orally through discussions and in writing
through co-authored texts. They worked with the whole class together, individually,
with partners, and in small groups. Through participation in these class activities,
each educator gradually viewed him/herself as a critical reader and began to see
that a reader of any age should not accept a text in the manner which it is written but
should question the action/information in the text as well as the author’s purpose,
point of view, and language. The educators appeared to enjoy taking part in these

critical literacy practices and looked forward to implementing grade-level appropriate



versions of these activities in their own work settings. (Table 1 includes four
examples of critical literacy activities in which these educators participated during

class sessions.)

Table 1

Examples of Critical Literacy Practices

Problem Posing (McLaughlin & DeVoogd, 2004): The course instructor read a fiction
picture book to the class. In small groups, the educators discussed this book using these
guestions. Who is in the text situation? Who is missing? Whose voices are represented?
Who is the hero of the book? Whose perspective does the author favor? Whose voices
are marginalized or discounted? What are the intentions of the author? What does the
author want the reader to think? What would an alternative text say? How can the reader
use the text information to promote equity?

Switching (McLaughlin & DeVoogd, 2004): The educators worked in small groups. Each
group chose a different fairy tale to read and discuss. Next, each group rewrote the fairy
tale by using one or more of the following “switches” or changes to the original text:
Gender, theme, setting, body-style, clothing, emotion, ethnicity/race, language,
relationship/organization. Then the group discussed both the revised and original texts by
means of these questions. How did the text change with the switch? Why did the author
of the original fairy tale choose not to report certain information? What did the author of
the original fairy tale want us to believe? What can we do to promote a just understanding
of this topic? Finally, each group presented their revised version of the fairy tale to the
whole class.

Books That Disrupt the Common Place and Provide Multiple Points of View
(McLaughlin & DeVoogd, 2004): The educators worked in small groups. Each group read
and discussed a book that “disrupts the commonplace” and provides multiple points of
view, using the following questions. How does the book disrupt the commonplace? How
many points of view are represented in the book? How are these points of view
represented? What is the theme presented in this book? How is this theme presented?
What must the reader do in order to understand the book? Are there any points of view
eliminated from this book? Then each group shared their book and discussion with the
whole class. Sample books that disrupt the commonplace and provide multiple points of
view are: Click, Clack, Moo — Cows That Type (Cronin, 2000); Black and White (Macaulay,
1990); The Stinky Cheese Man and Other Fairly Stupid Tales (Sciezka & Smith, 1992).

Juxapositioning (McLaughlin & DeVoogd, 2004): Each educator worked with one other
educator. Each pair was given two editorials from USA Today, which were written about
the same topic but reflected two different points of view. After each educator read his/her
editorial, the partners analyzed the editorials, pointing out any author bias, and how each
author represented his/her point of view. Each pair of students then shared their editorials
and discussion with the whole class.

Relevant literacy practices for content area teaching and learning

Along with learning about, practicing, and subsequently implementing various critical
literacy activities, the educators in this graduate course also had the opportunity to
be engaged with different literacy strategies they could ultimately employ in all
content subjects in their own classrooms and schools. Thus, each of our course
sessions involved instruction and learning regarding both critical and content-area

literacy practices. The educators soon discovered that “providing students with



multiple opportunities to construct meaning in [content subjects] enhances their
content knowledge and promotes a deeper conceptual understanding of it”
(Stephens & Brown, 2005, p. 2). Many of these content-area practices were found
in one of our course texts, A Handbook of Content Literacy Strategies by Elaine
Stephens and Jean Brown, while others were from varied professional sources
introduced by me, the course instructor. Since many of these literacy strategies
were new to these course participants, these teachers and administrators were
eager to incorporate these literacy activities into their own daily content-subject
lessons.

The first course activity regarding content-area literacy instruction involved the
examination of the structures and features of nonfiction texts. Each educator
brought to class either a content-area textbook or a nonfiction book used in his/her
own teaching. They examined these texts for features to determine accuracy such
as the dust jacket, copyright date, and author’s credentials; organization structures
(enumerative, sequential, chronological, compare/contrast, causel/effect,
question/answer, narrative); writing style including clarity, coherence, organization,
language, voice, and tone; access features such as table of contents,
headings/subheadings, glossaries, and indexes; and visual information (diagrams,
graphs, tables, maps, for example) (Kristo & Bamford, 2004, pp.54-55). The
educators soon discovered a variety of text genres can form the basis for content-
area teaching and learning. These text genres include, but are not limited to,
concept books, photographic essays, life cycle books, biographies, how-to books,
survey books, journals/diaries, reference books, and informational picture books
(Kristo & Bamford, pp. 58-59). Once this examination and discussion of various
content-area texts were complete, the course participants were ready to learn about
various literacy strategies regarding prior knowledge activation, vocabulary

instruction, comprehension, and discussion.

Using grade-level appropriate textbooks and fiction/nonfiction texts from their
own classrooms, these educators practiced first-hand various literacy strategies to
include in content-area instruction. First, these educators discovered the value of
activating students’ prior knowledge and using their prior experiences with different
topics, concepts, and text genres as aids to understanding the new texts they are
reading. Second, since the vocabulary found in content textbooks and nonfiction
texts can be difficult, dense, and unfamiliar to many students, various vocabulary
instructional activities were modeled, presented, and practiced by the graduate
students in this course. Third, these educators were introduced to varied graphic
organizers, self-questioning techniques, visualization strategies, and discussion
formats in order to enhance text meaning and insure understanding of the texts their
students are reading and the topics their students are studying. After actively



learning about and participating in these different literacy techniques that could be
easily incorporated into all content subjects, these educators quickly discovered that
“teachers who make content literacy a priority understand how students learn...[and]
help students learn content while developing the literacy and thinking skills
necessary to become independent, lifelong learners” (Stephens & Brown, 2005, p.
2). (Examples of varied prior knowledge, vocabulary, comprehension, and
discussion strategies presented and practiced in class are found in Table 2.)

Table 2
Examples of Prior Knowledge, Vocabulary, Comprehension, and Discussion Techniques

Selected Prior Knowledge Technigues:

o] KWL Strategy (Ogle, 1986): Students brainstorm information on a three-columned chart
regarding what they know and what they want to learn about a particular topic. After
studying/reading about the topic, the students add information to the third column on the
chart about what they learned about the topic.

What | Know What | Want to Find Out What | Learned

o] Semantic Mapping (Heimlich & Pittleman, 1986): Students complete a cha