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The mass of every people must be barbarous
where there is no printing.

—Samuel Johnson

Why should content area teachers be concerned with literacy? It the words. of one teacher,
“Isn’t it enough te- know about my teaching specialty without having to werry about read-
ing and writing as welt?” Throughout this book, we will address this important question in
various ways.

This chapter is devoted to the terrr-nd its implications fo_

e begin with a discussion of what it means to be a lterate

person because your.eventual answer to this question fand' it is you who miust answer f} ;
will determine in large:part your decisions concerning the vole of literacy in your classes. |
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CHAPTER 1 The [mportance of Literacy In Content Areas

Objectives.
After reading this chapter you should be able to

1. discuss whether content area teachers shotld be “teachers of reading,” noting the
principal reasons for and against this position;

2. define the various aspects of literacy, including emergent, functional, workplace, and
content literacy;

3. describe how content literacy facilitates greater content achievement;

4, summarize the role of content literacy in the Common ‘Core Standards;

5. note some of the false assumptions many teachers have abour reading and writing in the
content fields; and

6. develop the beginnings of a philosophy toward content literacy in regard to the eventual
role it will play in your own teaching.

The Meaning of Literacy

While we might all agree on the importance of being literate, defining literacy is a difficult and
divisive task. Past definitions have often entailed the measurement of a few narrowly selected
abilities (Kuhn, Schwanenflugel, & Meisinger, 2010; McDougall, 2010; Nitiri, 2009; Thorvaldsen,
Egeberg, Pettersen, & Vayik, 2011). At one time, a literate person was one who was able to sign
his or her name, or who had reached a certain grade level in school, or who had scored above a
predetermined point on a test. Often the application of these definitions of literacy was handled
in an arbitrary and prejudicial manner, as with the infamous and so-called literacy tests that once
determined which individuals were qualified to vote.

Today, literacy is typically thought of in much broader terms and is seen as one of the ave-
fities by whiehindividualsiniteract in social €omtexts, The literate are defined not simply as those
who have attained a certain level of proficiency in language ability, but rather as(those who
are able to use written materials effectively in the environment in which they live and work
tMiller, McCardle, & Hernandez, 2010; White, Chen, & Forsythe, 2010; Wolf, Aspin, Waite, 8¢
Ananiadow, 2010},

For the concept of literacy to be meaningful, you must think of it in relation to the unique
requirements of the context in which it is to be used {Downer, Sabol, & Hamre, 2010; Johnson,
2010). This context may be as large as a nation or as small as a classroom. Each situation pre-
sents unique requirements, and adequate language proficiency in one situation might be inad-
equate in another.

To illustrate just how relative literacy can be, consider yourself in the following contexts:

B Your friend, a biology major, is hospitalized and asks you to summarize some assigned read-
ings. As you begin, you encounter sentences like this one: “The endosteurn is the vascular
connective tissue lining the marrow cavities of bones.”

® Afrer driving across the border into Mexico, you see & sign containing the single word Alte.
Luckily, it is printed on a red octagonal background.

®  You buy an urassembled shelf and encounter instructions like this: “Fasten flange G to tie-
rod Q using hex nut R and a socket wrench.”

B You receive a text message that simply reads as follows: wat

Of course, it is possible that your personal background makes one or more of these contexts no
problem-at all. Yow may actually be a biology major, for example, or you may speak Spanish.
Chances are, however, that some of the situations presented difficulties precisely because you
lacked the literacy skills required. This is a humbling realization, but it undetscores how thelsame
person can be literate in some contexts yet nearly illiterate in others.

We can define literacy in either broad or narrow terms, For example, Farris, Fuhler, and
Walther (2004) take a narrow and traditional approach. To them, literacy is “the ability to read
and understand what others have written, along with the ability to write as a means of recording
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Four Aspeacts of Literacy 5

information and for communicating with others” (p. $). This definition is useful for most pur-
poses, but a broader conception of literacy helps us appreciate how{feadin and writing are just
two of many symbal systems through which we interpret and convey information, We now speak
of multiple literacies, an idea that includes digital icons, the visual arts, music, drama, and even
dance (Baker, 2010; Richards & McKenna, 2003; Voithofer & Winterwood, 2010).

Whether you-are literate may change with the situation in which you find yourself. Can you
navigate through a complex Web site? ‘Can you “read” the tone of voice used by an actor? Can
you integrate visual aids with accompanying text? Beginning with the work of Gray {1969) and
extending through periodic national assessments of reading, literacy has come to mean a person’s
performance in relation to the need to use literacy skills in a particular social setting {Ash, 1998;
Caitney, 20005 Lloyd, 2010; Strong 1998; Venezky, 1995).

Four Aspects of Literacy

Recent research has led to a new appreciation: for. the complexity of literacy processes. One
important consequence has been an abandonment of the notion that literacy is a: singlé state or
set of skills, In this section, we develop this notion by discussing(four diverse aspects of literacy:
emergent, functional, workplace, and content literacy. It will become clear that these aspects,
while distinct in many respects, are nevertheless highly interconnected and interdependent.

Emergent Liveracy

An outmoded view of learning to read and write holds that a child begins to acquire these abili-
ties only upon entry into the formal settings of school instruction. The kindergarten teacher’s job
was to prepare children for actual literacy instruction (to begin in first grade) by undertaking an
extensive regimen of “readiness” training.

A view that squares more accurately with the results of research | Cunningham, 2010;
Dooley, 2010; Phillips, Gorton, Pinciotti, & Sachdey, 2010; Reynolds, Wheldall, & Madelaine,
2010; Son & Morrison, 2010) is that literate behavior and experiences begin long before school-
ing and that there is really no magic moment in the life of a child at which readiness. for instruc-
tion eccurs. Literacy acquisitionis now seen-instead as 4 gradual process that begins inithe home.
Literate behavior has been observed to emerge slowly i young children, a process described by
Tompkins (2003) as follows:

Children’s introduction to written language begins before they come to school. Parents and
other caregivers read to young children, and children observe adults reading, They learn

to read signs and other environmental print in their community: Children experiment with
writing and have-their parents write for them. They also observe adults writing. When
young children come to kindergarten, their knowledge about written language expands
quickly as they participate in meaningful, functional, and genuine experiences with reading
and writing, (p. 111)

The task of primary teachers is now increasingly perceived as a_matter of building on this
groundwork. In shott, their job is to(take children at their individual points of development and
help literacy continue to emerge.

Functional Literacy

The notion of fanctional literacy is one of the most complex, dynamic, and elusive concepts
encountered by educators. One reason for this difficulty is the political significance of the term.
When functional literacy is defined broadly, large numbers of people are classified as illiter-
ate; narrower definitions result in rosier pictures (Thompkins & Binder, 2003). In general, the
term denotes the ability to use reading and writing to function adequately in one’s environment,
including in one’s job; functional literacy includes the more specific conceps of workplace Lit-
eracy, which we will discuss presently, Because functional literacy varies with an individual’s
environment (including the demands of employment), no single level of literacy can possibly suf-
fice to make everyone functional—unless, of course, we use the highest standard of proficiency
for all individuals.
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CHAPTER 1 The Importance of Literacy in Content Areas

In: one popular though misguided conceptualization, functional literacy has been. separated
from workplace demands so that the functionally literate person is sometimes seen: as one who
is able to read a newspaper, street signs, and other “public® information and write a check or fill
out an application when the need arises. It is difficult, however, to see how persons who are able
to do these things and who are yet unequal to the literacy demands of their jobs can possibly be
regarded as functionally literate,

Muller and Murtagh (2002) described functional literacy in the following manner:

[Functional] literacy is more than the ability to read, write, and do arithmetic. It comprises
other skills needed for an individual’s full autenomy and capacity to function effectively
in-a given society. It can range from reading instructions for fertilizers, or medical
prescriptions, knowing which bus to catch, keeping accounts for small business, or
operating a computet. (p. 4)

Such a description serves to make clear how functional literacy has at [ast come to be viewed as
a concept relative not just toleveryday uses of print but to the demands of the workplace as well.

Worleplace Literacy

In recént years, literacy demands in the workplace have drawn increased attention. At one time,
the assumption was that traditional education would provide the necessary language abilities for
most jobs, but this belief has changed as the realities of occupational demands have changed. The
need for increasingly higher levels of literacy in particular jobs, as well as the general shift from
industrial to setvice occupations, has made workplace literacy a growing concern (Folinsbee,
2010; Miller, McCardle, 8 Hernandez, 2010; Smith, Smith, & Smith, 2010).

In the past, a prospective office worker needed to know only basic keyboarding skills. In
today’s world, however, this level of literacy knowledge is not sufficient in most business settings.
Skills in word processing, for example, and technical reading are necessary for all but the most
elementary office positions. By 1990, approximately 70 percent of American jobs required some
degree of literacy (Howie, 1990). This figure is now undoubtedly higher. In contrast with literacy

needs in the past,Way requires individuals who can apply general learning
strategies in a wide variety of situations

How do wotkers acquire these skills? While some skills are developed on the job, the foun-
dation of literacy ability is formed in school, and in mumnerous ways the foundation may be a
weak one. Readmg and writing have tr:admonally been taught in academic settings primarily as

-a means of acquiring and transmitting information via print. This policy is defensible, as far as it

goes, but it stops short of what many students will need in the workplace. Increasingly, literacy
instruction has been moved from the academic setting to the workplace (Craig, 2001; Darvin,
2001; Scholtz & Prinsloo, 2001). Students have been graded on what they are able to remember
from a reading assignment rather than on how they can apply this knowledge. Formal writing
instruction tends to be limited in scope, receiving far less attention than reading. Yet the literacy
demands of today’s workplace go far beyond the simple ability to read and recall specific infor-

mation and to convey:it to others through writing. Wiorkers must be skilled in knowing how to

set their own specific. purposes for reading and how to choose reading strategies for achieving
fiese piiEposes. In writing, they must oIS 2., |.
rather than simply inform.

In many ways, the content classroom is comparable to the workplace: It places specific lit-
eracy demands on students as they attempt to accomplish the day-to-day tasks of the course.
What has been called workplace literacy in the industrial world has a counterpart in the world of
education. We call this countetpart content literacy.

Content Literacy

We define content literacy as the ability to use reading and writing for the acquisition of new
content in a given discipline (McKenna & Robinson, 1990). Such ability includes three principal
cognitive componeats: (1) general literacy skills, (2) prior knowledge of content, and (3) content-
specific literacy skills {such as map reading in the social studies). (See Figure 1.1.) The fiest two
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The Implications of Content Literacy 7

B e e ———
Cognitive components of content literacy : - :

Content-
spacific
skills and
sirategles

Prior knowledge
of content

General literacy skills and.
strategles

of these—overall literacy ability and Content knowledge—are clearly the $wo factors with the
greatest influence on learning through rext (Perfetti, 2003).

Obvious connections exist between the content area classroom and the workplace. Both
require knowledge in specific areas, and both make special demands on participants that may
change dramatically as they move to a new setting. Both may involve highly specialized lit-

eracy requirements germane to that setting and to few others. However, cont fers

considerably from workplace literacy in purpose; s primarily & tool for learning, not f job

The potential of writing for the purpose of learning has only recently beenrealized. Researchers
now recognize that both reading and writing are constructive processes in which information is
organized and accommodated into memory structures. Accordingly, the writing-to-learn move-
ment stresses that writing, like reading, is a means of clarifying, refining, and extending one’s
internalization of content (Gilbert & Graham, 2010; MecDermott, 2010; Montelongo, Herter,
Ansaldo, & Hatter, 2010; Nuckles, Hubner, Dumer, & Renkl, 2010; Stewart; Myers, 8 Culley,
2010; Troia, Shankland, & Heintz, 2010). Writing, like reading, becomes a tool for acquiring
content.

The implications of Content Literacy

The concept of content literacy has a number of important implications for content area teach-
ers, and we believe that these implications lead to a single, inescapable conclusion: By engaging
students in appropriate content literacy activities, teachers can optimize learning, We suggest the
following specific implications (McKenna & Rebinsor; 1990):

. (Content Literacy Is Not the Same as Content Kmowledge, The term literacy is often used
to mean “having knowledge” of a particular area. A person who is computer literate, for exam-
ple, is assumed to know about computers. Unfortunately, this kind of usage gets us dangerously
far from reading and writing. The term (content literacy is not merely a synonym for content
knowledge. Instead, it{represents skills needed to acquire knowledge of content. Nor is content
lireracy a prerequisite for content knowledge, for one can certainly acquire knowledge of content
without reconrse to reading or writing. On the other hand, Gontent knowledge is a prerequisite
for content literacy: In a cyclical pattern, the more prior knowledge one possesses, the more such

knowledge will facilitate reading and writing as activities that lead to the integration of still more
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What's @ book?
Everything or
nothing. The eye
that sees it is all.

RALPHWALDO
EMERSON

knowledge, and so forth. In short, the more you know: about 2 given area, the easier it is to learn
new material in the same area.

2. Teaching Comtent Awtomatically Makes Students More Content Literate. Whether they
know it or not, content area teachers enhance their students’ ability to read and write about
content simply by teaching it. Ironically, even those teachers who refuse to embrace the ideas of
“reading in the content areas” and “writing to learn” improve their students’ ability to read and
write within their disciplines whenever their instruction is successful. Enhanced prior knowledge
always enhances subsequent reading and writing germane to that knowledge. Unfortunately,
many teachers, by providing high-quality direct instruction, set the stage for even greater levels of
content acquisition (through reading and writing) but never realize this potential with appropri-
ate assignments. '

3. Content Literacy Is Content-Specific. To be literate in mathematics, for example, is not
a matter of merely “knowing” mathematics. It is being able toltead and write about the subject
as an effective means of knowing still more about it: While the general ability to read and write
obviously bears o one’s success in reading and writing about a specific subject, prior knowledge
of the specific topics involved is a vital variable of content literacy. Thus, an individual who
is highly literate in math may have a far lower level of literacy in history or economics. This
circumstanee is largely the result of differences in prior knowledge and occurs even though the
individual brings the same general literacy skills to all reading and writing tasks.

4. In(Content Literacy, Reading and Writing Are Complementary Tasks. While reading and
writing can serve well enough as alternative means of enhancing content learning, the greatest
gains can be expected when the two are used in tandem. When printed materials are assigned to
be read and when written responses are also required, students are placed in the position first of
constructing an internal representation of the content they encounter in print and then of refining
that representation through such processes as synthesis, evaluation, and summarization.

5. Content Literacy Is Germane to All Subject Areas, Not Just Those That Rely Heavily on
Text. Teachers of subjects such as art, music, physical education, and others that tend to involve
little use of prose materials have frequently objected that content area reading coursework, now
compulsory in nearly every state (Come, McKenna, & Robinson, 1996; Lovette, 2012), does not
apply to their instructional situations. Certain states have in fact excluded such groups from these
course requirements. The notion of content literacy, however, suggests that students’ understand-
ing of the content presented in all subjects could be substantially enhanced through appropriate
writing assignments. While the primary presentation may comprise lecture and demonstration
rather than reading, and while the principal domain involved may be psychomotor rather than
cognitive, content learning nevertheless invariably includes the understanding of key concepts
and their interrelationships. Such understanding can always be fostered through writing,

6. Content Literacy Does Not Require Content Area Teachers to Instruct Students in
the Mechanics of Writing. A long-standing misinterpretation that has hampered the effort to
encourage content area reading techniques is that such techniques call for subject matter spe-
cialists to teach the minutiae of decoding—to master a new and very different curriculum, in
other words, and, worse, to take class time away from subject matter instruction. This false
notion has lingered tenaciously despite widespread efforts to overcome it. We need to make
clear, them, in elaborating the idea of content literacy (which embraces writing as well as read-
ing), that the concept includes no responsibility for developing the mechanical skills of writing.
As Myers (1984) put ir, “Writing to learn is ot learning to write” {p. 7). Mechanical problems
severe enough to distert meaning may require a teacher’s attention, especially in subjects like
mathematics, in: which precise usage is an absolute necessity (Orr, 1987), but the focus should
be meaning, not mechanics.

7. Content Literacy Is Relative to the Tasks Expected of Students. The literacy require-
ments of a classroom, like those of a workplace or of an entire culture, readily define who is
literate and who is not (Guthrie, 1983; Hadaway & Young, 1994; Moje, 1993; Rafferty, 1992;
Wedman & Robinson, 1990; Williams, 2007). In an effort to reduce or eliminate the “illiterate”
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subpopulation in their classes, teachers all too frequently resort to slashing fiteracy requirements,
Reading assignments may be circumvented or minimized, while writing may never be seriously
considered. Students consequently meet the literacy demands of the instructional setting—so that
all are technically “literate”—but the opportunity to enhance content learning through read-
ing and writing is lost. Students at even a rudimentary level of general literacy are equipped to
advance their understanding through literacy activities. This is possible whenever (1) reading
‘materials are commensurate with ability (or steps are taken 1o facilitate comprehension of more
difficult material) and (2) writing assignments are within the range of student sophistication.

8. Content Literacy Has the Potential to Maximize Content Acquisition. While reading
content materials may introduce new ideas into a student’s knowledge base, and while writing
about content may help the student organize and store that information more effectively, some
argue that similar results may also be accomplished without reliance on reading and writing.
Instructors may indeed spoon-feed new content in: carefully organized curricular designs using
direct oral instruction. This argument has been strong enougli to persuade some teachers to
avoid literacy activities altogether. However, there are at least four good reasons. for not depend-
ing exclusively on direct instruction:

B The products of literacy activities will never precisely match those of oral instruction.
Therefore, they serve to complement such instruction and broaden student perspectives.

B Individualized extension is made possible through such activities as a natural follow-up
to direct instruction, Students are in a position to pursue content on their.own, following
in some measure their personal predilections, needs, and interests. v

W  Present-day models of explicit instruction incorporate practice phases that follow the pre-
sentation of content for the purpose of reinforcing it (e.g., Rosenshine, 1986). Such practice
could certainly incorporate literacy activities, which seem ideally suited to these models.

® Students who have received opportunities to become content literate will be better able
to use content literacy as a means of extending their knowledge of a discipline even after
they have completed a given course.

Disciplinary Literacy
Recently, a useful discussion of content literacy has taken place among reading researchers. This
discussion has centered on the way experts in a given discipline read the texts they encounter.
Some clear differences are evident. The strategies an expert needs to construct meaning from
social studies texts differ from those needed to comprehend texts in mathematics or science.
Many skills and strategies are the same, to be sure, and these general proficiencies are represented
by the lowest level of the pyramid in Figure 1.1. Experts require more than general proficiency,
hewever. They must be able to relate what they read to what they already know (their prior
knowledge), which is represented by the middle level of the pyramid. In addition, they must have
a command of specialized strategies, represented by the top level. The discussion of disciplinary
literacy has focused on this level, How do experts read the texts in their disciplines strategically?
Mathematicians are confronted with word problems, graphs, and equations embedded in text.
Historians must be able to read primary source documents that may contain archaic language
and arcane references. Scientists find it necessary to examine formulas and expressions with care
and to objectively weigh claims made on the basis of findings. Literary scholars must apply con-
ventions used by writers, such. as those used in stageeraft, to interpret works of literature.
Figures 1.2 to 1.5 present four examples of texts commonly assigned in high school class-
rooms. Let’s consider how experts apply their content literacy ability to read each one. The first
is an excerpt from Federalist No. 10, by James Madison. This is a primary source, and although
it has been frequently summarized and discussed in secondary sources (such as textbooks), histo-
rians wmust be able to comprehend the original prose. By soday’s standards, we are likely to find
Madison’s writing a bit verbose and flowery, marked by complex sentence structures—qualities
of most eighteenth-century writing. The historian must soldier through, however, and not be con-
tent with what others have to say about the essay.
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FIGURE1.2 .
Beginning. of FedemﬂstNo. 10 bz.r James Madison

To the People of the State of New York:

AMONG the numerous advantages promised by a well constructed Union, none deserves to be
more accurately. developed than its tendency to break and cantrol.the violence of faction. The
friend of popular governments never finds himself so much alarmed for their character and fate,

as when he contemplates their propensity to this dangerous vice. He will not fail, therefore, to set

‘a due value on any plan which, without wolating the principles to which he s attached, provides a
proper cure for it, The instability, Injustice, and confusion introduced into the public councils, have,
'in truth, been the mortal diseases-under which popular-governments have everywhere perished; as
they continue tobe the favorite and fruitful topics from which the adversaries to liberty derive their
most specious declamations. The valuable improvements.made by the American constitutions.on
the poputar modets, both ancient and modern, cannot certainly be too much admired; but it would
be an unwarrantable partiality; to contend that they have as effectuaily obviated the danger on this
side, as was wished and expected. Complaints are everywhere heard from our most considerate and
virttious citizens, equally the friends of public and private faith, and of pubdic ang personal liberty,
that our governments are too unstable, that the public good is disregarded in the conflicts of rival
partes, and that measures are ton often dacided, not according to the rules of justice and the rights
of the minor party, but by the superior force of an interested and overbearing majotity. However
anxiously we may wish that these complainits had no foundation, the evidence, of known facts will
not permit us to deny that they are in some degree true. it will be found, indeed, on a candid review
of our situation, that same of the distresses under which we labor have been erroneously charged
on the opetration of our governments; but it will be found, at the same time, that other causes will
not alone account for many of our heaviest misfortunes; and, particularly, for that prevailing and
increasing distrust of public engagements, and alarm for private rights, which are echoed from one
end of the continentto the other. These must be chiefly, if not wholly, effects of the unsteadiness
and injustice with which a factious spirit has tainted our public administrations.

By a faction, | uhderstand a number of cltizens, whether amounting to a majority or a rminority of the
whole; who are united-and actuated by some commen impulse of passion, of of interest, adversed
to the rights of other citizens, or to the permanent and aggregate interests of the community.

There are two methods of curing the mischiefs of faction: the one, by removing its causes; the other,
by controlling its effects.

There are again two methods of removing the causes of faction: the one, by destroying the liberty
which is essential to its existence; the other; by giving to every citizen the same opinions, the same
passians, and the same interests.

It could never be more truly said than of the first remedy, that it was worse than the disease. Liberty
is to faction what air is to fire, an aliment without which it instantly expires. But it could not be

less folly to abolish liberty, which is essential to political life, because it nourishes faction, than it
would be to wish the annihilation of air, which is essential to animal life, because it imparts to fire its
destructive agency.

The second expedient is as impracticable as the first would be unwise. As long asthe reason of

man continues falllble, and he is at liberty to exercise it, different opinions will be formed. As long

as the connection subsists betwaen his teason and his self-love, his opinions and his passions will
have a reciprocal iInfluence on each other; and the former will be objects to which thelatter will
attach themselves. The diversity in the faculties of men, fromy which the rights of property eriginate,
is not less an insuperable obstacle to a uniformity of interests, The protection of these faculties is

the first abject of government; From the protection of different and unequal faculties of acquiting
property, the possession of different degrees and kinds of property immediately results; and from
the influence of these on the sentiments and views of the respective proprietors, ensuesa division of
the society inta different interests and parties.

The second example is a discussion of the solar system, written for the NASA Web site (see
Figure 1.3). Although intended for a general audience, this text would be read differently by
planetary scientists. They will judge the statements of fact against their own prior knowledge and
then decide whether to accept them. For example, they may know whether “final approval” has
been given to the 23 candidate moons. They will also be able to identify important omissions, if
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FIGURE 1.3 )
Our solar system from the NASA Web site

From our small world we have gazed upon the cosmic ocean for thousands of years. Ancient
astronamers observed points of light that appeared to move among the stars. They called these
objects planets, meaning wanderears, and-named therm after Roman deities - Jupiter, king of the
gods; Mars, the god of war; Mercury, messenger of the gods; Venus, the goddess of love and beauty;
and Saturn, father of Jupiter and god of agriculture. The stargazers also observed comets with
sparkling tails, and meteors - or shooting stars apparently falling from the sky.

Since the invention of the telescope, three more planets have been discovered in our solar system:
Uranus (1781), Neptune (1846) and Pluto (1930). Pluto was reclassified as a dwarf planet in 2006. In
addition, our solar system is populated by thousands of small bodies such as asteroids and comets,
Most of the asteroids orbit in a region between the orbits of Mars and lupiter, while the horme of
comets lies far beyond the orbit of Plute, in.the OQort Cloud.

The four planets closest to the suiy - Mercury, Vénus, Earthy, and Mars — are called the terrestrial
planets because they have solid recky surfaces. The four large planets beyond the orbit of Mars -
Jupiter, Saturn, Uranus, and Neptune - are cafled gas giants. Beyond Neptune, on the edge of
the Kuiper Belt, tiny, distant, dwarf planet Pluto has a solid but icier surface than the terrestrial
planets.

Nearly every planet — and some moons ~ has an atmosphere. Earth’s atmaosphere is primarily
nitrogen and oxygen. Venius has a thick atmosphere of carbon dioxide, with traces of poisonous
gases such as sulfurdioxide. Mars’ carbon dioxide atmosphere is extramely thin, Jupiter, Saturn,
Uranus, and Naptune are primatily hydrogenand helium. When Pluto s near the sun, it has a'thin
atmosphere, but when Pluto travels to the outer regions of its orbit, the atmosphere freezes and
collapses to the planet’s surface. In that way, Pluto actsiike a-comet,

There are 146 known natural satellites (also called moons) in orbit around the planets in our solar
system, ranging from bodies larger than our own Moon'to small pieces of debris, Many of these were
discovered by planetary spacecraft, Currently, another 23 moons are awalting final approval before
being added to our solar system’s moon count. Some moons have atmospheres (Saturn’s Titan);
some even have magnetic fields: (Jupiter's Ganymede). Jupiter's meone is the mostvolcanically
active body In the solar system, An ocean may lie beneath the frozen crust of Jupiter's moon Europa,
while Images of Jupiter’s moon Ganymede show histerical motion of icy crustal plates. Some moons
may actually be asteroids that were captured by a planet’s gravity. The captured asteroids presently
counted as moons may include Mars' Phobos and Deimos, several satellltes of Jupiter, Saturn’s
Phoebe, many of Uranus’new satellites, and possibly Neptune's Nereid.

Fram 1610 ta. 1977, Saturn was thaugbt to be the only planet with rings, We now know that Jupiter,
Uranus and Neptune also have ring systems, although Saturn’s is by far the largest. Particles in these
ting systems range in size from dustto boulders to house sized, and may be-rocky and/or icy.

Most of the planets also have magnetic fields which extend into space and form a magnetosphere
around each planet. These magnetospheres rotate with the planet, sweeping charged particles with
them. The sun has amagnetic field, the heliosphere, which envelops our entire solar system.
Ancient astronomers believed that the Earth was the center of the Universe, and that the sun and

all the other stars revolved around the Earth. Copernicus proved that £arth and the other planets in
our solar system orbit our sun, Little by little, we are charting the Universe, and an obvious question
arises: Are there other planets where life might exist? Only recently have astronomers had the tools
to indirectly detect'large planets anound other stars inneatby solar.systems.

Source: http://solarsystem.nasa.gov/planets/profile.cfm?Object=5olarSys&Display=0verviewlong

any, and they will continuously reference their technical vocabulary for the meanings of terms
like sulphur dioxide and magnetosphere.

The third example {Figure 1.4) is a sample of the text commonly encountered in beginning
algebra textbooks. It illustrates a number of conventions that are well understood by mathema-
ticians but that might pose challenges for less-expert students, For example, a mathematician
would have mastered various symbols used in‘mathematical expressions, such as parentheses
to denote the multiplication of sums and differences, and would realize that expressions and
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FIGURE 1.4 . N s L -
Sample text common’ in bagmnmg a!gebra ) g et !

Using Multiple Approaches to Factor Polynomials

We have howexamined three basic approaches to factoring. Because more than ene of these
approaches can be used with many polynomials, it is important to have a clear idea about which
approach to try first. Our combined strategy involves trying the approaches In this order.

Stepl. Check for a common factor.

Step 2. Look for the difference of two squares.

or

Factor a trinomialinto two binomials.

Let's apply this strategy to two examples. The three terms in expression (1) contain a commeon
factor, 2x.

() 23 -6x2-20x

Our strategy begins by removing the common factor. When we do so, we obtain:
@) 2x(x* - 3x-10)

We can now further factor the second part of expression (2) into two binomials:
(3) 2% =5)x+2)

The next example has only two terms, and they contain a common factor,

(4) 5x'*-12548

After we remove the-common factor from expression (4), what'’s left is the difference of two squares.
(5) Sx®(® - 25)

We complete our factoring by applying the rule for the difference of two squares:
6) 5x%0¢ - 5) (c + 5).

equations are often numbered for ease of reference. Like scientists, math experts must also access
their knowledge of technical vocabulary because many of the terms they encounter (e.g., bino-
mial and polynomial) are specific to: mathematics, Some technical terms have a meaning specific
to mathematics and nonmathematical meanings as well (e.g., factor and square). The expert will
realize this and Lonmstently select the appropriate meaning from context.

Finally, examine the excerpt from Shakespeare’s Romeo and Juliet in Figure 1.5, long a part
of the literary canon read by high school students. Think about how an expert scholar would
read this.excerpt differently from the way a novice might read it. To begin with, the expert would
understand the use of blank verse to frame the dialogue and the presence of minimal stage direc-
tions. Prior knowledge about the times and Elizabethan expressions are similar to what histori-
ans interested in this period would require. Specialized vocabulary would be useful as well, such
as the Latin term exeunt (plural of exit) to direct all characters to leave the stage. The scholar
would also be aware of a range of literary devices at work, such as personification, imagery, fore-
shadowing, and others.

Our definition of content literacy certainly includes specialized skills and strategies as
requirements that are unique to particular disciplines. In other words, disciplinary Hteracy is
essentially the same as content literacy. Two questions arise concerning how students in middle
and high school can acquire these proficiencies, The first is how specialized our students truly
need to become. There can be no disputing that content-specific strategies are applied by experts
in each field (Moje, 2008; Shanahan & Shanahan, 2008). But exactly how “expert” should we
expect our students to be? Heller (2010) argues for a level of advanced “amateurism,” a status
where students have begun to read like experts but are not fully expert themselves. He argues
that, although there are indeed differences in the literacy strategies used by experts in different
disciplines, the prmap’t] goal of middle and high school teachers, with the possible exception of
those involved in Advanced Placement classes, should be more general. The goal is not to make
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Excerpt from a Shakespearean play

ROMEQ

Peace, peace, Mercutlo, peace!

Thou talkst of nothing.

MERCUTIO

True, | talk of dreams,

Which are the children of an idle brain,
Begot of nothing but vain fantasy,

Which is as thin of substance as the air

And mote inconstant than the wind, whe wooes
Even now the frozen hosom of the north,
And, being anger'd, puffs away from thence,
Turning his face to the dew-dropping south.

BENVOLIO
This wind, you talk of, blows us from ourselves;
Supper.is done, and we shall come too late.

ROMEO

) fear, too early: for my mind misgives

Some consequence yet hanging in the stars
Shall bitterly begin his fearful date

With this night's revels and expire the term
Of a despised life closed in my breast

By some vile forfeit of untimely death:

But He, that hattrthe steerage of my coutse,
Direct my saill On, lusty gentlemen.

BENVOLIO
Strike, drum.
Exeunt

Romeo and Juliet, Act 1, Scene 4

students experts but competent “amateurs.” We agree with Heller and see content literacy as rela-
tive to.the demands of grades 6 to 12.

The second question is, Who should be responsible for developing the “expert” strategies
students will need to read content area texts? Language arts teachers have an interest in literacy,
to be sure, but they also have the responsibility for teaching literature, which, as we have seen,
has its own set of expert competencies. Language arts teachers typically lack the knowledge of
which skills pertain to other disciplines. Our belief is that content=specific skills and strategies are
best addressed by content area teachers. These instructors have the knowledge of which strate-
gies are important, they can show students how to apply them quickly and in authentic contexts,
and they are always in the right place at the right time (Fang. & Schleppegrell, 2010).

This charge is not as daunting as it may sound. A great deal of “reading” instruction can be
delivered on the fly as opportunities arise. The key is to examine your own area and the kind of
reading you expect svadents to do. As Heller and Greenleaf (2007) have stated, “[A]Il content
area teachers should know whart is distinct about the reading, writing, and reasoning processes
that go on in their discipline; they should give students frequent opportunities to read, write, and
think in these ways; and they should explain how those conventions, formats, styles, and modes
of communication differ from those that students might encounter elsewhere in school” (p. 27).
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Teacher Resistance to Content Literacy

Even theugh research has shown the effectiveness of many content area teaching techniques that
involve reading (Alvermann & Phelps, 2004; Harvey & Goudvis, 2007; Vacca & Vacca, 2004)
and writing (Thorp, 2002; Walley & Kommer, 2000), teachers of content area subjects frequently
do not employ them. In a national survey, for example, Irvin and Connors (1989) found that no
more than 14 percent of the respondents employed such techniques as an important part of their
programs. In an observational study of middle and high school social studies teachers, Ness (2007)
found almost no evidence that such strategies were used. If content-literacy strategies are effective
at increasing content learning, why do teachers resist their use? Stewart and O’Brien (1989) have
observed that teachers offer numerous answers to this question, though three reasons stand out.

First, many teachers feel inadequate to handle reading problems in their classrooms.
Certainly students who are experiencing severe reading difficulties present special problems that
may exceed the expertise of most subject matter specialists. These individuals are relatively few
in number, however, and strategies for meeting their needs are readily available and will be dis-
cussed at various points throughout this text. Content-literacy strategies are designed to assist
all students, the poorest readers included, by facilitating their use of text during reading and by
extending and organizing their thinking through writing (e.g., Prentice & Cousin, 1993). The
techniques involved are remarkably simple. No specialized training in teaching the skills of word
recognition and comprehension is needed.

Second, teachers often feel that literacy activities infringe on subject matter time. We are
not in any way suggesting that a portion of the daily instructional time in content classes be set
aside for general reading development, The literacy activities recommended in this book require
no “time-out” from content instruction. Instead they involve rearranging (rather than shorten-
ing) discussion time and merging reading and writing with content acquisition. It is important to
remember that the point of the strategies discussed in this book is to increase content learning,
not to improve reading and writing ability {though this may follow as a by-product).

Last, many teachers deny the need for content area reading and writing techniques. As we
have mentioned, some have eliminated this need by reducing the literacy requirements of their
courses, creating an atmosphere in which writing and reading have no place. Alger (2009) refers
to these instructional dodges as workarounds. While literacy may not be a liability in such class-
rooms, neither will it be an asset. Other teachers find that the majority of their students are capa-
ble of mastering the material assigned when they apply themselves. While this may be true as far
as it goes, there are three problems with such a view: (1) It wastes students’ time as they struggle
unnecessarily with difficuls marerial, (2) it dampens their attitude toward the subject matter, and
(3) it results in inferior comprehension, even though they have “read” the material,

To these objections, Ness (2007) adds a fourth. Her interviews with science and social studies
teachers in‘middle and high schools revealed that high-stakes testing is frequently cited as a rea-
son for avoiding content literacy strategies. This objection is similar to the second of O’Brien’s:
There’s just not enough time. By blaming high-stakes testing, however, teachers may be attempt-
ing to shift the responsibility to policy makers. Ironically, high-stakes tests always require some
level of content literacy. We argue that by incorporating reading and writing tasks into their
instruction, content area teachers can take 3 major step toward truly preparing their students for
the assessments they must take,

Content Literacy and the Common Core Standards

An important development has implications for teachers in content area subjects. The release
of the Common Core Standards for English and math in 2010 and their rapid adoption by the
vast majority of states will inevitably lead to teacher evaluation based on students’ attainment
of those standards. Especially relevant are the standards for comprehending informational text
in grades 6 to 12, We present those standards in Figure 1.6, They deserve close examination,
for content specialists in all areas may soon find themselves charged with finding ways to attain
them. (Note that an example given for Standard 4 at grade 12 is Federalist 10.)

The Common Core Standards were developed by the National Governors Association Center
for Best Practices (NGA Center) and the Council of Chief State School Officers (CCSSO). The
goal was to avoid differences from one state to another and at the same time to raise the level
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FIGURE 1.6

Common Core Reading Standards for Informational Text in Grades 6-12

Grade 6

Key Ideas and Details

i

Cite textual evidence
to support analysis

of what the text says
explicitly as well as
inferences drawn from
the text.

Determine a central
idea of a text and how
it is conveyad through
partfcufar details;
provide a summary of
the text distinct from
personal opinions or
judgments.

Analyze in detail how

a key individual, event,
or ideais intreduced,
illustrated, and
elaborated in a text
{e.g., through examples
or anecdotes).

Craft and Structure

4

Determine the
meaning of words
and phrases as they
are used in a text,
including figurative,
connotative, and
technical meanings.

Grade 7

Cite several pieces

of textual evidence

1o support analysis

of what the text says
explicitly as well as
inferences drawn from
the text.

Determine two or
more central ideas ina
text and analyze their
development over

the course of the text;
provide an objective
summary.of the text.

Analyze the
interactions between
individuals, events,
and ideas in a text (e.g,,
how ideas influence
individuals or events,
or how individuals
influence ideas or
events).

Determine the
meaning of words
and phrases as they
are used in a text,
including figurative,
connotative, and.
technical meanings;
analyze the impact of
a specific word choice
on meaning and tone.

Grade 8

Cite the textual
evidence that most
strongly supports an
analysis of what the
text says explicitly
aswell as inferences
drawn from the text.

Determine a

central idea of a

text and analyze

its development
over the course of
the text, including
its'relationship to
supporting ideas;
provide an objective
summary of the text,

Analyze how a text
makes connections
among and
distinctions between
individuals; ideas,

or events (e.g.,
through comparisons,
analogies,.or
categories}.

Determine the
meaning of words
and phrases as they
are used in a text,
including figurative,
cohrotative, and
technical meanings;
analyze the impact of
specific word cholces
on meaning and tone,
including analogies or

atfusions to ottrer texts.

Grade 9-10

Cite strong and
thorough textual
evidence to support
analysis of what the
text says explicitly
as well as inferences
drawn from the text.

Determine a

central idea of a

text and analyze its
development over

the course of the

text, including how it
emerges and is shaped
and refined by specific
details; provide an
objective summary of
the text.

Analyze how the
author unfolds an
analysis or series

of ideas or events,
including the order
in which the polnts
are made, how they
are introduced and
developed, and the
connections that are
drawn betwean-them,

Determine the
meaning of words

and phrases as they
are used in a text,
including figurative,
connotative, and.
technical meanings;
analyze the cumulative
impact of specific word
choices on meaning
and tone (e.g., how the
language of a court
opinion differs from
that of a newspapet).

Grade 11-12

Cite strong and
thorough textual
evidence to support
analysis of what the
text says explicitly

as well as inferences
drawn from the text,
including determining
where the text leaves.
matters uncertain.

Determine two or
more central ideas
of a text and analyze
their development
over the course of
the text, including

"how theyinteract and

build on one another
to provide a complex
analysis; provide an
objective summary of
the text.

Analyze a complex set
of ideas or sequence
of events and

explain how specific
individuals, ideas, or
events interact and
develop over the
course of the text.

Determine the
meaning of words
and phrases as they
are used in a text,
including figurative,
connotative, and
technical meanings;
analyze haw an author
uses and-refines the
meaning of a key
term or terms ovet
the course of a text
(e.g., how Madison
defines faction in
FederalistNo. 10).

(continued)
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Commeon Care Reading Standards for informationé'l' Text in Grades 6-12

FIGURE 1.6 (continued)
Grade 6
5 Analyze how a

particular sentence,
paragraph, chapter,

or section fits into the
overall structure ofa
text and contributes
to the development of
the ideas,

6 Determine an author's
polnt of view or
purpose in a text
and explain how it is
conveyed in the text.

Grade 7

Analyze the structure
an author uses to
organize a text,
including how the
major sections
contribute to the
whole and 10 the
development of the
ideas.

Determine an author’s
point of view or
purpose in a text

and analyze how the
author distingulshes
his or her position from
that of others,

Integration of Knowledge and ldeas

7 Integrate information
presented in different
media or formats (e.g.,
visually, quantitativety)
as well as In words to
develop a coherent
understanding of a
topic or issue,

8 Trace and evaluate
the argument and
specific claims in a text,
distinguishing claims
that are supported by
reasons and evidence
from claims that are
not.

Compare and contrast
a text to an audio,
video, or multimedia
version of the text,
analyzing each
medium'’s portrayal
of the subject (e.g.,
how the delivery

of a speech affects
the impact of the
words).

Trace and evaluate

the argument and
specific claims in‘a text,
assessing whether the
reasoning is sound

and the evidence is
relevant and sufficient
to support the claims.

Grade 8

Analyze in detail the
structure of a specific
paragraph in a text,
including the role of
particular sentences
in developing and
refining a key concept.

Determine an author’s
point of view or
purpose in a text

and analyze how the
author acknowledges
and responds to
conflicting evidence or
viewpoints.

Evaluate the
advantages and
disadvantages of
using different
mediums (e.g., print

of digltal text, video,
multimedia) ta present
a particular topic.or
idea,

Delineate and evaluate
the argument and
specific claims in a text,
assessing whether the
reasoning is sound

and the evidence is
relevant and sufficient;
recoghize when
jrrelevant evidence is
introduced.

Grade 9-10

Analyze in detail how
an author’s ideas or
clalms are developed
and refined by
particular sentences,
paragraphs, or larger
portions of a text (e.g.,
a section or chapte).

Determine an author’s
point of view or
putpose in a text

and analyze how an
author uses rhetotlc to
advance that point of
view or purpose.

Analyze various
accounts of a

subject told in
different mediums
(e.g., a person's life
story in both print

and multimedia),
determining which
details are emphasized
in each account,

Delineate and evaluate
the argument and
specific claimsin a
text, assesslng whether
the reasoning is valid
and the evidence

is refevant and
sufficient; identify
false statements and
fallacious reasoning.

Grade 11-12

Analyze and evaluate
the effectiveness

of the structure an
author uses in his

or her exposition or
argument, including
whether the structure
makes paints clear,
convincing, and
engaging.

Determine an
author’s point of
view ar purpose n

a text in which the
rheteric is particutarly
effective, analyzing
how style and
content contribute te
the power,
persuasiveness, or
beauty of the text,

Integrate and evaluate
multiple sources of
information presented
in different media or
formats (e.g., visually,
quantitatively) as well
as in words In order to
address a question or
sofve a problem,

Delineate and
evaluate the
reasoning in seminal
U.S, texts, including
the application

of constitutional
principles and use
of legal reasoning
(0., in U.S. Supreme
Court majority
opinions and dissents)
and the premises,
putposes, and
arguments in works
of public advocacy
(e.9., The Federalist,
presidential
addresses).
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Common Core Reading Standards for Informational Text in Grades 6-12

Grade 6

Compare and

contrast one authot’s
presentation of events
with that of another
(e.9., @ memoir written
by and a blography on
the same person),

Grade 7

Analyze how two

or more authors
writing about the
same topic shape
their presentations
of key information
by emphasizing
different evidence or
advancing different

interpretations of facis.

Range of Reading and Level of Text Complexity

10

By the end of the year,
read and comprehend
literary nonfiction in
the grades 6-8 text
complexity band
proficlently, with
scaffolding as needed
at the high end of the
range.

By the end of the year,
read and comprehend
literary nonfiction in
the grades 6-8 text
complexity band
proficiently, with
scaffolding as needed
at the high end of the
range.

CCR refers to College and Cateer Readiness.

Grade 8

Analyze a case

in which two or

more texts provide
conflicting information
on the same topic

and Identify where

the texts disagree

oh matters of fact or
interpretation.

By the end of the year,
read and comprehend
literary norifiction

at the high end of

the grades 6-8 text
complexity band
independently and
proficiently.

Grade 9-10

Analyze seminal

U.S. documents

of historlcal and
iterary significance
{e.0., Washington's
Farewell Address, the
Gettysburg Address,
Roosevelt's Four
Freedoms speech,
King's "Letter from:
Birmingham Jal!"),
including how they
address related themes
and concepts.

By the end of grade 9,
read and comprehend
literary nonfiction

in the grades 9-10
text complexity band
proficiently, with
scaffolding as heeded
at the high end of the
range.

Bythe end of grade 10,
read and comprehend
literary nonfiction at the
high end of the grades
9-10 text complexity
band independently
and proficiently,

Grade 11-12

Analyze seventeenth-,
eighteenth-, and nine-
teenth century founda-
tional U.S. documents
of historical and literary
significance (includ-
ing The Declaration

of Independence,

the Preamble to the
Constitution, the Bill

of Rights, and Lincoln’s
Second fnaugural
Address) for their
themes, purposes, and
rhetorical features.

By the end of grade 11,
read and comprehend
fiterary nonfiction in
the grades 11-CCR
text complexity band
proficiently, with
scaffolding as needed
at the high end of the
range.

By the end of grade 12,
read and comprehend
literary nonfiction at the
high end of the grades
11-CCR text complexity
band independently
and proficiently.

Source: Reprinted with permission of the National Gavernors Association Center for Best Practices. © Copyright 2010. National Governors Association
Center for Best Practices and Council of Chief State School Officers, All rights reserved.

of expectations for students at all grade levels. At this writing, standards for science and social
studies have not been released.

Seeing Yourself as a Teacher

Teaching is possibly the only profession with which newcomers are very familiar before they are
trained. You may never have taught, but you have watched others do so for literally thousands
of hours. In your many experiences as a student, you have had a chance to evaluate numerous
teaching practices, primarily in terms of the effects they may have had on your own learning.
Now, as you are introduced to teaching methods that you may not have experienced as a
student, it will probably seem natural to think back to your own days as a student in middle- and
secondary-level classrooms. Diane Holt-Reynolds (1991, 1992) and imore recently Conley (2008)
found that preservice teachers tend to evaluate the usefulness of a new method by imagining
themselves as a student in a class where the method is practiced. They then attempt to project
how they might have reacted to the method. If they suspect that their experience would not have
been a productive one, they reject the new method as unsuitable to their future instructional
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Teachers, who
educate children,
deserve more
honor than
parents, who
merely gave them
birth; for the
latter provide
mere life, while
the former ensure
a good life.
ARISTOTLE

practice. In other words, undergraduates tend to make a distinction between self-as-teacher and
self-as-student. Because they lack actual classroom experience on which to base their judgments,
any proposed new method is put to the only test available to them: their experience as students.
The result is a kind of dialogue between self-as-teacher and self-as-student.

Holt-Reynolds (1991) describes the process this way:

Almost simultaneously switching roles, they imagined participating in the activity themselves
as a student. If Self-As-Student reacted to the imaginary scenario in ways that Self-As-Teacher
has already decided are valuable, then these preservice teachers report making favorable
decisions about that activity. If, however, Self-As-Student reacted in ways that Self-As-Teacher
already sees as undesirable, the preservice teacher made a negative decision. (n.p.)

A difficulty with this very natural process is that preservice teachers’ observations of the teachers
they themselves have had (numerous as the observations were) have revealed little about how
those teachers thought and planned. Nor does this process account for the variety of students
a teacher is likely to encounter in a typical classroom. Moreover, it relies on vague and distant
impressions made long age and fails-to provide any basis for comparing the methods actually
experienced with those a teacher might have used but did not.

Our wish is to make you awarc, at this catly point, of the tendency to use your own back-
ground in classrooms (self-as-student) to judge the worth of instructional techniques to your
teaching (to self-as-teacher). We hope that by becoming aware of the process and its limitations,
you can defer final judgment until you try a technique for yourself and witness its actual effects
on your own students (see Figure 1.7).

AdLit. org

AdLit.org is both the narme of the site and all the URL you need. The slte contains information about
- Instructional strategles, research, news, ahd_much more. There are videos and webcasts 8n rnany
. of thé toplcs related to adolescent literacy, The “Ask the Experts” link offers the chance tosubm[t‘- e
guestions to a team of teachers and researchers, This nonprofit resource was developed by WETA,
a public television and radio station near Washington, DC. It is funded jointly by the Carnegie
- Carporation of New York and the Ann B.and Thomas L. Friedman Family Foundation.

NET 4
Literacy-Related Orgamzatnons

International Reading Association. Provides information about l]terhé’fi publications, conferences,
and projects.

www.readlng.org

A =y

National Councll of Teachers of English (NCTE). Site contains ideas for teaching English, litéracy, and e
: ..‘.'.;"language arts for P~16.teachers. Also contains information on baoks and Journals and NCTE news. s

www.ncte.org

Ametican Library Association. Contains links to many author sites and book awards, .
www.ala.org

Children’s Beok Council (CBC) The CBC site contains links for teachers, parents, and authors in their
i questtoencourage childrento read. - SR AT

i www.chehooks.org

R —
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FIGUREL7 .
Seelng yourself asa teacher

SELF-AS-TEACHER SELF-AS-STUDENT

Source: Courtesy Christopher Wagner

Educational Research at Your Fingertips

Doyou have a questlon abolt edua:itlon that research can answer? These sites can help.

SoRpnihaes Ve ohid

ERIC Database. Haused atthe U.S. Department of Education.
www.eric.ed.gov o /
. ERICDigests, Extensive ERIC digest system providing nutshell research summaries on manytoptcs -
Also housed at the U.S, Department of Education,
www.erlcdigests.org
' Research Reports from the National Research and ‘Development Centers.ﬁékes avaﬁahle hundreds

! ofreports from the twelve federal research and develapient centers. ﬁe?:arts are in’ Fiiﬁtext and/or
-POF format,

research.cse.uctmedu

T e e e W e i e s

FRTAF]

Goog‘le‘scholar allows you to search for aru:ies From multiple databases by typlng in key words
scholar.google.com :
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NET 1 Te
Common Core Standards

Examine all of the English and math standards and keep up with which states have adopted them.

You will also find background about thelr development and links to related resourc\es."“"*__ > e j
wwwicorestandards.org i e AR

We close this chapter with a request and a challenge. If you are skeptical about the potential
of literacy activities to improve learning in your classes, we ask that you keep an open mind as
you read on and that you carefully consider our previous discussion of how content area teachers
often rationalize their way out of literacy activities. Should you still be skeptical at the conclu-
sion of the course, we challenge you to give the techniques presented a fair trial in the classroom.
Conduct an action research study in which comparable classes are exposed to the same unit with
and without the use of literacy activities. Use your own unit test, or some similar performance
measure, as the yardstick by which you compare the classes. We're confident your own evidence
will satisfy your doubts.

SUMMARY

Literacy is a concept that has changed considerably over the years. A recent insight has been that
the question of whether an individual is literate is relative to the demands of the individual’s
environment (classroom, workplace, society, etc.). To some extent, classroom teachers control
whether students are literate through the assignments they make.

Four aspects of literacy are important. Emergent literacy is the developing ability among
young children to read and write. Functional literacy is the ability to function within one’s envi-
ronment insofar as reading and writing are concerned. While this concept was once limited to
«public” tasks, such as reading signs and completing forms, it now embraces the demands of the
workplace as well. Workplace literacy is therefore a part of functional literacy—the part that
concerns an individual’s ability to use reading and writing successfully on the job.

Content literacy is the ability to use reading and writing to acquire new content within a
given subject area. It requires general literacy skills, skills related to reading and writing in the
specific area of study, and existing content knowledge within that area. Our perspective is that
disciplinary literacy, which includes the skills and strategies used by experts in a field, is consis-
tent with our notion of content literacy.

This definition of content literacy has important implications for teachers. It suggests that
knowing content is not the same as being able to read and write about it. Instead, content knowl-
edge is one requirement of content literacy. This means that by teaching content, teachers auto-
matically make students more content literate simply by adding to their knowledge base. It also
means that content literacy is not a general skill because specific knowledge within the area of
study is needed. The content literate student is one who can add new knowledge through read-
ing, and refine and reorganize that knowledge through writing. These processes are not limited
to certain subjects; they pertain to all areas. Because learning content is the only relevant goal of
literacy activities, teachers do not have to be concerned with the fine points of teaching writing,
Rather, by establishing reasonable literacy demands, teachers can extend students’ understanding
of new materials without presenting tasks that are beyond their abilities.

Even though the methods for using and developing content literacy have an extensive
research base, teachers have often resisted using them. They have argued that they lack the train-
ing to contend with students who have special needs, that literacy activities infringe on time
needed to teach content, that such activities are not really needed to teach content, and that, in
any event, preparing students for high-stakes tests trumps the use of these instructional activities.
The idea of content literacy and its implications refute these arguments. Literacy activities within
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content area classrooms tend to maximize and reinforce learning when they are appropriately
matched to student abilities. Adoption of the Common Core Standards may soon provide an
extra impetus for the use of such activities.

»

FEARET!

Getting Involved

. A colleague tells you that she plans to revise her science course so that reading and writing

are not required except for objective tests. She will rely on lecture, demonstrations, and dis-
cussion to convey content. She estimates impressive savings for the district in textbook pur-
chases, and she looks forward to fewer papers to grade and no interference with instruction
caused by reading problems. Do you think her plan is likely to result in acceptable learning?
Would you support her in her efforts? Suppose the idea began to catch on among teachers
in other content areas. Would you support a district policy that severely limits reading and
writing in all subjects but language arts? Defend your position.

In the 1985 movie Teachers, starring Nick Nolte, a social studies instructor made the follow-
ing complaint to a colleague in the lounge:

“I signed a contract to teach social studies, not reading. I don’t see why I should
have to spend my time dealing with students who can’t read the text. 'm a history
teacher, not a reading teacher.”

Her friend looked at her thoughtfully.

“But you are a teacher, aren’t you?” he asked.

The woman bad nothing to say. How would you have responded? Does being a teacher
imply a duty to do whatever may be needed to ensure learning?

. Analyze the Common Core Standards presented in Figure 1.6. Begin by studying the range

of competencies included. Then look for their progression across grades. Do you feel the
standards are too ambitious for many students? In your opinion, can day-to-day instruction
in your content area be planned to address some or all of the standards? What competencies
would you add, delete, ot change?

N ; o 5 . -
y 2 IpnenTee Iab - Go to the MyEducationLab (www.myeducationlab.com) for
Where the Classroom Comes to Life your course, where you carm:

Find learning outcomes along with the national standards that connect to these outcomes.
Complete Assignments and Activities that can help you more deeply understand the chapter
content.

Apply and practice your understanding of the core teaching skills identified in the chapter
with the Building Teaching Skills and Dispositions learning units.

Check your comprehension on the content covered in the chapter by going to the Study Plan
in the Book Resources for your text. Here you will be able to take a chapter quiz, receive
feedback on your answers, and then access Review, Practice, and Enrichment activities to
enhance your understanding of chapter content.

Visit Atrise. A+RISE® Standards2Strategy™ is an innovative and interactive online resource
that offers new teachers in grades K-12 just in time, research-based instructional strategies
that meet the linguistic needs of ELLs as they learn content, differentiate instruction for all
grades and abilities, and are aligned to Common Core Elementary Language Arts standards
(for the literacy strategies) and to English language proficiency standards in WIDA, Texas,
California, and Florida.

Books are the
carriers of
ctvilization.
Without books,
history is silent,
literature dumb,
science crippled,
thought at a
standstill.

BARBARA
TUCHMAN






