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Gaining Insights from Teachers: Recommendations of Effective Strategies
for Improving SLL Reading of Content-Based Texts

Dumrong Adunyarittigun
Rachel A. Grant

Abstract

Classroom teachers must gain more knowledge about effective instructional
approaches to help second language learners (SLL) read for academic purposes. This
article shares the ideas of pre-service and in-service’ tEachers in the US about effective
strategles for SLL.
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In order to increase their ability to learn academic content, second language
learners (SLLs) are encouraged to have plenty of opportunities to read meaningful
materials. Reading meaningful and purposeful texts fosters risk taking by second
language (L2) readers that helps them in constructing meaning from texts (Freeman &
Freeman, 1992; Blanton, 1992; Reyes & Molner, 1991). Even though SLLs may
possess well-developed basic communicative language skills (Cummins, 1979; Chamot
& O’Malley, 1992), they still are likely to face difficulties in reading for academic
purposes with content area textbooks (Stetson & Williams, 1992). It is often the case that
there is considerable difference between the less formal or social communication skills
SLLs possess and how they cope in more structured, formal situations in school
(Hadaway & Young, 1994; Crandall, 1995). In content subject matter, SLLs are
required to leamn from lengthy, conceptually dense prose in textbooks. Concentration,
memory, critical thinking, and study planning skills are required. Second language
learners often find that the cognitive demands of processing information during
academic task can be overwhelming (Shih, 1992). Unfortunately research information on
the exact nature of reading in English for SLLs is limited (Garcia, 2000; Bernhardt,
2000). - '

In a survey of SLLs, students at all levels—elementary, secondary, and college-
cited difficulty reading and studying content area texts as a major problem (Christison &
Krahnke, 1986; Smoke, 1988). In addition to the difficulties encountered by SLLs when
they read the content area subjects, teachers themselves may feel insecure about teaching
SLLs to read in English (Early, 1990; Grant, 1995), Often both in-service and pre-
service teachers have not received adequate training for teaching SLLs. Hamayan
{1990) reported that while nearly half of all public school teachers in the United States in
1980 either had language minority students in their classes or had taught them, only 1 in
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17 had taken courses in teaching second language students. More recently, a content
analysis of reading methods textbooks and professional journals conducted by Bemnhardt
(1994) indicated that teachers were not well prepared to deal with SLLs. It is often the
case that teachers of elementary and secondary children, even taking into consideration
the availability of professional journals, have limited access to meaningful information
about best practices for SLLs (Garcia, 2000; Bernhardt, 2000). Grant and Wong (2003)
also raised their concern that preparation of literacy practitioners is one of the major
roadblocks of SLLs to academic success. Reading specialists are prepared to work with
both L1 readers and L2 readers whose reading ability does not meet their grade level.
They took about 9 to 30 credit hours of reading courses from college and university
programs in reading education. However, none of the courses is designed to prepare
reading specialists to meet the special needs of SLLs and language minority students.
Therefore, we would like to make our case clear that teachers need to know more about
instructional approaches and strategies that lead SLLs to academic success, The purpose
of this article is to share the instructional approaches teachers in the United States who
work with English language learners in elementary and secondary classrooms find to be
"helpful for teaching students how to read in English. We begin by providing information
about the teachers and the course. The next major section of this article discusses the
instructional approaches. To end, we point out how to maximize the approaches for
teaching second language learners in content classrooms.

Background: The Teachers and Course

The information about content area instruction presented in this article is based
on what we have learned from students who enrolled in a methods course for teaching
content arca reading. This upper-level course attracts both graduate and undergraduates
elementary and secondary majors. It is offered at a large research-university in the
eastern United States. The overall goal of the course is to help prospective teachers
develop the knowledge about literacy, especially in reading, to help children read to
learn from content area text. Over the years, many who take the course are already
classroom teachers or have substantial field experiences working with children. These
in-service and pre-service teachers have highly diverse teaching backgrounds. They
work at every level—elementary, middle and high school—and in schools located in
different settings—urban, suburban, and rural. Many of these students have worked in
traditional as well as community-based and volunteer settings. Importantly, all have
been in classrooms where SLLs are present. As expected, they indicate that the SLLs
they encounter vary greatly in their abilities to speak, read, and write in English.

During the reading methods course, students are encouraged to share their
experiences and perspectives on a variety of topics related to teaching and leaming.
Throughout the semester they must plan content lessons to address the diverse needs of
children in terms of reading ability, prior knowledge, economic resources, culture and
language,

Over several semesters, we have collected information from the formal
classroom discussion, informal interviews, and general conversations that have taken
place in the course regarding English language learners. Also, we draw information from
students’ responses to a questionnaire about instructional practices covered in the course,
The questionnaire is presented near the end of the semester and is designed to elicit their
opinions about instructional practices relative to SLLs. By this time the questionnaire is
given, the students in the course have had a chance to gain knowledge of the research,
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practice, and issues for teaching in content classrooms. The questionnaire, completed
individually, takes 20 to 25 minutes to finish., A wide range of strategies, techniques, and
classrooms practices are presented. The items for the questionnaire are drawn from
journal articles about content area and second language reading, content area textbooks,
former students in the course, and suggestions from faculty in reading and TESOL.

The 33-item survey presents research-based approaches to content area
instruction and other approaches for teaching children who are learning English. The
format is fairly simple. Respondents are asked to use a 5-point Likert scale (5 =very
important, 1=not important) to rate the importance of using the instructional approaches
for teaching English language leamers how to read and understand content text.

In order to make sense of the responses,- we identified five major
clusters/categories into which we place the items on the questionnaire: a) facilitating
learning through social interaction, b) providing instruction on syntax and semantics, c)
honoring home language and culture, d) utilizing literature and writing, and €)
facilitating schema development, metacognitive awareness and strategy use, that serve as
organizing clusters for students’ responses on the questionnaire. These categories have
not only been helpful for organizing the information, but the terms used to indicate each
category are closely associated with teaching and leaming and also clarify the exact
nature of the instructional acts. The next section presents the five categories and briefly
explains why it is desirable to include this type of instruction for developing children’s
ability in reading, especially second language learners. The discussion also presents
details about some of the strategies and techniques that can be used by content area
teachers to develop SLLs’ literacy/reading abilities.

Facilitating Learning through Social Interaction

To understand textbooks, Stetson and Williams (1992) note that readers need to
be able to meet the energy requirements for processing information in textbooks. The
requirements usually involve making sense of surface structure (decoding) and deep
structure (comprehension). Usually, readers have different backgrounds, experiences,
and intentions for constructing and interpreting meanings of a text. Often individual
readers may construct different meanings for the same text, Yet some readers might fail
to understand the text, miss some important points or have unanswered questions
(Stetson & Williams, 1992). Providing plenty of opportunities for SLLs to have social
interaction with others is a way to increase the reading energy for content area text.

Social interactions through cooperative learning activities can provide SLLs
opportunities to use the target language while they engage in interactions with their
English-speaking peers to make sense content material (Wong-Fillmore, 1982,
Alvermann, & Phelps, 2002). While communicating through the target language, SLLs
unconsciously learn how, when and where utterance and academic concepts should be
utilized appropriately (Freeman & Freeman, 1992), They can acquire and unconsciously
learn about appropriateness of using L2 to represent content knowledge in many
different situations.

Most teachers realize a number of factors contribute to the ease or difficulty of
reading to learn from content area texts, for example, sentence structures, length of
sentence, the amount and difficulty of important vocabulary, the complexity of concepts
to be leamed and the sheer volume of facts (Stetson & Williams, 1992). These factors
make learning to read in the content area textbooks for SLLs far from fun and may
negatively influence their motivation to read those texts. Nevertheless, having social
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interaction with either their peers who speak their own language or their English
speaking peers, in addition to increasing their reading energy, motivates SLLs to learn
content concepts through a second language. Encouraging SLLs to have social
interaction with native English speaking students also makes SLLs learn a second
language in a natural way and in a language-nurturing milieu (Rigg, 1991). According
to Nurss and Hough (1989), SLLs are likely to have a strong desire to be a part of a new
literacy society. Thus, creating an atmosphere where SLLs can use L2 in discussing
concepts from the content area subject will promote not only SLLs’ second language
proficiency but also understanding of the content. Johns {1992} supports this notion and
notes that social interaction helps SLLs by: (1) allowing the students to learn and
produce English in a non-threatening, secure environment; (2) creating an atmosphere
where children can better understand assignments and adjust to the culture of the school;
(3) creating a supportive climate for children to develop friendships with other children
who speak different languages; and (4) helping students to raise their self-esteem
because teachers create opportunities for them to assume authority in group situations
and leam to be active participants who learn from peers. It is clear that social interaction
should be a major instructional approach used to help SLLs to learn to read content area
texts. Below are several effective collaborative/cooperative techniques that promote
learning for SLLs, .
W Jigsaw. Jigsaw is one cooperative technique in which one segment of a
learning task is assigned to each group member, who works to become an
“expert” in that area. Afler researching their special areas, the experts from each
group meet to compare notes and extend their leaming. Finally, the original
groups reassemble and the experts report their findings. The jigsaw technique
-might be used, for example, with young SLLs to help them become experts on a
favorite animal, a planet-of the solar system, or bodies of water.
® Writing response group. Writing response groups can assist SLLs in
becoming more independent, improve their writing, give them an audience for
their writing, and provide immediate response to their writing. In the groups
students share their writing with one another, concentrate on good elements of
their writing, and help one another improve their writing. To begin this
procedure, teachers should model good response comments and give students
specific strategies for improving their papers.
M Literature response groups. Literature response groups help students to use
their background knowledge to respond to literature, and become independent
readers. Teachers begin this technique by modeling responses to literature and
emphasizing a variety of acceptable comments. According to Peregoy and Boyle
(2001), these groups help students learn to value individual responses and to
support responses with what they have read. Students focus first on individual
feelings and later on structure and form. All students, regardless of their ability
levels, will be able to respond to narrative stories or share their ideas with one
another in writing. However, teachers need to adjust for individual differences.
For instance, less capable writers can dictate their ideas to more able students,

Students may respond to stories that they read as well as stories that are read
aloud to them.
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3
Providing Instruction on Syntax and Semantics

SLLs should attain enough linguistic knowledge about a language in order to
tackle the sophistication of surface structure within content area textbooks. Eskey (1986)
stated that variables such as a student’s imperfect knowledge of the vocabulary in a
‘target language and lack of understanding for the structure of a language can affect
comprehension. Often, when SLLs are literate in their native language, they are more
capable of processing information even when reading in the L2. Having adequate
knowledge of form and function, even in their native language can help SLLs to
anticipate meanings, chunk strings of visual information into meaningful units, and
make use of the cormrect cues effectively in order to construct meaning from texts.
Insufficient linguistic knowledge also makes SLLs use more reading energy to decode
unfamiliar words and structures, This can delay the reading process. According to
Smith (1997), when readers encounter difficulty in processing text, cognitive resources
like short- term memory need to be allocated to correct the difficulty. Short-term
memory, which has a limited capacity to hold information, is overwhelmed because the
readers attempt to fill it with too much visual information from the text. It is the nature
of short-term memory to clear itself automatically once the purpose or goal has been
reached, Consequently, readers who process information in this manner, over utilizing
short-memory, get lost and cannot proceed with the next item of business because they
are not able to access the information they need.

Earlier research recognized the key role of linguistic knowledge in reading
comprehension and asserted that linguistic knowledge—syntactic and semantic—should
be a component of L2 reading instruction (Mac-Ginitie & Tretiak, 1971; Simons,1971).
It is important that SLLs have plenty of opportunities to read and experiment with the
technique of identifying meanings of hard words in contexts. There is little doubt that
linguistic knowledge should be taught to SLLs, but the concern is how it is taught.

To help SLLs master the concepts of English syntax meaningfully and
effectively, teachers can present grammatical parsing either by inductive teaching or
deductive teaching (Larsen-Freeman, 2001), Teachers choose the grammar that is
important to the overall reading task to teach after SLLs read a text. On the other hand,
the teachers may teach the grammatical rules entailed in the text to the students and give
them meaningful examples from the text before they read.

Grammatical knowledge also needs to be included in writing instruction for
SLLs. Frodesen (2001) proposed guided writing practice that focuses on a particular
grammatical problem and can enhance the effectiveness of the SLLs” writing, This type
of instruction can help SLLs reduce grammatical errors in SLLs’ writing, build their
confidence to use English grammar appropriately and encourage them to develop their
linguistic abilities in using sophisticated syntax during writing,

Stetson and Williams (1992) noted that the more key words are foreign to
students, the more SLLs waste their time decoding words that consequently interrupt
their comprehension. The following techniques have proven to be effective for teaching
SLLs syntax and meaning,.

N Preteaching key vocabulary (Kang, 1994)., Preteaching key vocabulary
enables SLLs to increase their specific word knowledge about a topic,
increase overall reading energy, and allow the readers to devote additional
energy to comprehension.,
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M Reading aloud (Norton, 1992). If SLLs have insufficient background
knowledge, inadequate linguistic knowledge and less acquired vocabulary in
the content area subject, they will need the same help as native readers do
from skilled readers. Reading aloud is a good way to provide SLLs with prior
knowledge and vocabulary and to enhance SLLs’ reading energy,

B Context clues (Norton, 1992). Content area teachers should teach SLLs how
to use context clues. Knowledge of context clues is defined as knowing that
the words surrounding an unknown word can be used to figure out the
meaning of unfamiliar words, This can be a very usefill tool during reading,
Content area teachers should explicitly explain each kind of context clue and
provide clear examples of each type from meaningful texts
Six types of context clues are regularly found in texts:

1. Definition: The word is defined within the content of the book.

2. Comparison: Contrasting words help readers identify unfamiliar words.

3. Summary: The unfamiliar word is a summary of the ideas that precede
the word.

4. Familiar expression: Knowledge of a familiar expression helps readers
identify unknown words,

5. Experience: Readers’ background aids in identifying an unknown word.

6. Synonym: A known synonym can help readers identify an unknown
word.

Honoring Students’ Home Languages and Cultures

Cunimins (1986) noted that considerable research suggest that “students’ school
Success appears to reflect both the solid cognitive/ academic foundation developed
through intensive target language instruction and the reinforcement of their cultural
identity” (p.376). Further, Cummins asserted that when SLIs are positively oriented
toward their own cultural values, they will not perceive themselves as inferior and will
experience school success (Wong & Teuben-Rowe, 1997). In addition, SLLs can also
develop their English proficiency more easily when their English lessons are designed
on the basis of their cultural heritage (Freeman, & Freeman, 2003) because the lessons
are culturally relevant and comprehensible to them.

Even though teachers realize the importance of incorporating students’ home
languages and cultures in their class, they may be uncertain of how to act on this belief.
What should the teachers do if they do not speak the students’ languages? When will
teachers have the time to learn about the many different cultures and traditions of their
students? Freeman and Freeman (2001) suggested several ways to celebrate and honor
various languages.

B Ensure that environmental print reflects students’ first languages and cultures, A
social studies teacher might have students from different countries present
information about their own cultures, emphasizing similarities and differences with
the target culture or language, )

M Supply school and classroom with books, magazines, and other resources in
languages other than English. Resources in students’ home languages could increase
students’ reading energy before reading new content, Teachers should look for
materials written in L1 that cover critical concepts in the content areas. Rigg and
Allen (1989) suggested that the stage of concept development is more significant
than levels of English proficiency. Incorporating materials in students’ languages is
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paramount for providing comprehensible resources and building SLLs’ background
knowledge.

B Allow SLLs to respond in their primary languages to demonstrate comprehension of
content taught in English. Unable to understand what is taught in class and express
their experiences, SLLs remain silent.  Teachers should allow those children who
are still leamning to speak English opportunities to express their thoughts, discuss
texts and express their appreciation of texts through their native language (Hudelson,
1987; Krashen, 1991), Miscue analysis has shown that SLLs are able to demonstrate
their understandings of reading materials when retelling or discussing reading
materials in their native language (Connor, 1981; Rigg, 1989).

B Have SLLs read and write with volunteer parents who speak their first language.
.This will encourage them to raise questions and discuss issues that might otherwise
be beyond their overall skill in English. Bilingual parents and other native speakers
are excellent resources of primary-language support. It is also important for teachers
to find out about L1 literacy practices so they can incorporate this information into
their instruction (Grant, 1995; Wong & Teuben-Rowe, 1997). SLLs and their parents
need to be included and feel they are a part of the classroom.

Using Literature and Writing -

Unfortunately, many content teachers still think that literature is the exclusive
territory of English teachers. Indeed, other content area teachers are able to make use of
literatute in their content class. Vacca and Vacca (2002) defined literature as *“any kind
of informational or imaginative text whose content illuminates the human experience”
(p.74). Content teachers can use fiction (novels, short stories, folk tales, myths, and
historical fiction), as well as nonfiction texts (picture books, informational books, diaries
and biographies) to introduce concepts, clarify ideas, and help students relate to different
topics presented in content texts,

Good quality literature in L1 or L2 is advantageous for SLLs and can help to:
1. Improve motivation: Literature can improve motivation and interest in
content area classes (Cooter & Flynt, 1996; Vacca & Vacca, 2002) and help
SLLs make a connection with what they are interested in (Alvermann, &
Phelps, 2002). For example, science teachers might encourage SLLs to read
Jurassic Park or The Lost World to learn about DNA, cloning and species
development.

2. Extend learning: Using informational books and fiction can enhance SLLs’
understanding of concepts and vocabulary pertaining to specific content
areas. '

In addition to reading good literature, SLLs should be encouraged to write. A
considerable body of research (Tierney & Pearson, 1983; Rubin, 1992; Vacca & Vacca,
2002) emphasizes the many shared features of reading and writing. Both reading and
writing are acts of composing and are dynamic processes of constructing meaning.
Readers and writers are involved in establishing purposes, activating schemata, planning
with ideas, monitoring their thinking, and revising and editing their thoughts.

Some of the strategies that teachers can use to encourage reading and responding
include: .

B Journal Writing. Joumal writing can be used to encourage SLLs to express
their ideas. Writing provides a forum for SLLs to explore their thoughts and
clarify concepts. Joumnal writing is often used as springboard for class
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discussion, problem solving and stimulating imagination. Content area
teachers should not emphasize syntactic errors or spelling when responding
to what students write. Instead, allow students freely to brainstorm their
ideas, organize their thoughts and experiment with newly acquired
vocabulary and structures in their journal. Teachers should respond
personally and specifically to what the learners write in order to encourage
them to take risks in writing to express their thoughts and their
understanding,

B Essay Writing. Essay writing is a more formal form of writing
through which students can be engaged in discussing, analyzing
and synthesizing ideas more deeply and analytically about the
subject. Vacca and Vacca (2002) noted that essay writing is an
effective writing tool: (1) when content exploration and synthesis,
not form and organization, become the primary motives for the
writing assignment; (2) when writing involves reading more than
a single text source; and (3) when students engage in the writing
process (p.275). :

Guiding Schema Development, Metacognition and Strategy Use

SLLs’ academic skills may be seriously underestimated because they are still
developing linguistic competence in English and have limited experience in the target
culture (Boyle & Peregoy, 1990). This does not mean that learning from content area
textbooks will not be possible for SLLs. Discussion, brainstorming and pre-reading
strategies help students develop schemata (mental representations of knowledge) that
extend prior knowledge and support comprehension.

Teachers need to be aware of the difficulties SLLs have reading traditional
textbooks. Strategic learners can actively plan, organize, elaborate, evaluate and regulate
their behaviors in order to acquire new information while learning (Paris et al.,1996;
Dole et al., 1991). Helping students to develop metacognitive abilities will help them
become strategic learners. Metacognitive knowledge includes self-knowledge that
students have about themselves as readers and the task knowledge they possess for
skills, strategies and resources. Self-regulation involves “the ability to monitor and
regulate comprehension through behaviors and attitudes that capitalize on metacognitive
knowledge” (p.40). Metacognitive knowledge is a prerequisite for self-regulation
(Vacca & Vacca, 2002). Readers need to have both self-knowledge and task knowledge
including strategies to help them monitor and regulate their learning performances.

The unfriendly nature of textbooks used in many content classrooms means

teachers need to expose students, especially SLLs, to techniques that support
comprehension and develop strategic learners.

1. SCROLL. SCROLL (Grant, 1994) is a procedure for using text headings to
help understand, remember and locate information from lengthy, complex,
expository texts. The procedure includes:

M Survey the heading. In the assigned text selection, read each
‘heading and its subheading, Pose questions about the topic and the
type of information the author might present about it,

W Connect. After reading all of the headings and subheadings in the
selection, ask yourself: “How do the headings relate to one another?”
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Write down key words from the headings that might provide
connections between the headings.

B Read the text. Read the text. Try to use the headings as clues to
important information in the text. During reading, look for words and
phrases that express important information about the heading.
Students are encouraged to mark the text (underline, highlight, make
notes in the margin) to point out important ideas and details. Also,
they are reminded to stop, after reading each segment of text, to make
sure that you understand the major ideas and supporting details.
Rereading is suggested when comprehension is not achieved.

M Outline.  Outline the major ideas and supporting details in the
heading segment. Try to outline each heading segment without
looking back to the text.

B Look back, Look back to the text and check the accuracy of your
major ideas and details. Correct any inaccurate information in your
outline.

2. LETME. LETME (Grant, 1994) is a strategy used to promote and improve

learners’ self-monitoring. LETME emphasizes activities such as clarifying
the purpose for reading, focusing on important points, monitoring progress,
questioning oneself to determine if goals were achieved, and dealing with
comprehension failures, The LETME procedure consists of the following
metacognitive macro strategies:

B Linking. Pinpoint the goal of the reading task, survey the text for
content overview, associate prior knowledge, and develop a study
plan.

R Extracting. Select the important elements by underlining or
annotating text to identify the author’s cues.

B Transforming. Stress organize, condense, and prioritize important
information. Mapping, outlining, and summarizing may be helpful.

B Monitoring. Focus on self-question, self-testing, and fix-up
strategies.

B Extending. Examine the significance of ideas through application,
synthesis, and evaluation.

Reciprocal Teaching. The reciprocal teaching developed by Palincsar and
Brown (1984) includes four effective reading strategies: self-questioning,
summarizing, clarifying and predicting, which are regarded as metacognitive
skills involved in reading (Baker- & Brown, 1984). Within the reciprocal
teaching procedure, teachers explicitly model and provide explanations of
what the effective reading strategies are, how they can be used, when and
why they need to be used. Clearly described, SLLs who are instructed in an
explicit reciprocal teaching technique will be aware of their own thinking and
reading processes (Adunyarittigun, & Grant, in press; Soonthornmanee,
2002). They can strategically design effective plans of reading, such as
setting purposes of reading and formulating hypotheses by using self-
questioning and predlcnng strategies. While reading, they can monitor their
thinking process by using a self-questlomng strategy to check whether
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comprehension has occurred, If comprehension is not achieved, a clarifying
strategy is employed. Summarizing could be another strategy used to
monitor and evaluate readers’ comprehension. These strategies taught within
the reciprocal teaching framework can heighten readers metacognitive
awareness of the active nature of reading, of task demands and setbacks
encountered and of self-regulating in order to reach an attainable goal—
comprehension (Brown et al, 1981; Slater, & Horstman, 2002;
Soonthornmanee, 2002; Hashey, & Connors, 2003; Oczhus, 2003).

Maximizing Instructional Approaches

The instruction approaches presented here were those identified over several
semesters by successful teachers and promising teacher trainees as important for
developing the English reading skills of second language learners during content
instruction. All of the approaches have been helpful for both native English speakers as
well as children who are still leaming to speak and read in English. We believe that the
effectiveness of the approaches can be maximized if content teachers assume a role as a
reflective diagnostic practitioner. Walker (2000) noted that the reflective diagnostic
teacher is one who considers and selects among alternatives and, at the same time,
anticipates consequences of differing decisions before, during, and after a reading event,
Teachers should select the approaches they use after carefully considering their students’
strengths and needs. This is especially important when teaching SLLs. In addition to
the formal approaches to instruction, teachers need to also utilize their students’ home
languages and cultures as well as stimulate their existing cognitive structures and tap the
rich background knowledge they possess. As a result, children learning English will be
motivated, strategic and independent in every classroom.

REFERENCES

Adunyarittigun, D., & Grant, R. (in press). Empowering students through
reciprocal teaching. The English Teacher Journal.

Alvermann, D. E., & Phelps, S. F. (2002). Content reading and literacy. (3
ed.). Boston, MA: Pearson Education.

Baker, L. & Brown, A. L. (1984). Metacognitive skills in reading. In P. D.
Pearson (Ed.), Handbook of research on reading (Vol. I, 353-394).
NY: Longman.

Bernhardt, E. B. (1994). A content analysis of reading methods texts: What
are we told about the nonnative speaker of English? Journal of
Reading Behavior, 26(2), 159-189

Bembhardt, E. B. (2000). Second-language reading as a case study of reading
scholarship in the 20" century. In M. L. Kamil, P. B. Mosenthal, P.
D. Pearson, and R. Barr (Eds.). Handbook of reading research:
Volume III. Mahwah, NJ: Erlbaum Associates.

Blanton, L. L. (1992). A holistic approach to college ESL: Integrating
language and content. ELT Journal, 46(3), 285-293

Boyle, O. R. & Peregoy, S. F. (1990). Literacy scaffolds: Strategies for first-
and second-language readers and writers. The Reading Teacher,
44(3), 194-199 :

57



"
;

oty o w
ﬂ"ﬁ"u'ﬂzn'lu‘\ﬂ']ﬂﬂ{ s 22 auun 1 NN - suNal 2546

_Brown, A. L., Campione, J. C. & Day, ], D. (1981). Learning to learn: On
training students to learning from texts. Educational Researcher,
10(2), 14-21.

Chamot, A. U. & O’Malley, M. O. (1992). The cognitive academic language
learning approach: A bridge to the mainstream, In P. A. Richard-
Amato & M. A. Snow (Eds.), The multicultural classroom: Readings
for content area teachers (pp. 39-57). White Plains, NY: Longman.

Christison, M. A. & Krahnke, K. J. (1986). Student perceptions of academic
language study. TESOL Quarterly, 20(1), 61-81.

Connor, U. (1981). The application of reading miscue analysis: Diagnosis of
English as a second language leamers’ reading skills: In C. W.
Twyford, W. Diehl & K. Feathers (Eds.), Reading English as a
second language: Moving from theory (pp. 47-55). Bloomington, IN:
Indiana University School of Education.

Cooter, R. B. & Flynt, E. S. (19960, Teaching reading in the content areas.
Englewood Cliffs, NJ: Prentice-Hall.

Crandall, J. (1995). Content-based ESL: An introduction. In J. Crandall
(Eds.), ESL through content-area instruction: Mathematics, science,

- social studies (pp. 1-9). Washington, DC: Center for Applied
Linguistics, :

Cummins, J. (1979). Linguistic interdependence and the educational

development of bilinguat children. Review of Educational Research,
~49(2), 222-251.

Cummins, J. (1986). Empowering minority students: A framework for
intervention.Harvard Educational Review, 56(1), 13-36.

Dole, J. A., Duffy, G. G., Roehler, L, R. & Pearson, P. D, {1991). Moving
-from the old to the new: Research on reading comprehension
instruction. Review of Educational Research, 61(2), 239-264.

Early, M. (1990). Enabling first and second language learners in the
classroom. Language Arts, 67(6), 567-575.

Eskey, D. E. (1986). Theoretical foundations. In F. Dubin, D. E. Eskey & W.
Grabe (Bds.), Teaching second language reading for academic
purposes (pp. 3-23).Reading, MA: Addison-Wesley Publishing.

Freeman, Y. S. & Freeman, D. E. (1992). Whole language for second
language learners.Portmouth, NH: Heinemann. ‘

Freeman, D. E. & Freeman, Y. 8. (2001). Between worlds: Access to second
language acquisition. (2'"l ed.). Portsmouth, NH: Heinemann.

Freeman, Y., & Freeman, D. (2003). Struggling English language learners:
Keys for academic success. TESOL Journal, 12(3), 5-10.

Frodesen, J. (2001). Grammar in writing. In M. Celce-Murcia (Ed.),
Teaching English as a second or foreign language (3" ed., pp. 233-
248). Boston, MA: Heinle & Heinle Publishers.

Garcia, G. E. (2000). Bilingual children’s reading. In M. L. Kamil, P. B.
Mosenthal, P. D. Pearson, and R, Barr (Eds.). Handbook of reading
research: Volume III, Mahwah, NT: Erlbaum Associates.

Grant, R. (1994). Comprehension strategy instruction: Basic considerations
for instructing at-risk college students. Journal of Reading, 38(1), 42-
48. -

58



: = = w
muazmwenand U9 22 aduh 1 nsngen - Sunaw 2546

Grant, R. (1995). Meeting the needs of young second language learners. In E.
E. Garcia and B. McLaughlin (Eds.), Meeting the challenge of
linguistic and culturally diversity in early childhood education (pp. 1-
17). New York, NY: Teachers College Press.

Grant, R, A., & Wong, S. D. (2003). Barriers to literacy for language-
minority learners: An argument for change in the literacy education
profession. Journal of Adolescent & Adult Literacy, 46(5), 386-394.

Hadaway, N. L. & Young, T. A. (1994). Content literacy and language
learning: Instructional decisions. The Reading Teacher, 47(7), 522-
527.

Hamayan, E. (1990). Preparing mainstream teachers for teaching potentially
English proficient students. In Proceedings of the first research
symposium on limited English proficiency students’ issues (pp. 1-22).
Washington, DC: United States Department of Education, Office of
Bilingual Education and Minority Languages Affairs.

Hashey, J. M., & Connors, D, J. (2003). Learn from our journey: Reciprocal

" teaching action research. The Reading Teacher, 57(3), 224-232.

Hudelson, S. (1987). The role of native language literacy in education of
Language minority children. Language Arts, 64(8), 827-841.

Johns, K, M. (1992), Mainstreaming language minority students through

“cooperative grouping. The Journal of Educational Issues of Language
Minority Students, 11, 221-231.

Kang, H. (1994). Helping second language readers learn from content area
text through collaboration and support. Journal of Reading, 37(8),
646-652.

Krashen, S. D. (1991). Second language learning. In K. S. Goodman, L. B.
Bird & Y. M. Goodman (Eds.), The whole language catalog (p. 86).
Santa Rosa, CA: American School Publishers.

Larsen-Freeman, D. (2001). Teaching grammar. In M. Celce-Murcia (Ed.),
Teaching English as a second or foreign language (3" ed., pp. 251-
266). Boston, MA: Heinle & Heinle Publishers.

MacGinitie, W. H. & Tretiak, R. (1971). Sentence depth measures as
predictors of reading difficulty. Reading Research Quarterly, 6(3),
364-377.

Norton, D. (1992). The impact of literature-based reading. NY: Macmillan
Publishing,

Nurss, J. R. & Hough, R. A. (1989). Reading and the ESL students. In K.
Busch & M. Atwell (Bds.), Proceedings of the Annual California
State University, San Bernardino, Reading Conference (13", San
Bemardino, CA, May 17, 1989) (pp. 277-311). (Report No. CS
009848). San Bernardino, CA: California State University.

(ERIC Document Reproduction Service No. ED 313 657).

Oczhus, L. D. (2003). Reciprocal teaching at work: Strategies for improving
reading comprehension, Newark, DE: International Reading
Association,

Palinscar, A. & Brown, A. (1984). Reciprocal teaching of comprehension-
fostering and comprehension-monitoring activities. Cognition and
Instruction, 1, 117-175.

59



MyazMwIeEas Uh 22 atui 1 NN - SUTIAU 2546

Paris, S. G., Lipson, M. Y. & Wixson, K. K. (1983). Becoming a strategic
reader. Contemporary Educational Psychology, 8(3), 293-316.

Paris, S. G., Wasik, B, A. & Turner, J, C. (1996). The development of
strategic readers.In R. Barr, M. L. Kamil, P. B. Mosenthal & P. D.
Pearson (Eds.), Handbook of Reading Research (Vol. II, pp. 609-
640). Mahwah, NJ: Lawrence Eribaum Associates.

Peregoy, S F. & Boyle, O. F. (2001). Reading, writing, & learning in ESL,
(3 ed.).White Plains, NY: Longman.

Reyes, M. L. & Molner, L. A. (1991). Instructional strategies for second
language leamners in the content areas. Journal of Readmg, 35(2), 96-
103.

Rigg, P. (1989). The miscue-ESL project. In P. L. Carrell, J. Devine & D. E.
Eskey (Eds.), Interactive approaches to second language reading (pp.
206-219). New York: Cambridge University Press.

Rigg, P. (1991). Whole language in TESOL. TESOL Quarterly, 25(3), 521-
542,

Rigg, P. & Allen, V. G. (1989). When they don't all speak English:
Integrating the ESL students into the regular classroom. Urbana, IL:
“National Council of Teachers of English.

Rubin, D. (1992). Teaching reading and study skills in content areas (2"
ed.). Needham Heights, MA: CBS College Publishing.

Shih, M. 1992. Beyond comprehension exercises in the ESL academic
reading class. TESOL Quarterly, 26(2), 289-318.

Simon, H. D. (1971). Reading comprehension: The need for a new
perspective, Reading Research Quarterly, 6(3), 338-363.

Slater, W. H., & Horstman, F. R. (2002). Teaching reading and writing to
struggling middle school and high school students: The case for
reciprocal teaching. Preventing School Fazlure 46(4), 163-166.

Smith, F. (1997). Reading without nonsense. (3" ed.). New York, NY:
Teachers College Press.

Smoke, Y. (1988). Using feedback from ESL students to enhance their ,
success in college. In S. Benesch (Ed.), Ending remediation: Linking
ESL and content in higher education (pp. 7-19). Washington, DC:
TESOL. :

Soonthormmanee, R. (2002). The effect of the reciprocal teaching approach
on the reading comprehension of EFL students, RELC Journal, 33(2),
125-141,

Stetson, E. G. & Williams R. P. (1992). Learning from social studies
textbooks: Why some students succeed and others fail. Journal of
Reading, 36(1), 96-103.

Tiemey, R. J. & Pearson, P, D. (1983). Toward a composing model of
reading. Language Arts, 60(5), 568-580.

Vacca, R. T. & Vacca, J. A. (2002). Content area reading (. 7% ed.). New
York, NY: Harper Collins College Publishers,

Walker, B. J. (2000). Diagnostic teaching of reading (4" ed.). NJ: Prentice
Hall.

60°



=l v - e
n‘\'H"llla:ﬂ']H']ﬂ'lam{ U4 22 aniuf 1 ningAN - GUTAU 2546

Wong Fillmore, L. (1982). Instructional language as linguistic input: Second-
language learning in classrooms. In L. C. Wilkinson (Ed.),
Communicating in the classroom (pp. 283-296). Madison, WI:
University of Wisconsin Press.

Wong, S. & Teuben-Rowe, S. (1997). Honoring students” home languages
and cultures in a multilingual classroom. Sunshine State TESOL
Journal, 16, 20-26.

61



