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ABSTRACT

In the past twenty years, a number of advances have
been made in the teaching of second language reading. In
particular, the scholarship in schema theory and the
interactive model has informed the field about the
importance of building background knowledge and
facilitating top-down and bottom-up processes. Although
effective approaches for teaching second- language reading
have been successfully applied in a variety of ESL student
populations, they have not been fully incorporated into
the teaching of reading to deaf students whose first
language is American Sign Language. In fact, deaf
education has gone through a variety of changes throughout
its history, demonstrating the most success when deaf
students were viewed as learning English as a second
language. Currently, most deaf educators accept the fact
that many deaf students have ASL as their first language,
and thus are learning English as their second language.
Because these deaf students have a natural first language,
this thesis will argue that they also share a number of
similarities with other second-language learner

populations, and thus can benefit from similar types of

5 % 8



instructior
”Seééhd>lan
éppiied in
' Cpnsequént.
’étﬁdénts hé
se;ond lan
‘aﬁd?the in1
’ hdw‘bufren1
applied to
and tradit;
‘theories ar
instructioz
findiﬁgs £1
can#profit

of learnin

1;> Througﬁoutith¢ hi$ﬁory of déaf eduCétion;>
;u§§e reédihg réséar¢5 has:hot been extensiveiy
the readiﬁg}inst;ﬁcﬁioﬁ;éfvdeaf'students.

Ly, manyreaaing’inétructién prbgréms'foﬁ aéaf
avé notvinCJUded.éppiiqéfioﬁs éf'bréﬁaiehﬁz

juage feading:eséargﬂ;‘such as_séhemé thegry
:eraétive moael.: Tﬁﬁg,lthis~thesis will;éXamine
:'approachééIngteaChing ESL‘reading can,be‘
the-deaf.éiassroom thfdﬁgh a comparison 6f»ASL v-
lonal ESL sfudénté, diécgésibn-of:EéL régding
1d applicatidné;:and'an.éﬁélysis of reading
1in a Claséroomvwitﬁ deaf student$; 'The

rcm the cutrent'reéearchon.ESL'reading théoriesl
’éeaf students as‘they prdgfeSs in,their jqurney:

y [to read in a second language.

iv




TABLE OF CONTENTS

ABSTRACT il e v iy Sl oo aie b sipe oo g o ot S slp o dre o Sats 313
CHAPTER Lo ENTRODUGETON. "o 0. s ey e siad d e nimaioma st fo o vl 1
CHAPTER 25 ¢HISTORY OF BEAF EDUCATION .. el vissin i s aue 8

Nineteenth Century: Beginnings of ASL and
Deaf Bdueation in the United Btates .. seccacsas 8

Late Nineteenth and Early Twentieth
Centuklies: Oralram DomMIinates Taw it e wi oo v e s 10

Mid-Twentieth Century: Total Communication
BODFOBUENGE oo ci i v e ch b mi s b iy v e i 14

Late Twentieth Century: Bilingual

ASL-ERglish EQUCGHELION ... .t cieviinmoservdsnh sloess 18
CHAPTER 3: A COMPARISON OF ESL AND ASL STUDENTS ....... 23
Linguistic Challenges: Comprehensible Input ...... 24

Social Distance from the L2 Culture:
Gener@l ReBiaPaiee o | o i vl e i it s e 25

Social Distarce ot ASh Stidehbs il iis s viaiies sv o viss 28

The Importance of Background Knowledge

for EBL and ASLLEATNETS i iih s« ssn diem s ssiss 32
Motivation €0 -Learit,the L2 suws s e edvialioses v . o g 35
Motivhtion and the ASL Student ....ccosssnsnenssves 36
COTMEIES R o i B 8 e e reiog sriel S50 Ta for 0 e {0k 8 gl el & w 4w 38

CHAPTER 4: THEORIES OF SECOND LANGUAGE READING
ANE: PHETIR FEACHING APPLICATIONS yox siass seosss vt v v 40

Sehemd "THEOT Y . o s 'c e aa i s s b iares vs s v mei ey e ghe o 8 o 41



. Inters

Implic
Intere

_fbr Se

;Conclt

CHAPTER 5:
FOR HEARINC

I
!
'
'
{

i

i

Methoc

Findir

Cbnclt

“ations and Appliéations of‘theS"
\ctive Model and Schema Theory

'>ost—reading Aétivities,;}qg,.w_ ..... '

OBSERVATIONS OF A READING CLASSROOM
s [ IMPAIRED STUDENTS AND CONCLUSIONS

1gs from_the ClassroomlobsérVation‘.
Dré—readingvActivities e

\nalysis aﬁleecommendations_

for Pre-reading Activities .........

)urinngeadiﬁg Activities ..... e,

\nalysis and Recommendations ,
for During Reading Activities ......

DCSt—reading ActiVities_..y....,,...

\nalysis and-Récommendatibns

1sions and FurtherTAreaslof Research

vi o

ctive Modél'..l.Q;;,,;}...f..;.;,,.
>cond- Language Readlng ..... PUPE
>re—read1ng Act1v1tles ..;{.;1.;;;1;

uring RéadingTActiVities-,,,,. .....

1sion_J....;,,;..;.,...,...,}u;....;

4aterials’.,;.... ..... R .

For Post—reading”Activities_.....;r;

oooooooooo

----------

---------

.........

---------

--------

ooooooooooo

45

‘~4§S'
:49 E
'::T54"‘

t155

63

64

64

e
66

72

76

o
80
81

84



~ APPENDIX A} “NO GREATER GIFT” BY JOSEF ANDERSON ....... 86

- APPENDIX B: SPELLING WORDS FROM “NO GREATER GIFT” ..... 93
APPENDIX D: [STUDENT JOURNAL .... e N PO
 APPENDIX E; HATKU POEM EXAMPLE . ........iviceeevecnn... 98
APPENDIX F: CLOZE POEM FROM STORY ..........e.e.eeoe... 99

REFERENCES | 4+« vt e e tte it anee s aneeesnasiaeaaeane.. 100

vii-

'APPENDIX C: QUESTIONS FROM “NO GREATER GIFT” .......... 94



'- CHAPTER 1: INTRODUCTIO&
 >.In the”past 20 yeérs,bianeasing numbérs éf
’:reseércherS have'begUh to approédh”the fieidAOffteachihg
.iiteraby skills to deaf studenté With a new.éérspéCtive;
- Many eduéatoré have recognized~£he'need for déaf studénts
to acqui£e thh'sigﬁ languagé andbEﬁglish litefécy'skills
in order.té succeed écademically and professionéiiy;'_:
Whereas in the‘pasﬁ'aéaf education was viewed‘asvteachihg»
disabled‘stﬁdentsr many p?esenﬁ4day éducatiénal and 
linguiétié fesearchefs:VieW'deafjeducati@n from é
. bilingual,or sécond—languége perépéctive.‘ Maﬁy currenf‘
 éducators aré»aéknbwledgihg the heed‘for deaf students fo
leérn Amérlcan‘Sign‘Laﬁguage (ASL).as‘their_first language'
.and English as theif secbnd‘language. ~Although there Has’
beén'anbincrease in accepting.such‘anvaﬁproach} there. has
ostill been»avliﬁited amduﬁtipf ;eséaréh regarding the
ratioﬁale fof-ahd“abplicatién-ofvteaching‘EngliSh as a
éécond_ianquéée'tO dééf stuaents. For over<é'centufy,
‘déaf educataors had_taught‘deaf étudenﬁs Ehglish és a_firsﬁ 
languagev(Ll), ﬁhus ignoring tﬁe popﬁlation éf déaf |
students whose‘Ll wasAmefidan Sign Languége kASL). It is

this latter populatiOn‘Qf'deaf students that I will'bef
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L2);»'The‘term‘"ESL‘stﬁdénts“”;efers to the
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It is my gQalVin‘thiS thesis to apply and adapt

of ESL readihg instruction‘to teaching ASL

ntly, research in the area of how deaf children
eir first'language,(whether signed or spoken) is

Béchnervand'Albertini, 1988; Brown, 1987; Gass

D

o, 1994; Gee and Goodhart, 1988; McAnally,
Quigley;‘l9é7)t Réséarchers sﬁch as Michael
88) in‘Language'Leérniﬁganalbeafﬁess, Paul and
994) in‘Laﬁguage and Déafﬁéés, and Bafbara‘
1594)vinLéﬁgﬁage_éﬁd Litefacy Devélqpment in ‘
ho Are Deaf;have‘all.contributéd importént
f-languégeacquisition»and,dévelopmeht amoﬁg

ren. They have .all shown that deaf children
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;'CHAprER,é: ﬁISTORY OF DEAF EDUCATION

| . fhévAméri¢ah‘deaf chﬁUHity has a.édmplex and unique 
‘histbryvthqt pléyévavéignifiCént role:in the identity'éf'
mény ASL»students;i It iS im§6rﬁaht for teachers‘and-'.
feséérchérs of ASL studeﬁ£s té uﬁderstand-the students’
hiétgryfénifcultural‘idehtity in order to better
uhdéfstaﬁd ﬁhis popUlations’ iearning needs'and
challengés : This_chabter.will:givévan overview of the 
éducatipnal'aﬁd social hisfdryyof the~deaf iﬁ'order fé
V'shéw fhe_importénce of the_spéCific’language¥léarning»

‘needs othhé ASL student.

NINETEENTH CENTURY: BEGINNINGS OF ASL AND DEAF EDUCATION
IN THE UNITED STATES » -

American déaf»culture‘emeﬁged as a ﬁnique and’
distihct en£itynin tﬁé:earlyhinetéenthldenturybwitﬁ the
emérgenceIJ% ASL.. Siﬁcéithisltime; many-fagtorsvhaver.'
antribﬁtédito_the changes‘ih thé éducaﬁiéﬁ and social
treatﬁeht >f the deaff§Ommunity. For instance, in the
‘early_nineteenth‘céﬁtﬁry,_ASL emerged as the prévailing
_ langﬁage‘ofithe deaf in'thé‘Uniﬁed States. ASL resultéd,‘
.from a mixture of the sign language béing used on Martha's

Vineyard (a community that had a significantly high
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of rules and grammatical forms dominated" (p. 57).

the middle

structured

Toward
of the nineteenth century, the emphasis on

grammar énd language teaching began to shift to

more haturallmethods,of language instruction by using

fingefspélling,»ASL, speeéh, speechreading, and writing

(McAnally,

often used

Rose and Quigley; 1987). These methods were

individually; however, some schools used

combinations of these methods.

LATE‘NINETEENTH AND EARLY TWENTIETH CENTURIES: ORALISM

DOMINATES

By the

the use of
communicat

forbid all

late nineteenth and early twentieth centuries,

ASL had dwindled in both the oralist and total

ion schools. Oralist schools continued to

fdrms_of sign language, while many schools of

theudéaf started to replace ASL with Signed English.

Despite the

growing; b

decline of ASL, schools of the deaf were

Y 1867,'there were 26 schodlé of the deaf_ih the

United:States;'and( by 1907, there were 139 of these

schools, b
instructio
‘children b

- therapy),

JE none were ﬁsing-ASL’és”thevmode of
n (Lane, 1992). Oralist schools taught deaf
y means of lipreading, speaking (through speéch'
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an:through sign lénguagé.

sé Of fhis‘prejudiée, only "oralvfailureéf were
co ﬁsé Sign'laﬁguége in the classfoom'(Strong,

3}.;_Sign language_bécame a stigma of an

ic" kind of communication; thus, deaf people who

uSed ASL oftennfacéd‘ridicule. vAlexahdériGraham Bell; the

mbstfpredox
‘oralisté,

: sigh~langu

combat the|

. (1883), Be

~which incl

eliminatio

ninant advocate.of oralism, as.wéll as other, 
aftemptédbté takeidféstic measuresvto éradiéate
1ge éltdgethef (Wo;komir, 1992); "In‘ordér to
‘formation_of a deaf variéfy,of the humaﬁ race”

11 advocated several‘preventative?measures,"

uded the éuppressiénjof Sign.Language, the

1;of.residential séhools;;the'outlawing of‘deaf‘[
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RoSe( and guigley,11987). Currént research shdwsithat’

‘this typelyf teaghihg’haé’ne&e;:béen;§3'effeCtivé aé thé 
 mbfeCu?rént methéds (Diaz—MacéiOIi,f1994f. Mosﬁ of ﬁhe
 @éthods,Wére also unsubcéssful because they igho;ed‘thé  
:1.fa¢t'thatkmést~of.the étﬁdeﬁts did~not>h§§e an}adequafe h
:bfirstilénguagéor, moré‘simply; dia‘ﬁ6t-ﬂéve a.récégnized |
first lahguagéj' Ofaliém‘é&ntinuédbéb sﬁrge.in pdpulérit;*,,"
1:Withvthe.outCOmé‘ofthé Milan/Canéieﬁces in the iaté

.18003; Wheré edﬁéatd&s‘of;the deaf de¢idéd thatxsigns were
xihferiqr tp.s§eech and should'be-prohibi£édin the deaf :

classroom (Lahé, 1992) . ‘Dufing this time, even‘sChoolsf
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Most
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tas that;"théxdé%f“press;labéiéd_ora;ism_thé,f‘
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ren/ " (p
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svin deaf‘

. ln response toﬁthis oppression'anduprejudiCe,'a_ R

- those in the deaf communlty developed an -

1ostlllty toward the hearlng world whlch stlll'

Ay (Lane, 1992)‘, Thls hostlllty and lack of

rd-the hearlng communlty;and‘rts‘educatlon

ated an even more. pronounced sense of social

resulting in a“high'level of‘affective

to acqulrlng Standard Engllsh _Deaf students

1culturated 1nto the deaf culture developed thls o

DWard‘their hearing teachers, thus 1ncreaslng

Jltybof their’educational‘experience. This view

cation'has,hunfOrtunately;‘c0ntinued,to develop

e S and has contlnued to be v1ewed as the

of the dlsabled" (Johnson; Liddell, and.Erting,“

ETH CENTURY: TOTAL COMMUNICATION APPROACHES

creéffdébate’fég5£ding the eduCationt
_duringhthe ﬁld 1900s, manual language
of instruction‘forthe deaf. Although
andfspeech:production'remained
education,53igned English“and‘ASL -
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he subsequent years,
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ation of deaf children, audiological services,
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ough the production and understanding of sounds

ClassroOmsvthat did incorporate signiadopted’

ish rather'than'embracing'ASL‘as the natural

theedeaf and_utilizingnit in educating deaf
ducators,also.began using "Signed English"vix
ted by hearing educatorsnproduced in‘Engiish_e
Speech,‘iipreading;;writing, and Various
ds remainingefrom the:oral tradition also
' 1992).

one'used_in these classrooms (Lanep

negative reactions regarding Signed English

according~to Wolkomir i Signed English

’. (1992)
Ving Japanese spoken‘to English—speaking:
th an interpreter shouting occaSional English

"

em (p.:35).' In- contrast to Signed English
own logical way of ordering signs in order to
ideas more efficiently and effectively than

ish.
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_—hearing»Studentskihtb,regular classes,
with an interpreter (Réagan, 1988); ASL was
j pushed aside and ignored by educators, as

ing and Sighed'Engiish dominated the education
ong with a few rémaining Oral‘schools; :The use
English, which isia.code——not a language--,

the deaf Commuﬁityfs hOStiiity‘towafd'heéring

and schools.

IETH CENTURY: BILINGUAL ASL—ENGLISH EDUCATION
Ly, greatervu$e1of‘ASL in the téaching'ofvdéaf
ame with,thé‘emergehce of-iingﬁisticbresearch in
and 19703. This research revéaled'"thét deaf
ith deaf pafenté (who use ASL'éS a nétivev
achieve more écademically fhan deaf children’
ng pérents, and thaﬁ early use of Sign‘Language
fter all, retard speech development" (Strong,
). With this evidence, support for USing ASL in
oom began to grow. Along‘withvthis new‘support‘

ilingual approaches for teaching various
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.instruction includes many components: academiC'subjectsi

'vtaught_tran51tlonally at least in the pupll’s prlmary
‘language, English taught‘as a secOnd‘language

(ESL); the

hlstory, 1lture, and language arts of the_student”s

mlnoylty—language group; American cnlture and historyﬁlkp.
n‘167); TheadVantage‘ofdthiskapproachover'paStdmethods‘of
teaChinghtheideaf is_thatithehdeaf students are‘abieoto -
communioate andundetstandbcontent;material through“a

| language they'can-easily:access. ‘However, a problem

" occurs -in this method because of theplimited means by N
since

which deaﬁ»stndents‘oanhlearn.throngh:English}

spoken English is not generally,aooessible‘for them.

Although the bilingual method allows for more oontent‘area'

Sthy(dit
'of onrrent
'{iénguége
pteaching o
'fﬁéachiﬁg;E
j'inybiiihéu
| »In sp

the~deaf,

remained 1

,U

,still_does not'necessa:ily incorporate the use

methodsbof teaching English as a second
SSL), as ‘it only mandates the use of ASL and the

E deaf culture. At any rate, these methods for
SL oould ptove useful‘for educatots of the deaf‘
;1 or TC programs | |

Lte of some support’for.blllnguai educatlon for‘

the appllcatlon of blllngual approaches has

imited in SChools_because most teachers of the

o0




deaf were educated during the TC era and never learned
ASL. Reagan (1988) also attributes resistance to the
bilingual method to the fact that most "educators and
educational policy-makers in bilingual and multicultural
education, as well as those in related areas, have
generally overlooked the deaf as an oppressed and
dominated '¢ultural and linguistic minority" (p.. 4).
Linguists, on the other hand, have embraced ASL as a
language, but, according to Strong (1988), "this new
sensitivity has not yet been integrated into the
institutions and professions serving the Deaf community"
i 111},

Because English is the L2 of ASL students, Leo
Jacobs, a scholar from Gallaudet University, a prominent
deaf university, has suggested that "English be taught as
a second language later with the use of ASL" (Jacobs,
1989, p.12%). 'In order to assess the validity and
usefulness of using ESL reading methods for the ASL
student, it needs to be shown that their language learning
needs are similar to that of hearing ESL students. 1In

showing that their needs do correlate to those of hearing

21



ESL students, ESL reading approaches can be justifiably

applied in the teaching of ASL students.
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“b(ieéé)f‘ st
'-'élightif.ak

- teachers cs

*étaﬁ
. pro&ided“i
in the’ié a
rwrittén'mee

the cdmpre}

>s between the:twoﬁgroups suggeét that ASL
iy.benefit'from~similar types'of teaching

for deVeloping L2 réading skills.

CHALLENéEs:coMPREHENSIBLE INPUT

re discﬁséiﬁé the uéé Qf reéding, it.is fifSt i
:b’egpldre s@me of thé §hallénges that fééé»this,
grgﬁp}'iéoth”ESL ana ASL léafhérs deal With;aj 
similafilingdiétic chailenges ih acquiring o
g} an‘L2.ijA£ﬁfhé.ﬁQst,baéi¢'lével,;both kindéiof
ed C§m§reﬁeh3igléﬁinpuﬁ in order to déveloé

y in English litéraCy Skills,‘"According to

Input Hypothesis; L2 learners Can ohly léarn‘

? feceiving‘message$ thatlthéy’understand
:ﬁdentS’heedvtovbe gi§en,in§ut ﬁhatvi$ only
JOVe}theif,currént léye1-§f<uhdéféﬁaﬁdingt VIf 
1n,p£ovide enéﬁghvéombrehénsible inbuﬁ;iKrashén” 
;eS-Fhat'"the’neqéééary grammaf iS au£omaticaily,
p, 2f".F°¥ EérﬁsﬁUdeﬁﬁs} éompfehensible inpﬁt '
:an»be’prOVidéd'through*Spoken;'Visual, 0£    
1nS!» HoWeVer,'iﬁ thé ¢a§é”Of~thé>ASL étudént;

1énsible‘iﬁpuf"¢an oleebéférovidéd?fhrough
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culture.

~learning pr0cess for'all L2 students,

prevent:or

Because eulturegis a partvof_theflangUagee |

'social.distance can

hlnder their L2 learnlng progress as they may-

perceive.the L2 as part of the outgroup threat to thelr

-culture.

t‘SOCIOloglsts Glles and.Evans,

Jr. (1990) explain

' chfIietgtheoryuasﬁa situation{in which a group of people

who percei

Ve the outgroup~to'be'a;threathwill,prebably

increase their perception'efvsocial distance frem the

culture of

identifica

the outgroup. Moreover, "collective

tion leads to increased internal cohesion among

1ngroup members,and'tohfeelingsfof‘disdain‘or:repulsion’

ktoward the
(Giles'&'E
the ingreu
from‘the p
’intricatel
cultural T
Saville%Tr
 We ca
- compe
-~ commu

- that
~satis
~acqui

whole
58).

outgreup or people'Of dissimilar socialvorigin"

vans,.Jr.,ni990,'p. 30)4‘:Therefore, the greater

p»solidarity,’the greater the social distance

erceived outgroup. 'Thus,‘vauiring the L2 is

y related to acquiring thevL2'culture. In

nputhin_Second‘Language Zearning (1985),
oike argues that:

nnot adequately understand llngulstlc ‘
tence without recognlzlng it as part of
nicative competence,-so it is my- p051tlon
we cannot fully understand, or even
factorily study, second language '

sition unless we see it as part of a larger
—-—-the acqulsltlon of a second culture (p.
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Because lal

'éxperieﬁce
difficulti
Theré
Valuerconf
norms:and
1985) . »fé"o
- the acqﬁis
to fully‘a
Schuﬁénn’s
Seiihker,
if‘théy‘aé
has f0cuse
'de$cribes 
',diSténcé d
-accultUrat
 .both Qroup
'inegatiVe a
'v‘édusihg,#ﬁ
 §1$0 bcéur
sggdrdiﬁét

'These situ

nguage is a pa#ﬁ of Qulture, students thv‘
conflicts with an“L2 culfuré mayvéléb‘héﬁe‘

s acquiring‘thé léhguége} | i

fore, it‘ié Common fdr'fhevLZ.sthéntvto face
licts in_reéponsé;td'the differing cultural
Value systems-(Bréwn; 1987; Sa&ille—Troike/
OéeQuently; théée Vaiue1¢onflicts ofteniafféct
ition of thé L2 bécauée studéﬁtS“éfe unwilling
cculturate into’thé'LZ‘culture.' Aécording to
Acculturatibn,Modél‘(aS citéd in Gaés and
1994),,L2 studénts;willvonly fully leérhvthé‘LZ
cﬁlﬁurate intoifﬁé L2 .culture. Schumanﬁ, who‘
d'on,hearing LZ:learné:s (e.q. ESL students),
ﬁwovtypes of situatiéns whérevé sensé'of_sociai 
e&eidps,betwéen.tﬁe iéérﬁer §ﬁd_thevL2; makingl'
ion1difficu1t.fidﬁe sﬁéﬁvsifuation occurs when
é:pefcei§é.ﬁhéiLZ;lahguageigrQup és ddmihaht and
ttitudéé{élready exiSt,bétween ﬁhéidulfﬁreS; ?
em t§ikeép thesétatuébéuo;r Sq&ial diStéﬁce'CanJ
whenvboﬁh grou§é Viéw thevL2i§;Qup as 

eité the‘tArqet—laﬂganQ.grQupl(Brown, 19875.

ations uSuallyvcreate‘social'distance for. the L2
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affective
mbre diffi
resist acq

sometimes

SOCIAL DIS

ASL s
secondvtyp
”groupé Vie
In this ca
Community

and oppres

1d;‘és the‘social'distance ih¢rease$, their
vleérning the language decreases (Brown,v1987).
se of suéh social diétanbe, both ESL and ASL 
re sometimes,plagued with affeétive reéiétance 
ng the LZ. According‘to Krashen (1985), "the
filter' is a mental‘block that prevents
from'fully ﬁtilizingv#he cémprehensible‘input
ve for lahguage acquisition" (p. 3). ~ When Lé
ace culturalvconflicts bécause éf differéﬁcés in
ssumptions ér values, they often raise'their‘
filter, so that language learhing becomes much
cult. In effect, boﬁh groups éf students may‘ 
uiring L2 reading and wrifiﬁg abilifies and :

have difficulties in interpreting L2'texté.

TANCE OF ASL STdDENTS

tudenﬁs fiﬁ into Schumann’s description of the
e of'social distaﬁcé scenario; where both the’
w the L2 group as subordinatejto the L1 group.bk
se, both fhoée:in heéring cultgré and thedeéf
view thbse in.the deaf cémmUnity as subordiﬁate

sed by hearing society. Some ASL students have
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'culfufe'be
communify,
kVerhoﬁ‘an
those in t
vdisc:imiﬁa
hearing wo
'»fFurth
‘hearing te
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'Jrg*(1990)
'cultﬁre.as
~will incre
deaf commu
o@tgréup;
 t¢'pgt up
flé?él'béca
 In respons

“declares,

us ‘the dom

- 'students a

develop a

§ sense.oftdistan¢e ffém the Eﬁglish—speaking”
5ause Qf theirvbond§ to»thedeaf commﬁnity,ba
that_haé-distanééd'itéélf from the hearing world
d'Andrews, 1990; Laﬁe}:l992).v The‘béﬂds of

he deaf.éuiture increase.as a result=of7th§
tion_that they Cbntinue to'enCountér»from the
rld. |

érmbre, ﬁany iﬁ the deaf community perCeive
aéhers_aﬁduthe‘fégular uSekéf spoken Englishfaé
d their’inegroup ;loéenesé; ,AS Giles:and Evans,
,Suggest,ntﬁe L2 grdﬁp may péfcéive the‘Ll

an éutgrbup threaf} and,‘tHus( the LZ group
ésG»£heir,SO¢iai distance. In the_¢ase oflthe
hity; the hééring society,is‘perceived‘to be the
thﬁs, ASL students’ Cuifuré may‘predisp6Se them
barriers to léarhiﬁg:Ehgiish'at'é native-like
use of its:assbciatign’with the‘ﬁearing world.
éfofthe ﬁéariﬁg world'sldominanée; Bahan‘(1989)-'
ﬁWhat right.dcbheéring.pébplé haVe_tQ impbée‘onv>J
inaﬂcé of‘théif worid?ﬁ (p. 47). Although ASL
ré bérniﬁithegUnited Stateé,‘moStvof thém

unique setféf"cﬁltural;Vélués'whenvthéy become a

2‘9 .‘







deaf community are resistant to

f]5?992) addfesSes ﬁhé:iséhé:@fahb@fmindfityfgﬁéﬁpg;d'

Eumphrlés (1993f expla1nstthat7most deaf people 2

© deat commpity do not want to sec a total assimilation in




the hearin
correctly,
Americans:
large Deaf
: sociai 1if
'vélued goa
to‘Emoﬁﬁgu
' generaliy

 tantamount
assimilati
a largé pa
diétance a
hearing cu
cultural e

culture.

g'wérid’because "deaf'peOple perceiﬁec_quite
vtha£ t5e Quality bf theiflivés as intégréted, ,‘
is‘ensured:by the'p¥é§eﬁce_6f.énd aCCeSs'to.a'
community which pfo&ides a‘riéh Cﬁltural‘and':
e (p. 9). Therefore, aséimilation is not a |
l‘amoné thosé»in ﬁhevdeaf cqmmunity.-,Accqfaing
(19925, "Assimilatién into the system is.b
Qiéwed ésbeingléut of tﬁé quéstion and as
to‘beiné coopted by.itﬁ'(pQ 73)._ By fully

ng into hearing?society, déaf people would lose-
rt of their identity#i BécauSe‘ofvsocial.

nd tﬁe lack of total assimilation intorthe

lture, ASL students sometimes lack certain

xperiences and background knowledge from the L1

THE,IMPORTANCE OF BACKGROUND KNOWLEDGE FOR ESL AND ASL

LEARNERS
Cﬁltg
students t
However, b
baékground

or may in

ral and linguistic background'knowledge help L2
> decipher and interpret texts more efficiently.
ccause many ASL students do not always havejthe

knowledge related to a particular reading text,

fact have conflicting cultural knowledge, they‘
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difficulties ih cdmpréhéhdin§~thé3é texts.
Carfell (1987) r¢§6r£ tﬁaﬁ_cﬁi£qral 

andingé cause many ESleearnefs to‘make
inter?retatibﬁs’aboutithe texf( tﬁﬁs.decfeasingb
iﬁg compréhenéiOh. | |
nd ASL>stﬁdehtS‘are similar iﬁ‘that,they often
:6Und kﬁowlédge that»inclgdés‘éulﬁural‘

s about the content of Writteh'genres;_'This

‘déficiehcy may_makevacquisitionvof‘LZ litéfacy o

ly ch§llengingf indeed, with respeCt to
knoWlédgé;‘ASL stUdeﬁts ﬁay actually have é_.
dyantage QVef-typical'ESL>$£ﬁdents. -Aifhough
ﬁé”live within the deaf'cﬁlture, fheyare a
bof ﬁhe larger Ameriéanlébmmunity_and,b"
wili-hévé accesé tb some kindgvof.khowledge
r environment, néi§hb§rhood;‘ecohoﬁy,
ent,vetc. that an ESL s£udentffrom}éﬁother
ghtbnot have. | | | |

e

S second?language5ClaSéroom;beilding'L2
knowledgé,of the parget lahguage cultuie.is

importaﬁt_for efféCtive-reading, If L2 studeﬁts

miliar with the content’of the text, their
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the déSire

with which
of motivat

comprehens

| attitudes

. the studen

decreased,

‘léarning t

‘MOTiVATION

';Althp
‘appiied~ma
géfmane té
apprdach‘l
métivation
:get a good
‘,daiiy acti]
 students a
succeed in
business.n

'integrativ

(Bréwn,>19

of fhe iééghér to‘bécqﬁé part.dfpthe L2 culturev
87)._.students,var§‘in the kind of;mdti&atiQn[f ;
'they appr6é¢h lahguage_iearning, but both'kihds :
ion &aﬁ facilitate.the_L2 procéss, inﬁluding tﬁe
ion of.readingftéxts,' It‘is cléar that:
,féwsrd»the L2_quifure affeCt thé"métivatidn‘df
t; and/‘if the stﬁdent’s motivatidn’is
they will likely have much less Sucéess in-

he L2 (Brown, 1987).

gAND-fﬁE‘ASL‘STUDENT

uéh BfoWn's-métivatiOn_Categoriéé‘have beenr>
iniy tb hearihg’Lé ieérnéfs,'they ére-also
.ASLllearners of English.. ASL students usualiy
earning Engiish With a primafily instrumental
(.asvthey often want to learn enough Englishbto.
job:in’hearing éociefy and_accompliSh their
Vities_ipthe hearing'world. Tﬁerefore("ASL

ré offen motivatéd to leafﬁvenough Englishito
”the L2vsociety, such as béing able‘té‘read
emos. On the other haﬁd, théy lack.tﬁe

e motivation because they do not want to become
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not respec

Humphries

}ariﬁg ggltureQ Beéause>§fbthe'sQ¢ial distanCe
ts'expériehceiwithlréspedt to‘tﬁe_heafiﬁg

heir motiﬁatioh to'acqui£e English isfnégatively
In édditioﬁ, many,ASL;sﬁudents distrust hearing
ndvségvthe éducational s?stem»as’one fhat does
t theii ;ulture-of;ianguage;v A;cording to

(1993), "Assimilation and ihtégration for Deaf

people,‘therefore,_isbacceptablé in a context in which

Deaf peopl

Then,iand

e retain their_language and their community.

ohly then;xare they‘able to center themsélves,'

and approach functioning in the world of others" (1993)vp.

- 10). ,Iﬁ 1

a second 1

if teacher

cultural a

1

bringing:

Q

fw

they can

“reading an

_necessary) .

Instr

[

e

that ASL

the proble

ight'bffthis view, it‘seemé teaching7English és'
aﬁguage‘to ASL-Studeﬁts willbonly be éuccessful
s éllow:students‘to reméin seCu£e in theif own |
nd linguistic»identity;vwhile'sufficiehtly..
hem‘into,the”LZ cﬁlfﬁré andianguage‘bynwﬁicﬁ'
'ucceed ih‘£hé ghiversity_enﬁirénmeﬁtv(wﬁére,

d writing in English will be absolutely
uctors may also need tb‘bevawaré of the fact
tudents’ motivation may be decreased because of

ms and attitudes they_éhCQunter in the hearing
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wotld, including those‘of theif'hearing peers. According
to Capoélli, Daniels, Durieﬁx?Sﬁith,_McGrath, and Neuss
'(1995); "Children with hearing impairments are'moﬁe‘iikely
to“be ;ejected by theirvpeers*than_are normally’hearing
childron" (p; 197). As a resolt;,mahy mainstreamed ASL
_stUdents have ?foblems in school that cén‘inteffere with
their academic skillS'éod motiVation for learning.

Results of wvarious research‘studies show that hearing-
impaired students have béhavioral problems, lowered self-
esteemn, perceptiohs of lower selffesteem, and difficulty
making fflends (Cappelli, Daniels,:Dﬁriéux—Smith, McGrath,
and Neuss, 1995). FSuch problems lead tovdecreased

motivation-for»learning among ASL students.

CONCLUS%ON
" In view_of the significant similarities between ESL

and ASL students in.regards to their language¥lea;ning
noeds and'challehges, it seoms reosonableothat ESL
methodOlo;ies can be usedvto teach Engliéh literacy skills
to ASL~stidénts.‘ Both groups.of'studenﬁsfrequire‘specifio
teaching methodologies that oon;idertheoe needs. 'Wifﬁ
this in miod, in the next chapter, I Qili discoss the most

prominent ESL methodologies for teaching reading and then
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discuss how‘they'can be applied to the teaching of ASL

studeﬁts.
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THEORIES OF SECOND LANGUAGE READING AND THEIR
PPLICATIONS '

9. the past 30 years/ ESi“readihg‘research hasN
o two major‘theoretlcal camps w1th1nrthev
Uistic—CognitiVelPerspective: schema theory-ana
ctive ﬁodel,of&readihé;i Although both theorles
elated‘ they each focus on dlfferent aspects of
lve process. »Researchets have«delved 1nto‘the
ahd'social elemehts cf hcw people reaa (the .
rccesses'and,the'sccial,discoﬁfse”of;the.text},
ing gfeater ﬁetacognitiVe aWateness of how Weh
umber‘cf”applications.fCr teaching ESL readihg‘

out of thesehtheoretical'frameworks; In lighthv”

1ilaritiesibetweeh ESL andiASL learners,

1 andkpedaQCgicai'framewcrks fot-conceptdalizing
g andvESLteadingvinstruction'mayEbeusefully
helping ASL’stadents' acquire teading‘skillSAih
Ih this chapter,'ESL reading theories,
iy}schema thecry.andthevintetactiVefmcdel, and
aching applications a;efsurveyed. ‘Also

are'proposed~ways that teaChers can best apply

leworks in teachingpliteracy skills to ASL

40 -




vThe't
théory and
réSearch o
'fheéries f

'they interq

SCHEMA THE
| The C
late 1970;
Péhychélin
language é
compréhens
(1988), th
reading in
bréiﬁ (Sam
_knleedge
Lmeaning of
different
| mganing ma
Ac
Of‘their c

and‘texts

wo most COmenly,aécepted_theOriQSitoday, schema
thesinteréctive ﬁodel, both emerged out of

n the cognitive proceSSéS'Of readingr 'These
oéus on the*thiﬁking processésvof readersvas“

act with the text.

ORY

oﬁcé?t of ;Schémé," which_became"popﬁlar in the
s'and eérly”1980’s, emerged out of the
guistichognitivevviéw of literacy; where

nd thought‘wofk together to achieve

ion (Goodman, 1988; Johns, 1997). ,goodmaﬁ

e major proponent of this view,>e$plained that
volved a "psycholinguiétic Quessing gameﬁ of;the
uelsland Kamii, 1988) : By‘acceséing backgrquhd
in'the memory, the reader attempts to make

the text (Dubin, Eskey, and Grabe, 1986);  The
types of background knowledge cri£ical to such
king are»knowh as Schemata.

ording-to Johns (1997), reéders employ the‘usé
ontent and formal échemata from past experiences

in order to comprehend the text they are
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avprbcesS that in&&ivés matéhiﬁgqlangﬁagé;iﬁput
der'é preexistingfkhbﬁie&gé, 'Whéhutheireaderv
4 an accurate match for this input, or finds an

match, the reader’s comprehension process is

hema reéding'r¢Searchers have proppsed,théﬁ

ing a combinatibn of different kiﬁdsiof:

to the,text."Carrélllénd Ei;terhbld'@l983)ihdﬁe
ese,schemata:aiéﬁg formai, content, and" 
dimeﬁsioné. |

1 schematé‘refer.to‘the rhetofical and
dnal.knowledge‘réédéré havé;about texts

1983) . vSimiiérly,vAeberSQld and Field (1997)

ét ﬁthé knowledgé'that.you brihg to,a‘textvébout
VOCabuiary;,gfamﬁar} aﬁd léVel'dfsformality (Or‘

'Qonétitﬁ#éé»your»fofmal.schémé" fp: 17)f Evefyiff
ceftain expeCtations and aé$umptionsébout ﬁow
text‘genrés are 6rgénizéd’and étructufed.‘ For
s'deséribed iﬁ Cafréli'and Eistérhold”(l983);
}for a simplé étéry QOﬁld,ihélude the concepts

ing, a beginning, a development, and an‘ending"l
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h they canvdecode and interpret the text (Carrell
rhold, 1983). 'Readers,:therefore, decode the
Eiﬁd preexisting séhemata tb help themfcompreheﬁd

o

bottom-up processing is initiated by the

data from‘the text, tép—down-processingibegihs
ers approach,a text and try to fFit the text inté
sgistipg knoWledge:(cultural, syntacfi@?'

b~
~r

and historical) (Aebérsold‘and'Fiéld, 1997) .
to Carrell and Eisterhold (1985), top¥down:
g:"occurs as the system makes general predictionsf”
highef level, generél‘scﬁemata and then searéhe$ 
for informatiéﬁ’to'fit'inté‘these,partiélly_ v 
, higher order'séhémata (p;»557f. In thi$ 
therefore,vé‘feadér’Sfbackgfound knowlédge
with the text in Qrder to fofm some levei of.

sion.
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Aécording‘to thé interacfive mOdelp these two
processes work simultaneously‘and hélp the'reader-obtain
optimal CJmprehension of thé.text by;searching for
schemata 1n the feader’é memory‘that matchesrthe‘data from
the text (Aébersold andfFie;d,‘1997). A ;eader ﬁust
decode the linguisticvaspects of fhe tekt, as wéll as
' iﬁitiafe the prodess of retrie&ing"and aétivating the
Various kinds of schemata in order to comprehend the text:
- Prior knowledge‘of linguisticsstﬁuctures is uéed in order
to recognize the letters, wbrds, and sentences of the
text. in addition, prior knowledge‘of the content and
discourse structure is used to interpret thé'ﬁeaning of
ﬁhé text.| It is this process Qf retrieving prior
kﬁowlédge (top-down procéSSing) that many poor L2 readers,
do not utilize ehough (Esk¢y,‘1988j., |

A number of.abplicatioﬁs.for teaching L2 reading have
emerged from schema and‘ihteractiﬁe theories of text“‘
proceésing. Some of thés§ applicatiQnS will bé considered
~ih relatiQn to7bo£h ESL'and'ASL*readers in the nexﬁ

section.
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NS AND APPLICATIONS OF THE INTERACTIVE MODEL AND
"ORY FOR SECOND- LANGUAGE READING

asearchers;havejapplied'the concepts'ehdvlftf
from sChema;theory;and:the'ihtersctigenmodel‘In]
ns for;the'teéChihoLof;readihgfﬁooLZ‘studehts.
ieseiteohniques‘and methodoIogiesffoous on
ﬁdehts-tovactirste‘aﬁd reﬁrievejdifferent'kinds”
Theydalso demonstrate how to rmprove the way‘

1teract”w1th the text before, during, ahd‘after”f“””

1”order tollncrease,therrjcomprehehsioh{h_

g Aéti&itiégve”
ding.tonoth'scheﬁaTtheory;ahdIthevihférsétivég
45 important for readers to be able to match the
tovhelp resders_bedihbtoTsotivatelthéS;h‘ -
ling. | | o | i |

ratingfoontent“SCheméfis essentiallfor3the LZ

spe01ally if there 1s culturally bound knowledgef\tf;};

t. Introduc1ng and dlscuss1ng the text before
Ips readers to recall anythlng they mlght

1ow about the- 1deasn

words,

or concepts 1n the
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manlpulate
' lsbmetiﬁec
and vice. ve
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opportunit

culturall§

Eisterhold)

WBy gJ

them,conne

student-ls

- In additic

andisocial

act1v1t1e=
thelr own
reading adg

~less intin

@
~

], knowledge,,

1dents read‘material

rersa)

'~bound. ideas ln_the'teXt

upportlofttheﬁideaxofdactivating andfbuilding

Carrell aﬁd*Eisterholdf(1983)'érgue

rldlng background 1nformatlon and prev1ew1ng

rﬁthe reader.seem to be the most obvious
for the language teacher - We want_to avoid

cold "dAskinngtudents to

;7both the~linguiStic and”cUltural codes

llngulstlcally easy. but culturally difficult,

1s asklng too much"‘(p. 567) . ‘PreV1ew1ng
singikeyiideaSLngthe te%t maygalso provide an‘

y toraddressvnew VocabularYbor-certain‘

' | .v(Carrellvand;

'lé83)l‘ o

v1ng students a purpose for readlng and helplng
ct knowledge they already have to the text the
.llkelyvto bejmore.motlvated to read the:text.

n,teacherSVcanplower-students;vaffective filterd
diStance through,ﬁanyvof'thesevpre—reading
as they help the students relate the text to

personal'experlence.and_knowledgel Thus, pre-

tivitiesisuch as_thesebcandmake the text seem

idating to L2 Studentsr
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sﬁggested

that ESL c]_:ass‘ro.(jxﬁs v..c‘oulﬁdv"v‘USe’fUlIlyv ih_Clﬁde

formal schema building as part of3theirfcurﬁiculum.“

Othe
or fstofy
~prior to
narfative
which the

"in a stor

r researchers have discussed narrative structure,

schema, " whichlcan‘be“presented to L2 students

teading. Story'schema'refefs:to the idea that

s have a specific_athpredietable'sﬁrudture by
readef can anficipate and‘uﬁderstahd,the‘events

y. Griffith and Ripich (1988) describe these

story structures as "consisting of two main unit types:

(a)'settihg and (b) Qne er more episodes. Episodes

consist o

Plan + an

-order" (p}

students

in the st

Dﬁrihg Re
In a
teachers
'Qariety o
down proc

- in order

f an Initiating Event + aannternal'Response'+ a

Attempt + a ansequehce.+xa‘Reaction, in that
166) . ProViaing a story.schema for the

prior to reading can help tﬁem‘predict the events

ory.

ading'Actiyities.

jdition to preparing‘stﬁdents‘befofe they fead,
can help students as they resd- There are a
f,strategies involving both bottom—up and topf
esses that.teachers can introduce to the students

to improve their comprehension and interaction
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with the text. These strategies include noting key words
in the text, searching for the main idea and conclusion,
relating different ideas in the text to each other,
answering guided questions, filling in partial outlines,
and locating transition sentences (Aebersold and Field,
1997). For example, students might underline the main
idea, topic sentences, and conclusion and then circle
transition words/sentences as they read to help them
actively locate and remember these parts of the text.

Such an activity would require them to use their top-level
schema of text organization as well as their bottom-level
skills in decoding words and sentence structure. Another
gctivity, . filling. in. a pattial outline, 18 done by 'giving
the students an outline with strategic parts missing, such
as all the topic sentence ideas or all the details. This
type of activity facilitates students’ abilities to

understand the structure and key elements of the text.

Post-reading Activities
In order to enhance students’ comprehension of the
text, teachers can engage the students in post-reading

activities that will help them continue to build their
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 story, the

id‘formal sChemgﬁa'#elevéﬁﬁlﬁo?thevtegt and to
édﬁématé £§"ﬁ§lp:them ihterbréﬁ the EeXt.  Thé
)usfétféteg§vié"f0f s#udenﬁs‘té'reﬁiéwkfhe text
understanding of its\idéas éna organizainn
i1andvfield, 1997)l Réviéw,of the téxt cah take'
;sking»boﬁ?;ehéhsibn QUéstions; fétellihg,the
Lfing asumméry(:éﬁé"éxpanding'the‘knowledgé from
Lﬁ‘a Qritingassignment(Aebersold‘and Field,

en éﬁﬁdentS*can be given written or vefbal‘
3i§n question$ tolaﬁswer, both‘tegtAénd

)

= typefdf queéﬁionsjshouid be asked aﬁ tﬂis part
;gess;‘ . |
iéti&ity‘for-harfative texts, retelling’thé
i:be*dbne in_a variéty of ways. _For'example,
:aﬁ”rétell_ﬁhevétory ferbally dr*in’written form,
in’c;éate a playvoerrite‘a_bodk'reviéw for other
vayé tOretéll:Eﬁe stqry,‘vMerrift and Liles
ihd‘£hat itiwa$béneficiél_to'providevthe

vith;a stbry modeiZ(similar'to_étory mapsf which
‘thé‘stofy $tfﬁCtﬁrefuaé Well éS‘fQ hé§e thém:
;nd.retélllfhenstory.  A§ £he'studehts*récal1‘the

3'teécher>pbihtszUt"the"eventS’ rélationshipsvto

56




the story|

'structure. ThlS process helps the student to,-

-acthate_and bulld thelr formal schemata about the text,V‘

vh‘Accordrng

involves. the listener’s’paStVeXperiences;

Subjectﬁm
itext;hand

story rec

.content and formal schema‘as.lt relates to the

to Griffith,andtRipichf(l988),'"Storydrecall:-

knowledge of

atter,,famlllarlty w1th the structure»ofjthe’o“

knowledge of the language"'(p‘_43), By using*

211, teachers can help students build their

topic and

genre of the text;

| Thus
for the t
thelr own
vrandzforma
motivated
Othe
'Relatlons
students
dprocess;
was,deyel
t?haris/:a
',tarhé1§°E

' retrievin

ETR,

) post readlng act1v1t1es prov1de an opportunlty h
sacher” to help the student relate the text to
experrencesAandacontlnue,to bulld thelr content'
L. schema, so that the student w1ll more llkely be
rn,further.readlng“act1V1t1es;‘

r methods; ‘ |

such as the Experlence Text

11p Method (ETR)f also%addreSSﬂways to:help

‘oetter comprehend the text throughout the readlngl

‘abtype of\metaCOgnltlve“strategy;traln;ng,
aped ln response to schema research Carrell,

1d»L1berto;(1989):exper1mented‘wlth ETRmin‘order'

SL students through the process of actlvatlng,

g and bulldlng content knowledge as they read







vreading,‘the teacher engages‘the&student in the’

relationship step. According to Carrell, Pharis, and

Liberto (1989), this«step iS‘uséd "to help the;studentsv

draw relationships betwéenvthe content Qf,the text (as

 developed

in the text step), and their outside experience

and knowledge" (p. 654). This step mayvalso help-in

increasing
achieve gz

feel it ha

y the mOtivation of_LZ students, as they will
~eater satisfaction from reading textsfif they‘.

\s some relevance to their lives. In all, this

method allows the teacher to guide the students’into”a

deeper un
consistent

text.

Jerstanding of the text by’having the student

c1y connect their background knowledge with the‘

As suggested earlier,_téxt structure may also be -

important

process.

to teach at différent phases of the reading

Some first and sécond¥language litéraéy scholars'

have discqésed thé‘ideé ofIteadhing”text structure in

terms of teaching "genres" (Cope & Kalantzis, 1993;

Swales, 1990). Like ETR, genre instruction may be useful

at pre-during and post-reading stages;_ Textsbtypically :

fall into

various genres, such as report, narrative,

description, etc., depending on their social purpose.
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 Hewin§§_ai
universit!
' éfganizat

‘reading ir

Sse génrés,itheré is a pfedictablévformal‘ 
;hat qan be,fOilOwéd; ‘Cdpe\éhd‘KélaﬁtZis (1993)iﬁ !
1réS»aSVSocial'pfoéeéseélwheré té§£s fQileA:

Lelpatterns-aécording;£d their sociél purposé;‘

.argue that‘knqwiedgevof how to use genres gives

social power in‘SOciety. ‘Inrlight‘Of this,

yenres to ESL ahdﬂASL students could be argued to
2ase their motivation by giving them social
nethinnghich'they dftenifeel'they lack.

)

 proponents argue thét when students become.

in recognizing the structures and purposes

in a particular genre, they increase their

1 knowledge with whiCh they'épproach reading and
e text. By doing_éd/ étudéntsiwill have more

)

> and‘motivationutd read éﬁd wrife; thus

academic succeés; Emphasis Oﬁ genré”features
)énefits atuvériéﬁs'poiﬁtévin‘thétreadingkpréceés'
and Héhdersqﬁ,‘1987,‘Hyén?‘1996; for£hcomiﬁgf,."

1d. Henderson' (1987) found that providing ESL

; students with information about the
ion of eéonomics bank review artiCles’prior to

nprOVed‘their $ubSequeht‘undérsfénding;df these

60




qtéxts.f HYan(forthcbmihg) also diScdsses how she

encouraged students tb_use)genre~cues_during timed reading

exeréisés
| newséaper
studenﬁéi
similar t
- Thus, tea
. ¢ompreheh
and compb
cénteht S
"The,

students

they read|

structure

schemata.|

éONCLUSIO

BeCa
bteaching
can infor
theif stu

social di

to heip them honé?iﬁ»éh’kéy information in -
and research articlé;fexts; ,Aftér reading,
can aléo réspond to ﬁhé textvby'wfiting ab0qtﬂa
inc'in the éame éeﬁre o; discOurSé structﬁré}
ihers caﬁ_utiliZé wrifing to‘imprévé‘réading
sionxthrOugh Writtén story retellings,:jdﬁrhals, 
Sitions( whi¢h‘r§fieCt éitﬁef>the formal'or‘
;hema'df thé‘text., :

genre approéch]énhancés’readihg_by helping
tb‘actiVélybthink abQut strﬁcﬁﬁre”bf-the‘texts
. Thisleéds‘to_a greéter éwareness'éfvtext

, so as to'add to the>building-of their formal

N -

use littie research has been'done reléting to
réadiﬁg:és éh L2 to ASL»studénts, ESL“reseérch
m teachérs of ASL>stﬁdents as to Qays’to improve
dents’ literacy skills aﬁd‘to bridge the‘éxisting'

stance between the ASL student and English texts.
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identé;{éhd-thﬁétthé'appiicétisns of'scﬁema

ol thévintefaétiﬁé-médel’cah 5énefit ASL students.
S of’stﬁdéntsviaijawéértain amouﬁt of’content‘
L.baquréuhd khowléd§e éﬁ&vﬁhus.wi1l benefit‘by,. ‘o
sted bré}ﬂduring);ahd'poét—rééding'activifies.
Lques:éﬁd Strétegieénoutlihéd'%t thé end Qf this
avé beén successful_with ESL students‘ahd.can
>ficial with ASL sfudents. :Iﬁ‘Orde: to gain a
some current approabhes ﬁéed to teach English

D ASL studenfs; I obéervédvand ahalyzéd the
>thods used in a reading Class for deaf students
jecomméndations:asvto how Some ESL reading

;trategieS'could be applied in the deaf classroom

"context; the next séCtiOn, therefore; presents these
observations and analyses. -
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significant hearing losses are no longer found in
residential schools for the deaf. Moores (1978) reported
that more than 50% of all hearing-impaired children are
now being educated in public schools" (p. 130). Thus, the
classroom situation I observed was a typical learning
environment for ASL students.

This class was chosen because it was the only high-
school English class for deaf and hard-of-hearing students
in the local public school district. The teacher focused
on teaching English skills (reading, writing, and grammar)
for most of the time that I observed, but she also spent
time reviewing math and social study skills. I observed
and recorded her activities and teaching related to the

teaching of English skills only.

METHOD
Subjects

The teacher was an experienced Special Education
teacher for high school-aged students; she had worked in
this capacity for over 25 years in the same school
district. She holds a degree in Special Education and is

thus informed about the specific learning needs of deaf
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Materials

I tg

af—héariﬁg‘(HH) students{v:The teacher used.the_
ous method of éign; fhat is, she signed and spoke
me time in ordéf té cbmmuniéate with both héériné‘
studehts.iﬁ her class.  Her éign language was a
dn of ASL and’Sigﬁing'ExéCt.English;

e Wéré'SéQentéen studenfs (from ninth to twelfth
the class one‘to two periods each déy.‘ Students
d more support came in£b the'cléss’for two

day. ‘Amoﬁg the Sévehteen sfudénts; sevén were
ard—offﬁearing (HH) éﬁd the otﬁer ten students

us léarning diéabilities but noihéafing prbblems;
étiéns.focused on the.teacherfs methods of |

on witﬂ the-deéf and'HH‘étgdents, althoﬁgh mést ‘
me all of the,studénts‘were given»theasame,“ |
on -and matérials!‘vAll of the Sﬁudents were
med:f¢r the rémainder of their élasses, some

additional support, such as interpreters or

ok‘nOtéS»oh all of the teacher’s verbal and

signed instruction, as well as copied all of the handouts
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http:students.in

givehbto the”studénts in class. In addition, I took notes

on verbal

and signed intéfactions between the téachervand

the students during all classroom aétivities,'including

the reading sessions. Finally, I collected writing

samples o

reading a

FINDINGS
Afte

ascertain

reading ii

‘ content k
activitie
'téchﬁique
reading, 
 high1ight
.ESL,appli
, model}.-A
discussed
theériéé
cquld.als

improve r

f the students’ written responses to their

ssignments.

EROMTHE;CLASSROOM,OBSERVATIQN

r obééfVing:thé:téacher for three weéks, I
=d that‘she-did usé.some bf:the CurrénﬁxESL )
1Structional’methéddldgiéé, éﬁQh aS‘actifationHOf
10Wledge,:ETR}'anq;poétfreadingwritiﬁg

)

s. In the‘following‘ééction, I discuSs:theJ

<)

S and activitiesathé'téache#.usgd_fbr'the pre—
duriﬁg‘ﬁeading; aﬁa'pbéﬁjfeadiﬁg staggs,

ing eléménfs Qf he£'iﬁ5frﬁcti0nwhi¢h ;eflected
:atiqné‘of schéﬁa theofy énd'théiintéréctive ,R
lthough.she did;uSé someimethodsvfhathi_héﬁe T
,"thére are many'applicatiohs.of:thé‘reading: o
aﬁd‘teaéhingvméthodé‘diééuésediinChap£é£l4:thaﬁi
O be:utilized’in;the deéf ESL_cl§ssfooﬁ;t§‘;. |

eading skills'andvreadihg ComprehenSiQn.
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reading unit I observed centered around reading

j‘screenplay ¢aiIed'No GféatervGift bvaésef'f
(seé Appendix‘A);u:BeiorefstUdéﬁts reéd thé text;é,n
ﬁcfdr,éngaged stﬁdentgvih]a digcussioh-whiChV |
chnéctiOﬁé bétwegnfthg_COHtgntvof the}text énd'
ntsf'priérﬂknoﬁiédgééf'étfentidn was‘also paid tb. 
vocabuiary aﬁq:c$ﬁfeﬁt'knoWle&ge thétIWOﬁid be
,for'reéding‘éheyﬁéxf:f_v |

ofithé pré%réddingldischsibn tdokkthe fdrﬁ:bf
er askingvqueéfiqﬁé,éboﬁtseéncepts‘or Vocabulary 
nected fbvthe,texﬁk‘ﬁhe students reépohding;‘apd'
er"elabora£ihg>on the Studentvréspoﬁséé, :Onvthé
,_thé:iﬁstructor iﬁtroduced the.text;;explaining
as a trué-story'ébéut‘two boys;'dne who néeded a
ansplant.f Then she ShoWed‘the students §ﬁ |
ith,a piéture in‘the‘local‘néwSpaper thét»télked:fi
OyﬂWho”déﬁatédléﬁ_organtQ hi$‘si§ter; ‘Thé :" |
sked”ﬁhé'students;if they hédﬂhéard of thié
any of_ﬁhe students had heard about this |
éiﬁceiitAwas'happéning in theii community. ‘This

ry seemed totgeﬁ'the‘interest‘df manyyof the 
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She then,c
asked wha1

scanned‘the stcry and called out their names,

owing this discussion,

interest in the story; but>it0also'began to

students' backgrOund knowledge about donating
»the,teacherfgave the

:heir;speiling words”for the week (seevAppehdixs

ryen Within the contexts of sentences in the

‘G?éater-Gift;v-She'ihstruCted the students to

first four sentehcesfin their lists and said that

1 have a quiz on the sentences at the‘ehd of the

‘.ThiS-ccpying activity engagesbthe students in

proce351ng‘as they bulld knowledge of sentence
andvlmprovevautcmat;c:word recognltlon. After
handed cut.copieshcf the story to the students;v
1sked the students to look at the story as she

- the two boys

names were. The students qulckly

"Keith'and‘

Nick." v}.f"

Next,

the teacher informed the students that they

ﬂwere"goinq to- ‘talk about the settlng and characters in the

‘story,

‘propcsed

meaning of

Inadoing this,

in teaching story schema.

she foilOwed ‘some of the ideas
She_discussed‘the
and talked about the characters in

"characters"
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'the,studehts completed both tasks at”someprint,infthe

class per
the recor

repeating

students would turn up the tape~as*loud

iod.

At the Listening Center,‘they‘listehed‘to

iing of.the‘spelling;sentencescwhile‘Orally'f‘
the sentences with;the taper The deaf and HH

as necessary, but

the profoundly deaf students probably did hot'hear much of

the tape.

- in to wor

other rel

The

As a follow-up, a speech‘pathologist would come
< with the'deaf,Stddehts,on the sentences and

sted speaking exercises one to two times a week.

teacher'aiso had'the students practice

-drecogni21ng thelr spelllng words by d01ng a word search of

stheir‘spe
amongvran
stadents

holding a
test day,
competiti
‘question

to make t

L1ing words.(flndlng ‘their spelllng words hldden

dom letters); In addltlon, she helped the
study for thelr spelllng qulz each week by
-spelllng beefbetween two teams. .Then, on the"'

after they completed the test, she would hold a
on of questionbbasketball‘(if‘the team anSWeredba
or spelled a word correctly; they could attempt

WO basketsbfor'points).
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Analysis and Recommendations for Pre-reading Activities

The pre-reading activities in this classroom
reflected some of those recommended by ESL reading
researchers for building students’ content and linguistic
knowledge and for preparing them to use both top-down and
bottom-up processes as they read. The spelling and
vocabulary activities somewhat helped the students to
perform bottom-up activities by engaging the students in
word recognition. In addition, the discussion questions
enabled the students to engage in top-down processing as
they begin to prepare to interpret the text. However,
additional activities could be included to prepare
students for reading the text during the pre-reading phase
(a period of about one week).

As already discussed, the teacher approached the text
by first introducing it to the students and asking pre-
reading questions about the content of the text
(transplants and donors). This type of warm-up activity
follows James’ (1987) advice that "readers comprehend more
of a text if...they know in advance what the reading
concerns”" (p. 178). Therefore, James (1987) argues, the

teacher should "provide the necessary context for that

12
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Periodically, the teacher stopped the reading and
asked comprehension questions about the text. Usually,
the students understood most of the questions. However,
when they misinterpreted the text, the teacher took the
opportunity to ask more questions that led them to the
correct answer. After the students read his or her
assigned passage individually, they were all supposed to
answer questions about the text (see Appendix C). When
the students had difficulty in answering a question, they
met individually with the teacher. During these
individual meetings, she read the relevant section of the
text to the student and asked questions about it in order

to direct him or her to the answer.

Analysis and Recommendations for During Reading Activities
Although the instructor used certain elements of the
ETR method, she did not use other reading methods helpful
in the reading process, suchias searching for the main
idea and conclusion, or filling in partial outlines.
During the actual reading of the text, the teacher
employed the use of the text step from the ETR method,

where she asked questions about the story after reading

7









bottom-up skill of automatic word recognition. Searching
for the main ideas, on the other hand, would have engaged
their top-level interpretive skills. They would have then
been able to use the top-down process when searching for

the main idea or the conclusion.

Post-reading Activities

After reading the text individually and in groups,
the teacher assigned various written assignments in
response to the text. One such assignment was a journal,
where the students were supposed to draw a picture about
the story and then write about what they had read (see
Appendix D). In response to this assignment, all of the
students wrote a basic summary of each the events in the
story. None of the students merged their own experience
or background knowledge with any of the text, such as the
example in Appendix D written by a deaf student. When the
students were asked to draw a picture relating to the
story, this prompted some of the students to be creative
about their knowledge of and experience with the text,

such as one student's drawing of Keith confronting Nick
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© mPPENDIX A °

"NO GREATER GIFT"
“NICK: Nothlng

”'Characters
Nle ‘Santos

Marlo Santos,it
Nlck’ father: o

Kelth
Lew1s
Narrator

Thls play 1s‘

based

SCENE_l.a

hgearly.;n the"
jmorning;‘VICK

lf'fentershhls;.,iai;j*
f»'apartMentaahdf?7:"
‘tiptoes pastfhis '

~father’ s
_bedroom

e:Someone.grahS'”"
‘him from behind. |

MARIO: Where
“have you been
‘all night?

. NICK: Whatfdo;[}f*
~you: care°'»» i

,}MARIO vant

o .you here when I
©-get home |
_ﬁf¢ton1ght R
- NICK: Can_tg?*; -
“I've got some .

’7fJust like
-ahalways SR
j]fNARRATOR Marlo
K ~grabs Nicks’ sij;;"
| arm. : L
|  MARIO: Tf youl}ﬁ"_
| keep hanglng outfl,l
ﬁfw1th those guys,
“you’re going to . .|
“end up on jail. -

'on a true storyfjs,w{NICK’ I"1ll do -

swing.

| NICK: You want R
“to hit me? Well, _'1
“.come on!: o
'MARIO: (quletlyy:y'

I'm sorry N
f“NICK Come on':;”ﬁw
 Hit me! RO

. MARIO: Nle v
fgstop' I'm sorry'

| NARRATOR:

WJSuddenly, Nick. B

| drops the chalr,je g

| 'grabs his head, -

| - and screams. He7yy"

-qotﬂreaches for hlS ol

‘wfbu51ness toPtakéffﬁfﬁfather ]

. care of. | Ly
'MARIO: What am I -

5g01ng to do with |~ R
e father ssarms’gry'

| MARIO: Nick°
e'NARRATOR Nle
rocollapses 1n hleJ;

BY JOSEF

ANDERSON
e SCENE 2

»iNARRATOR a few f;;*f e
~hours. later, S
|+ Mario is. s,;t.t»lan~";'
| 'in the hospital
,waltlng room. R
Dr Lew1s walks_f*
>'1n S 5
iDR LEWIS Mr
tSantos9 I mDr.
o] Lewis. oo
0K, as long as I_ngfMARIO What”’ s
- don’t. grow up o
R PPN EREI "llke you!" g
"TNARRATOR It’iéﬁ | NARRATOR: Mario ’..
arlly | pushes Nick onto |
| his bed. Nlck I
- picks up a B
f;chalr, ready to o

»wrong w1th hlm L
_DR. LEWIS: We're
‘not sure yet AR
MARIO: Does he

" have somethlng
‘serious?

DR.‘LEWIS:“I

-don’t. know. SItd
like to run some,""
,,tests 1n the -
" morning. He s” _
.restlng now, if
- you want to look” .
~in on him. R
- MARIO: I’ ve got v
:jto'get to work.
"I can’t afford ..
| to lose. this j_:
job.: Money s

tlght now.

| DR. LEWIS: We’ 11}Wf'3"
. do our ‘best, Mr o
jSantos e

H'iSCENEv3,;HH,.;;;~
rNARRATOR Later

h&that nlght
'Lew1s 1s 1n



-HNlck Sant

,~aKéithfs r
~ the hospi
KEITH: I

’roommate
VDR LEWIS

nice to h
It’s his

tal.

_ heard I |
.got a new .

.Yes.
os. . Be
im:

time in al

hospital.
NARRATOR:
Keith is
in their
. Nick gets|
_bed. He g
Keith’s t
deck and
for ‘the d
“Keith wak
KEITH: He
.are'doihg
- my tape d
-~ NICK: Not
just look
KEITH: Yo
‘stealing
NICK: Are
calling m
~thief?
"KEITH: Ye
not a: ver
~one. _
NARRATOR:
reaches £

tape deck.

pushes hi
the bed.

" NICK: Nob
calls me
thief.
KEITH: An
nobody pu
around.

asleep
room.
out of
rabs
ape

‘heads

oor.
es up.

with
eck?
hing,
ing.

u were
it.
you

S a

y good
Keith

Nick
m on

ody
=

d

oom at

“fhere

firsta":

’Later,‘

y, what

ah,‘and.‘. 

or his -

shes me .

'“?NICK Oh take
it T just want
to get out of
(He tosses
the tape deck to

Kelth)
NARRATOR :. Nick

'grabs his head
“and cries in
‘pain.
on the floor.

He slumps

| scEnE 4

NARRATOR: Two
days later, _
~Mario meets with @
~ Dr. Lewis in her
‘_offlce

~MARIO: Maybe

your tests are

swrong.
‘DR. LEWIS

Mario, we al

~agree on the
_diagnosis.
~son has a
. serious illness.
. He could die.

" Your

It’'s bést,to.bef
as honest as we
can-with you and

 with Nick.
- MARIO:

(Quietly): Why

~do you have to

tell him?

DR. LEWIS: Every
kld figures 1t
out sooner or
later. I'd like

you to tell him
~tomorrow.
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 MARIO:
"Tell him what?

(angry)
That he’s g01ng

to die and o
there’s nothiﬁg

you can do about o

1t°

DR. LEWIS: We’ 11'
7.do everything we

can to save hlS

o life.

'MARIO: Well yOu
Ctell him,"

"because I can t.

(He rushes out

'of ‘the offlce).
aSCENE 5

'NARRATOR: The
‘next night,

Nick
sees Keith sneak
out of their
room. Nick -
follows him down
to the basement.
Keith crawls
through a vent
into a small .
room. Nick

‘crawls in after

him.

KEITH: You .

followed me! Get
out of here.
This' is my

‘place. 8
- NICK: This is a

private club°"
KEITH: Get out
of here now!

NICK: OK. Take
it easy. I’11



NICK: Sure.




of my life! I'm
not going to die
for a long time!
- NARRATOR: Nick
runs out of the
office. Dr.
Lewis comforts
Mario. Then she
goes to look for
‘Nick in his-
room.
DR. LEWIS:
Keith, I |can’t
find Nick. Do
you know |where
he is?
KEITH: I haven’t

seen him! What’d

he do?
DR. LEWIS: He
got bad news.
He’s got|a brain
tumor. ' '
KEITH: Oh, man..
DR. LEWIS: Do
you think you
can find him?
(Keith nods) .
1’11 wait in my
office. '
NARRATOR: Keith
finds Nick in
the basement
hideout.

 KEITH: I| figured

you’d be| here.
(Nick doesn’t
look at Keith).
If you don’ t
come out
they’1l search
' the building.
They’ 11l find
this place. We

won’t have it
anymore.

- NICK: They said

I got this thing

- growing in my

head.

KEITH: I know.
NICK: They said
I could die.
KEITH: They’ve
been telling me

- that since I was

eight.
NICK: Were you

.scared when they

told you?

KEITH: Sure. Who

wouldn’t be?

"Sometimes I’'m

still afraid.
But now I’'m used
to 1it. .
NICK: Dying.
It’s not

. something I want

to do right now,
you know?
KEITH: Look, I
know that ropes
around here. Why
don’t I stick

- with you the

next few days.
I’11 make sure
they treat you
OK.

' NICK: I can take

care of myself.
KEITH: I know.
NICK: '
Hey..thanks.
KEITH: C’'mon,
let’s go.-
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(He leaves, and

Nick follows.)
SCENE 7

NARRATOR: For
the next few
weeks, Nick and
Keith stick
together. They
become good
friends. One
morning Nick

‘goes to see Dr.

Lewis.
NICK: When I
die, I'd like to

- donate my

kidneys to
Keith.

DR. LEWIS:
You’ll need your
father’s
consent, Nick.
NICK: Why do we
have to tell
him? They’'re my
kidneys. :
DR. LEWIS: Yes,
but there are
laws.

NICK: T won’t

ask him for
anything. I
don’t need him.
DR. LEWIS: Maybe
he needs you.
NICK: He’s
better off
without me. He
never wanted me
around anyway.
DR. LEWIS: Nick,
he’s having a



hard time now.
I'm sure |if you
ask, he’ll say
yes. .
NICK: I don’t
want to tialk to
him. You talk
“to him. o
.DR. LEWIS: I'1ll
try, Nick. But
even if he says
yes, there are
some tests we
have to yun.
NICK: Tests?

DR. LEWIS: What

you want |to do
might not work.
NICKﬁ It’[s got
to.

SCENE 8
NARRATOR: One
night a few
weeks later,
Keith and Nick
are in their -
hideout. |
KEITH: Why are
you looking at

me like that?
NICK: There’s

something I want

- to tell you...I
feel good. »
KEITH: That’s

- what you wanted. .

to tell me?
NICK: I feel
good because of
you} - I never

had someone like

‘ you,‘who did
~stuff for me.

KEITH: You do
stuff for me,
too.

NICK: Most of my
life I’ve been
taking things.
If I saw a kid
with something I

~.wanted, I'd take

it. But:now I
can give
something. Just

thinking about

it makes me feel

good.

- KEITH: Whatiare‘
you talking
“about?

NICK: When I'm
dead, I want you

~to have my

kidneys. I know
you could use

~them. ' Dr. Lewis

ran tests and we
match.

KEITH:
- (shocked)You-

don’t have to do
this.
NICK: I want to.

It‘makes‘me:feelv

like I'm not
just going to

die and

disappear.

Well, don’t you
-want them?
" KEITH: Yeah,

sure. But, uh,
one would be
plenty.

90

NICK: You’ve got
to take them
both. I’'m going

to break up a -
set. '

SCENE 9

NARRATOR: Dr.
Lewis tells
Mario that Nick
wants to give
his kidneys to
Keith. Mario

~won’t give his

permission. She
tells Nick. He

" goes to his room.
and starts

packing.
KEITH: Where are

© you.going-?

NICK: I don’t
know. :
KEITH: Mind if I
come with you?
Just for a

while.

NICK: I don’t
care. , ‘

NARRATOR: Keith
and Nick sneak

~out of the
‘hospital. They

stop at Nick’s: N
house.. '

 KEITH: Isn’t

your dad home?
NICK: He never
is. - Hurry up!
NARRATOR : They
crawl in through
a window in ‘

Nick’s bedroom.



Mario is in the
living room, but
doesn’ t come
out. He
“listens. .
NICK: (taking
out a baseball
from a drnawer):
I want you to
have this. It's
signed by -
Valenzuela. I
caught it.
KEITH: .
(reading): “To
Ed, love
" Fernando”?
NICK: OK, so I
stole it |[from a
kid. = He |moved,

so you might as

well have it.
KEITH: Thanks.
NICK: (looking
around his
- room): I |guess
.things don’t

always turn out

“the way you

want. I !wanted
‘'you to have my
kidneys because
~you’re the best

~ friend I |ever ‘
had. It |made me
feel like I was

doing something
‘right. I guess

~nothing matters, -

really. |It’1l
be like 1 was
never here at
all.  (He

A%

pauses.) Let'’'s
go. . "

KEITH: Back to
the hospital,
OK? .

NICK: OK.
NARRATOR: They
leave, Mario has
heard the whole
thing. o

| scEnE 10

NARRATOR: Keith
and Nick return

‘to the hospital.
Dr. Lewis comes
- to their room.

DR. LEWIS: Nick,
your father is

- here.

NICK: I don’t

‘want to see him.

DR. LEWIS: You

might want to
“thank him. He

- signed the

- papers. He gave

his consent.

. NICK: Why? What

happened? .
DR. LEWIS: He
wants- to tell
you. He’s in m
office. o
NARRATOR: Nick
goes to Dr. o
Lewis’ office.

- MARIO: I‘was,

Wrong.. Wrong

- about‘a>lot of
- things. : E
- NICK: So was I.
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MARIO: Why
didn’t you want
to see me?
NICK: I was
angry at you.
For all the
times you

" weren’t there.

And I was
afraidm

MARIO: So was I.

I've never been
much of a '
father, have I?
NICK: Not since
Mom died. But I
haven’t been

‘much of a son,

either.
MARIO: You're

the most

important thing
in the world to
me, Nick.

You’re all I’'ve

got.. I'm so

proud of what
you’re doing. I
love you.

NICK: I love

~you,  Dad.

MARIO: Whatever
you want, you
name 1it.
NARRATOR: A few

‘days later, Nick
‘leads Keith to
the roof of the
“hospital. On
the roof is a

tent'and
sleeping bags.
KEITH: Where’d

~ you get this?



NICK: My dad did

it for me. For
us.

NARRATOR: Keith

and Nick have a
great time.
They finally get
into their
sleeping bags.
"Nick can’t
sleep. He opens
his eyes land
‘sees Keith
writing.
NICK: What are
~ you writing?

KEITH: Nothing..a

poem. Do you

want to hear it?

NICK: Sure.
KEITH: '
(reading): For
Nick, my friend.
Someday 1’11 ..

name a star for

- you,
One I’ve | found,
one that’ls new.
I'11 poimt,tO';,
it, and see its.
light. |
And think about
~us here tonight.
And if I |need
some company,
I711 just look .
up and there '
you’ll be,

The brightest
star in the
galaxy. S
‘The. star|I’11
name for you.

‘What do you .
think?

- NARRATOR: Nick
-smiles, and

tears roll down

~his face.

Nick‘SantdS'diéd
two weeks later.
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APPENDIX B: SPELLiNG>WORDS:FEOM "NO GREATER GIFTﬁ
1. Niék tiEtOes;ihto ﬁhe room. | |

2. MariC‘is sefious about the rules.

3. Nick resisted any helpvfrom his dad.

4. NiCk‘cOllapses onto tﬁé floor,iu

5. Nick (had a brain tumor.

6. Maric gave Nick his permission.

7. Galaxy is another name.for heavens.
8.  They |stayed in thevhospi#él..

9. Everyone hés‘twoikidneys!

10. Tt was their secret place.

11. Nick |wrote a poem.

I. Suffixes ITI. Short Vowels =~ III. Dipthongs

: 1. -sion, -tion 1. a 1. th (the)
2. —-ous o 2. e 2. ch (church)
3. —ure(temperature)3. i 3. sh (shade)
4, —-ed|(called) 4. o 4. ph (phone)
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fAPPENDix‘c{QUESTIONS“?BQMa“Np GREAiER'G;ET”
' NO GREATER GIFT   | | |
1. I'd like ﬁo “'»: 7 ) myf.f | to Keith.
2. VIHCah't_“i '  t6’lose>this job.
3. Nick | in hisffathér’s afms.
4. Hé;léarnS'ébout,the'.“
V"S; 'ArebyOu‘éélling me a ‘ v';’- ?
6. Someone | | him.from béhind.’
Nick grabs his head, and Cri¢S in
8. Nick entérs'his apartmént‘and C pasﬁ his
fathér’s bedrgom; | |
9. Niék has ' _ from,people.his'wﬁole life.
10. You’11l need yoﬁr fathe£;s =.A 
11; The ) -sﬁartin'the’b
12. Nick énd“   _' roll down hisvface.
13. They out éf the héépital.
14f I'm not just going to die'andyf
1. consent . 7,'dona£e - :jié} tiptoes
2. kidneys 8. taken 13. smiles
3. pain 9. collapses . 14. afford
4. galaxy 10. star , 15. tears
5.‘grabs 11. thief 16. sneak
6. disappear v : ~17. brightest
: o - 18. tumor
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CII.

o U oUW N

Matc

~QO O . d QB

Answ

h vocabulary

iptoes
esist
ollapse
hief
umor
ermission
alaxy
idneys

. to fall down

cancer (illness)

. living organ in body
walk quietly

to allow, let

to fight back

a robber

the universe:

Qo D QI Q DL

er the following:

1.

9.

What is the setting? (time, place, and
_environment) ? :

Is this a fiction or nonfiction (true)
story? , ' -
a. Name 2 other fiction stories.
List 4 characters, and‘who they are.
How old is Nick?

a. What is Nick trying to take?

‘Why are Nick and Mario (Dad) arguing?

a. Nick and Mario understand each other.
(T/F) ' F

What happens to Nick?

. To Where is Nick taken?

Why does Mario leave the hospital upset?

How does Mario feel? A) Why?

10. What doeé:Nick take?

11. Where is Nick’s mother?
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31

11

324

33

34.

39

365

37

38.

S99

40.

41.

How does Keith feel about Nick’s gift?
Why does Nick’s dad, Mario, finally give
his consent (say yes) to signing the
papers?

What does Mario tell Nick?

What happened to Nick’s mother?

Where did the boys spend some time?

What did Keith write?
A). Copy the poem.

What finally happens to Nick?

A). How will Keith always be a part of
Nick?

What does the title “No Greater Gift”
probably mean? What was the “Gift?”

What is an “organ donor?”

Can babies donate organs? To whom?
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APPENDIX E: HATKU POEM EXAMPLE

Y.

5  Nic

/
7 wit
| /
5 Nic

VAR

k is very sick. =

VA /

h a serious brain tumor

/ /o /

k and Keith are‘friends.
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