
[image: Image]


[image: image]


Copyright © 2012 by Solution Tree Press

All rights reserved, including the right of reproduction of this book in whole or in part in any form.

555 North Morton Street
Bloomington, IN 47404
800.733.6786 (toll free) / 812.336.7700
FAX: 812.336.7790

email: info@solution-tree.com
solution-tree.com
Printed in the United States of America

15  14  13  12  11               1  2  3  4  5

[image: image]

            Library of Congress Cataloging-in-Publication Data

Fisher, Douglas, 1965-
 Teaching students to read like detectives : comprehending, analyzing, and discussing
text / Douglas Fisher, Nancy Frey, Diane Lapp.
     p. cm.
  Includes bibliographical references and index.
  ISBN 978-1-935543-52-7 (perfect bound) -- ISBN 978-1-935543-53-4 (library edition) 1. Reading comprehension. 2. Discussion. I. Frey, Nancy, 1959- II. Lapp, Diane. III. Title.
  LB1573.7.F553 2012
  372.47’2--dc23

2011019670



Solution Tree
Jeffrey C. Jones, CEO & President

Solution Tree Press
President: Douglas M. Rife
Publisher: Robert D. Clouse
Vice President of Production: Gretchen Knapp
Managing Production Editor: Caroline Wise
Senior Production Editor: Risë Koben
Copy Editor: David Eisnitz
Text Designer: Raven Bongiani
Cover Designers: Amy Shock
                             Jenn Taylor


Acknowledgments

 



 

Solution Tree Press would like to thank the following reviewers:

Jan Miller Burkins

Independent Consultant, Executive Editor and Publisher

Literacyhead Magazine

Athens, Georgia

Kay Parks Haas

Instructional Projects Specialist—Secondary Focus

Olathe District Schools

Olathe, Kansas

Glenda Hinton

Reading Specialist

Barnaby Manor Elementary School

Oxon Hill, Maryland

C. Denise Kelly

Communications Arts Facilitator K–12

Springfield Public Schools

Springfield, Missouri

Deborah Kozdras

Instructor and Chief Creative Officer, Stavros Center for Economic Education

University of South Florida

Tampa, Florida

Ellen Surra Melocik

English Department Chair

Clovis West High School

Fresno, California

Julie Ray

Sixth- and Eighth-Grade Reading Teacher

Taylor Road Middle School

Johns Creek, Georgia

Marguerite C. Sneed

4-5 Learning Facilitator

Charles W. Nash Elementary School

Kenosha, Wisconsin

Jeffrey Zwiers

Instructor, Secondary Teacher Education Program

Stanford University

Stanford, California


Table of Contents

 



About the Authors

INTRODUCTION
 Comprehension Occurs Through Text-Based Analysis and Discussion

The Community Defines Literacy

The Common Core State Standards

Discussing Worthy Texts

What Is Text-Based Discussion?

What You Can Expect From This Book

CHAPTER 1
Readers and Texts: Why Both Are Necessary for Understanding

Interacting With Texts

Comprehending, Analyzing, and Discussing Texts

Acknowledging That Students Have Something to Say

Relinquishing Some Control of the Discourse

Balancing Discussion and Instruction

Scaffolding Text-Based Analysis and Discussion

Using Cognitive Strategies

Making Connections

Visualizing

Questioning

Predicting

Inferring

Synthesizing and Summarizing

Monitoring

Conclusion

CHAPTER 2
Argumentation: Gateway to Text-Based Analysis and Discussion

Exploring Argumentation

X-Raying the Book to Find Its Argumentation Bones

Reading Rhetorically

Using Ethos, Pathos, and Logos in Argumentation

Teaching Toulmin’s Model of Argument

Teaching Accountable Talk

Framing the Argument

Conclusion

CHAPTER 3
Analyzing and Discussing Narrative Texts

Literature’s Ability to Transform

How Literature Works

Genre

Character

Dialogue

Plot

Setting

Literary Devices

Illustrations

Critical Literacy

Question the Commonplace

Consider the Role of the Author

Seek Alternative Perspectives

Read Critically

Useful Instructional Routines for Text-Based Analysis and Discussion

Thinking Aloud Through Read-Alouds and Shared Readings

Book Clubs and Literature Circles

Dialectical Journals

Socratic Seminar

Modeling Inquiry for Students

Supporting Investigation of Multiple Perspectives

Conclusion

CHAPTER 4
Analyzing and Discussing Expository Texts

Expository Text Defined

The Importance of Expository Text

Tapping Into Students’ Interests

Why Expository Texts Are Difficult

Genres of Expository Text

Biographies and Autobiographies

Concept Books

Nature Books

Reference Books and Search Engines

Experiment and Activity Books

How-to Books and Procedural Manuals

Editorial Cartoons and Opinion Pieces

Structures of Expository Texts

Description or List

Cause and Effect

Problem and Solution

Compare and Contrast

Sequence

Signal Words

Text Features

Print Features

Illustrations

Organizational Aids

Graphic Aids

Specialized Vocabulary

Useful Instructional Routines for Discussing Expository Texts

Thinking Aloud With Expository Texts

Text Impressions

Reciprocal Teaching

Graphic Organizers With Relational Words

Note-Making

Summarizing

Conclusion

CHAPTER 5
Analyzing and Discussing New-Media Texts

Expanding Notions of Reading, Writing, and Sharing Texts

What Are New-Media Texts?

Understanding Comprehension

Proficient Reading

Motivation

Understanding Web 2.0 Comprehension

Implementing Web 2.0 Classroom Instruction

Modeling: Introducing Topical Knowledge and Language

Guided Instruction: Assessing, Supporting, and Guiding Students’ Growing Understandings

Collaborative Work: Using New Language and Ideas to Complete a Related Task

Independent Work: Transferring the Newly Acquired Information to Novel Tasks

Younger Students and Online Research

Conclusion

References and Resources

Index


About the Authors

 



[image: image]

Douglas Fisher, PhD, is professor of language and literacy education in the Department of Teacher Education at San Diego State University and a classroom teacher at Health Sciences High and Middle College. He teaches preservice courses in literacy and English language learners, graduate courses in reading instruction and intervention, and doctoral courses in policy, research, and literacy. As a classroom teacher, Dr. Fisher focuses on English language arts instruction. He was director of professional development for the City Heights Educational Collaborative and also taught English at Hoover High School.

Dr. Fisher received an International Reading Association Celebrate Literacy Award for his work on literacy leadership. For his work as codirector of the City Heights Professional Development Schools, Dr. Fisher received the Christa McAuliffe award. He was corecipient of the Farmer Award for excellence in writing from the National Council of Teachers of English for the article “Using Graphic Novels, Anime, and the Internet in an Urban High School,” published in The English Journal.

Dr. Fisher has written numerous articles on reading and literacy, differentiated instruction, and curriculum design. His books include Literacy 2.0: Reading and Writing in 21st Century Classrooms, Creating Literacy-Rich Schools for Adolescents, Checking for Understanding, Better Learning Through Structured Teaching, and Content-Area Conversations.

He earned a bachelor’s degree in communication, a master’s degree in public health, an executive master’s degree in business, and a doctoral degree in multicultural education. Dr. Fisher completed postdoctoral study focused on standards-based reforms at the National Association of State Boards of Education.

[image: image]

Nancy Frey, PhD, is a professor of literacy in the School of Teacher Education at San Diego State University. Through the university’s teacher-credentialing and reading specialist programs, she teaches courses on elementary and secondary reading instruction and literacy in content areas, classroom management, and supporting students with diverse learning needs. Dr. Frey also teaches classes at Health Sciences High and Middle College in San Diego. She is a board member of the California Reading Association and a credentialed special educator and reading specialist in California.

Before joining the university faculty, Dr. Frey was a public school teacher in Florida. She worked at the state level for the Florida Inclusion Network helping districts design systems for supporting students with disabilities in general education classrooms.

She is the recipient of the 2008 Early Career Achievement Award from the National Reading Conference and the Christa McAuliffe Award for excellence in teacher education from the American Association of State Colleges and Universities. She was corecipient of the Farmer Award for excellence in writing from the National Council of Teachers of English for the article “Using Graphic Novels, Anime, and the Internet in an Urban High School.”

Dr. Frey is coauthor of Literacy 2.0: Reading and Writing in 21st Century Classrooms, Checking for Understanding, Better Learning Through Structured Teaching, and Content-Area Conversations. She has written articles for The Reading Teacher, Journal of Adolescent and Adult Literacy, English Journal, Voices in the Middle, Middle School Journal, Remedial and Special Education, and Educational Leadership.

[image: image]

Diane Lapp, EdD, is a distinguished professor of education at San Diego State University and an English teacher and literacy coach at Health Sciences High and Middle College (HSHMC). Previously, she taught elementary and middle school grade levels. Dr. Lapp focuses on instruction that supports learning for a diverse range of students. Her career is founded on the idea that motivation and well-planned, guided instruction must be based on a continuous assessment of strengths and needs shown by the students.

Throughout her career as an educator and education professor, Dr. Lapp has been drawn to urban schools catering to children of poverty who are often misunderstood, misdiagnosed, mistreated, and uncared for because of unfamiliarity that exist between their families and their teachers. Combining her two current positions, Dr. Lapp established a high school student internship program between HSHMC and a neighborhood preK–6 school with a 95 percent population of English learners.

She earned a doctorate from Indiana University, a master’s degree from Western Michigan University, and a bachelor’s degree from Ohio Northern University.

To book Douglas Fisher, Nancy Frey, or Diane Lapp for professional development, contact pd@solution-tree.com. Douglas Fisher’s Twitter feed is @dfishersdsu, and Nancy Frey’s is @nancyfrey.




INTRODUCTION



Comprehension Occurs Through Text-Based Analysis and Discussion

WITHOUT QUESTION, INFORMATION IS more accessible today than ever before. Digital sources make it possible to locate anything from the works of Shakespeare to those of Stephenie Meyer within minutes. And despite the grave pronouncements of the death of the newspaper, we see people voraciously consuming up-to-the-minute news and information through a variety of electronic devices.

But access to information in the absence of critical thought is a dangerous recipe. No one would allow an untrained driver behind the steering wheel of a race car, yet we regularly put information in front of children and adolescents with little regard for how they will question, discuss, and formulate learned opinions about it. We leave students to superficially extract information about the text and then move almost immediately to their own connections. During class discussions, consumed by connections to their personal experiences, students veer off to the more interesting topic of another student’s story, never to return to the text that started it all. Fourth-graders leave Love That Dog (Creech, 2001) to talk about their own loss of a beloved pet but don’t discuss the poem “Love That Boy,” by Walter Dean Myers, which is foundational to the book. Eleventh-graders read The Grapes of Wrath (Steinbeck, 1939/1992) and talk about the time they saw the film version but fail to recognize the author’s sociopolitical viewpoint. Observing a student talking about a text is akin to watching an untrained driver swerve across three lanes to take the first exit she sees, never to return to the freeway that leads to her destination.

Perhaps missing a major theme in a book about a dead dog doesn’t seem all that dangerous. But as educators in a world driven by a 24/7 news cycle, we are alarmed by the compartmentalization of information in our society. Increasingly, the public consumes news selectively, based on a set of preconceived assumptions. It is becoming rarer to hear and discuss opposing viewpoints. In addition, information consumption is changing the level of responsibility one has for making informed decisions. According to Tom Rosenstiel (2008), director of the Pew Research Center’s Project for Excellence in Journalism:

People are becoming their own editors, checking for news throughout the day, hunting through links and aggregators to find what they want, sorting among many sources, while also looking for overviews of what’s new today—and sharing what they find with friends. In short, news consumption is shifting from being a passive act—tell me a story—to a proactive one—answer my question.

The habits of asking questions, discussing concepts, and formulating opinions are vital in an age when we are becoming our own editors. To teach reading and writing as a passive act when, in fact, it has become far more proactive leaves our learners vulnerable to propaganda, half-truths, and one-sided opinions. Hate speech on a website, a posted video rant about an individual, the whispered gossip about a classmate that is spread through instant messaging—all are fueled by consumers who fail to interrogate the text, who fail to analyze text messages, both those that are easy to identify and those that can only be identified by digging deep to glean how the reader is being positioned to think and believe. Students must be taught to analyze a text with the eyes of a detective who is never content with surface-level impressions but instead continually returns to the text to consider information from many perspectives. This investigation is meant to assess and compare information from personal experiences and contrasting information sources, to expand and refine one’s insights, to communicate, collaborate, and finally to offer fresh or expanded positions.

New technologies increase readers’ abilities to scrutinize text with ever-expanding opportunities to obtain, understand, and express information. This is not a new phenomenon; throughout history, new literacy demands have emerged in response to social and technological changes. A society’s or community’s expectations of literacy continue to shift the actions of its participants. We propose that within classroom communities an instructional shift must occur that prepares students to investigate texts in ways that enable them to scrutinize, critically analyze, produce, and communicate information.

The Community Defines Literacy

How a community defines literacy profoundly influences the learning experiences of students in that community. Myers (1996) describes five types of literacy that have been recognized and valued at different periods in American history since colonial times: signature literacy, recording literacy, recitational literacy, analytic literacy, and now critical literacy. Before the founding of the United States, literacy was defined as the ability to write one’s name. Literacy instruction then was fairly basic, and school time (when it was available) was typically devoted to other things, such as ensuring the moral and religious development of the young students. As public schooling became available in the early part of the 19th century, the ability to record (copy) texts grew in value. People struck out to establish new towns across an expanding land, and it was often necessary to record important documents for use in these communities.

The post-Civil War years ushered in a new wave of movement and migration that was hastened by the Industrial Revolution. Single males led this migration. When many of them later settled and started families, their children needed an education that moved beyond the signature and recording literacies of previous generations. Newer beliefs about the role of school as a venue for teaching moral and civic ideology emerged. Schooling practices again shifted to reflect community definitions of literacy, and classrooms from 1864 to 1916 were filled with children reciting long memorized passages from works of literature, religious works, and civic documents—proof of being an educated person (Myers, 1996). Few schoolchildren of this period could exit school without being able to recite passages from Longfellow’s “Song of Hiawatha,” the Ten Commandments, and the Declaration of Independence.

Myers cites the 1894 work of the National Education Association’s Committee of Ten as another important turning point in the evolution of literacy. The committee recommended that students receive eight years of elementary education and another four of high school. The group also determined that English should be considered a core subject, shepherding in another shift in curriculum and classroom instruction. (Fun fact: the Committee of Ten also recommended that science be taught in an alphabetical sequence—biology, chemistry, and physics—because the group couldn’t agree on a conceptual progression.)

Myers (1996) states that with the introduction of longer works of literature, classroom reading went silent and recitation faded, and an analytic approach to literacy emerged. However, silent reading required other assessment measures, and the period from 1916 to 1983 saw a rise in a variety of testing approaches that required students to analyze texts in order to demonstrate their understanding. Teaching became “a bits-and-pieces interrogation of the student’s mind … by a questioning system in which the teacher attempted to discover orally or in writing the various parts” of student understanding (p. 87). Coupled with such assessment came a new industry—textbooks—to further standardize curriculum. Over time, a new community of educational researchers emerged, becoming the arbiters of learnedness. This development reflected a growing demand in society at large for specialists who could fulfill specific functions.

But Myers (1996) notes that while some educators were defining literacy as a sum of parts, others were broadening the lens. A host of educators cautioned against the dangers of consuming information in an unquestioning way, warning that it would lead to a citizenry vulnerable to misinformation. Instead, they called for a new definition of literacy, one in which questioning, challenging, and consideration of multiple perspectives were vital. This approach, called critical literacy, involves acquiring and communicating information in ways that demonstrate an understanding of the social, political, and cultural contexts of an event. These analytic behaviors become possible as students are taught to read and think like detectives able to analyze, interrogate, and propose counterpositions to well-established institutional perspectives.

Today, we think about literacy in terms of the service role it plays in thinking and critical understanding. We focus on literacy because it is an access skill to understanding, not an end unto itself. In a 21st century classroom, students use their literacy skills in learning about and understanding the world around them. As the Common Core State Standards note, literacy is part of history, social sciences, science, and a wide range of technical fields.

The Common Core state standards

Without question, the Common Core State Standards will have a profound influence on the education of students in the second decade of the 21st century. Developed by a consortium of educators and professionals through the facilitated efforts of the National Governors Association Center for Best Practices and the Council of Chief State School Officers, these standards are designed to align K-12 learning with college- and career-ready skills for a global economy. Consider the following sampling of standards in middle and high school English language arts (Common Core State Standards Initiative, 2010):

[image: image] Come to discussions prepared, having read or studied required material; explicitly draw on that preparation by referring to evidence on the topic, text, or issue to probe and reflect on ideas under discussion (Speaking & Listening, Grade 6, S.L.6.1).

[image: image] Present claims and findings, emphasizing salient points in a focused, coherent manner with relevant evidence, sound valid reasoning, and well-chosen details (Speaking & Listening, Grade 8, S.L.8.4).

[image: image] Determine an author’s point of view or purpose in a text and analyze how an author uses rhetoric to advance that point of view or purpose (Reading: Informational Text, Grade 9-10, R.I.9-10.6).

[image: image] Gather relevant information from multiple authoritative print and digital sources, using advanced searches effectively; assess the strengths and limitations of each source in terms of the task, purpose, and audience (Writing, Grade 11-12, W.11-12.8).

The expectation that adolescents will be able to speak, listen, read, and write rhetorically shouldn’t be too surprising. But now consider the following sampling of elementary school standards (Common Core State Standards Initiative, 2010):

[image: image] With prompting and support, identify the reasons an author gives to support points in a text (Reading: Informational Text, Kindergarten, RI.K.8).

[image: image] Build on others’ talk in conversations by responding to the comments of others through multiple exchanges (Speaking and Listening, Grade 1, SL.1.1).

[image: image] Write opinion pieces in which they introduce the topic or book they are writing about, state an opinion, supply reasons that support the opinion, use linking words (e.g., because, and, also) to connect opinion and reasons, and provide a concluding statement or section (Writing, Grade 2, W.2.1).

[image: image] Refer to parts of stories, dramas, and poems when writing or speaking about a text, using terms such as chapter, scene, and stanza; describe how each successive part builds on earlier sections (Reading: Literature, Grade 3, RL.3.5).

[image: image] Acquire and use accurately grade-appropriate general academic and domain-specific words and phrases, including those that signal precise actions, emotions, or states of being (e.g., quizzed, whined, stammered) and that are basic to a particular topic (e.g., wildlife, conservation, and endangered when discussing animal preservation) (Language, Grade 4, L.4.6).

[image: image] Quote accurately from a text when explaining what the text says explicitly and when drawing inferences from the text (Reading: Informational Text, Grace 5, RI.5.1).

For many elementary educators, the degree of emphasis on such concepts is new territory. In our efforts to keep a necessary focus on developmental reading, the content of the materials has at times taken a backseat. However, the advent of more informational texts in the earliest grades has prompted a movement toward teaching students about the content itself (Duke, 2010). In other words, text-based discussions are not for secondary students alone. There is a growing appreciation of the fact that students must be taught, from the time they first learn to read—that the text itself is of importance and is not merely a springboard for other topics.

We have seen this orientation back to the text in the practices of teachers who discuss the author’s craft with their students, noting how passages are carefully written to carry a story. Young children engage in text-based discussions when they compare the works of an author/illustrator such as Eric Carle. Importantly, they involve themselves in text-based discussions when they pore over the photographic illustrations in a science book, debating the details they see in the picture. Unfortunately, these episodes are rare in some classrooms, and the discussion is dominated instead by personal anecdotes that have limited value beyond eliciting a passing interest. The habit of close reading as a means for supporting discussion about the text doesn’t simply develop—it must be purposefully taught, beginning in the first years of school.

Discussing Worthy Texts

Standards such as the ones quoted previously are designed to encourage close reading and discussion of worthy texts. As Newkirk (2010) notes in his article “The Case for Slow Reading,” not all texts demand such attention. But it is vital to recognize that more complex texts require the reader to return to them, as “we never really ‘comprehend’ these anchoring passages—we’re never done with them; we never consume them. Like sacred texts, they are inexhaustible, continuing to move us, support us, and even surprise us” (p. 11). Perhaps an incidental benefit of an approach that demands close reading and discussion is that it affords students a luxury we have taken for granted as teachers. Each year, we read, discuss, and write about the texts we use in our classrooms. We rarely read something once and then teach it, never to return to it again. And each time we do so, we discover a new insight between the lines of the text.

Although we will leave to others the debate about what constitutes a “worthy text,” we agree that the issue of text complexity, featured prominently in the Common Core State Standards, is an important one. Published examples of what is identified as grade- or course-appropriate complex text may give many educators pause. How can students who are reading well below grade level read and understand these texts? The answer, we believe, lies in reading shorter pieces of complex text repeatedly and discussing what the text contains. While a longer reading may in fact be too difficult for a struggling reader, a shorter one, read several times as part of the discourse about the piece, increases the reader’s ability to understand the text. The staircase effect, meant to advance readers across a range of literature and informational texts, occurs as students engage in discussion of what the text does and does not offer. In turn, students are encouraged to locate further information or perspectives that illuminate the topic. Perhaps David Coleman (2010), project editor for the Common Core English language arts standards said it best: “We want students to read like detectives and write like reporters.”

What Is Text-Based Discussion?

A text-based-discussion approach challenges students to extract information from the text, consider their own experiences and background knowledge, and engage in academic talk about ideas and concepts. But it doesn’t stop there. This approach demands that students read, write, and think rhetorically in order to interrogate the text itself: Where did this come from? What influenced its creation? How does the author’s viewpoint shape this text? What other perspectives need to be explored? What might be missing? By posing and exploring these questions in depth, with the text itself at the center, students become more sophisticated readers, writers, and thinkers.

Text-based discussions are fostered by the purposeful instructional moves of the teacher. By modeling the ways in which we interpret, reread, and consult the text, we demonstrate habits of mind for our students. Guided instruction allows us to observe the extent to which our students are using these critical thinking skills and helps us determine what we need to teach next. Productive group work provides a format for small groups of students to delve deeply into text to consolidate their understanding of it, preparing them for the independent learning of a reader who approaches text as a resource for understanding the world (Fisher & Frey, 2008b).

What You Can Expect From This Book

The subsequent chapters of this book explore the relationship between text, learner, and learning as students engage in discussion and rhetorical reading and writing in elementary, middle, and high school settings. We agree with Britton (1983), who stated, “Writing floats on a sea of talk” (p. 11). We would further argue that reading does, too. Therefore, chapter 1 is dedicated to principles of discussion and discourse that lead to deep learning. Chapter 2 explains principles of argumentation and rhetoric, which are common in high school English classrooms but less widely known in other grade levels and content areas.

The next chapters address how to use discourse and rhetoric in conjunction with narrative and informational texts. We are especially concerned that narrative texts not be excluded from this practice, particularly because they hold such rich promise for deep discussion. Thus chapter 3 offers examples of text-based discussions about fiction. Informational texts are used at the secondary level in great numbers and across all the content areas. In chapter 4, we describe how teachers can use the features and structures of these texts to foster student thinking. Finally, in chapter 5, we build on the previous chapters to discuss how new media influence the ways both narrative and informational texts are located, shared, and created.

Because discussion is the centerpiece for this book, you will find extended student dialogue throughout. We invite you to do your own slow reading of these passages. As professionals, we understand the need to skim reading material to get the gist of a concept. However, we selected these dialogues not only to illustrate but also to expand on the ideas in the main portions of the text. As you read these passages, listen for the ways students build their understanding of ideas, sometimes in fits and starts. And then try your hand at engaging in the practices we’re advocating in this book.


CHAPTER 1



Readers and Texts: Why Both Are Necessary for Understanding

“ONE TIME, AT BAND CAMP …” You know where this is going. The student is going to make a tangentially related connection between himself and the text, based on a personal experience that few, if any, other students have had. Although the student has comprehended the gist of what the author has shared, this personal connection may overshadow the message of the text and move him further and further away from the text and what the author had to say. When this happens, reading becomes primarily about the reader’s experience and not about maintaining a relationship between the text and the reader, who as a result may fail to comprehend the complexity of the information being presented.

But making the personal connection is not the problem. In fact, making connections is what readers often do when comprehending and enjoying a text. As we will see later in this chapter, making connections is one of the cognitive strategies readers use to understand what they are reading. The problem is that less-able readers do not return to the text to compare and contrast their personal experience with that of the author (Cordón & Day, 1996). Either they have not been taught the reasons for returning to the text or they have not been held accountable for applying them.

Before continuing, we want to clarify that we use the term text with an expanded definition that includes newspapers, photographs, video clips, poems, and any other sources of information that a teacher can use to center classroom conversation.

Proficient readers actively and reciprocally draw on their experiences to compare, contrast, validate, and extend what they are reading (Pressley, 2000). For example, consider the discussion a group of students had while reading The Absolutely True Diary of a Part-Time Indian (Alexie, 2007), a book that recounts the trials of a Native American teenager, nicknamed Junior, who chooses to attend a “white” school rather than the school on his reservation.


	BRIAN:
	I think it’s good how this chapter started about Thanksgiving. I could really see this in my mind.


	ANDREA:
	Yeah, cuz it’s something we all do every year. We all have turkey and a big dinner at Thanksgiving.


	BRIAN:
	And all those other things, like pumpkin pie and cranberry sauce. We never eat those, except for Thanksgiving. I don’t know why.


	SPENSER:
	And Junior doesn’t know why they eat this stuff either.


	ANDREA:
	Yeah, because, like he says, the Indians and Pilgrims were best friends at first, and then the Pilgrims started shooting Indians.


	BRIAN:
	That’s another reason some of his friends don’t like that he goes to the white school.


	ANDREA:
	Like Rowdy, who pretends not to be home when Junior goes to his house on Thanksgiving?


	BRIAN:
	Even when he drew that cartoon of them back when they were friends.


	ANDREA:
	It doesn’t seem like a very good Thanksgiving. He still doesn’t have his best friend, and he’s eating the same food as white people.


	BRIAN:
	I can see why he asks what there is to be thankful for.


	SPENSER:
	His dad says that they should be thankful because every Indian wasn’t killed.




Throughout this discussion, these students related what they were reading to their prior experiences. But unlike the student who makes a personal connection and leaves the text behind, these students returned to the text to support and extend their ideas and claims.

This type of conversation is not limited to adolescents who have extensive experience with texts. We’ve seen kindergarten classrooms in which students regularly return to the text in their discussions. For example, a group of students were discussing the poem “Be Glad Your Nose Is on Your Face” (Prelutsky, 1999). The teacher had read the entire poem aloud once and then had reread the poem, pausing this time to think aloud about the meaning of some of the words, such as precious, dread, and despair. On her third reading of the poem, the students engaged in partner talk about each stanza and then discussed with the whole class what they thought about the poem. At one point, Amir announced that he wouldn’t like his nose to be between his toes—based on the fact that his father’s feet smelled. Several other students raised their hands with stories about family members with smelly feet. Maria returned the conversation to the text saying, “I get it. It says that it ’would not be a treat,’ so it’s not fun to have to smell feet all of the time.” Khalid agreed, saying, “Oh, like the picture right here” (pointing to the illustration). “That would be only what you smell. Not like putting your nose there, but your nose is there all the time.”

As with the adolescents reading Sherman Alexie’s (2007) book, these kindergartners comprehended more when they regularly returned to the text to compare their perspective with the author’s words. In doing so, they learned to interact with the text. Importantly, they also learned to interact with one another. We’ll take up both kinds of interaction next.

Interacting With Texts

All readers interact with texts.
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