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ABSTRACT

Strong Readersod Beginnings: Idwhelnfluence Raading
Lives

Rachel A. Golland

While there exists substantial research on struggling and developmezdtais, few
researckpractitioners have sought to examine the histories and circumstances that result in
strong readers. This stydrew upon the reading autobiographies of doctoral students in an
English Education program at an Ivy League institutiomrder to discover what can be learned
from first-hand narrative accounts of their reading lives about the early literacy expstienc
reading practices, family, community, school and cultural influences of a grésprarig adult
readers. Also examinddr comparative and contrasting data are the reading lives of remedial
and honors firsyear college composition students &ywear community college.

An understanding of how the environments, people, institutions, circumstandegxts
encounteredni the literacy lives of the three different groups studied here can assist literacy
educators in bridging theory with practice the teaching of reading in early grades and for the
teaching of collegdevel reading in firsiyear college writing classeA.central term and concept
to help explain the trajectory of the reading lives of the populations studiedasbeborah
Br an@O)tkeoryof fisponsaax sBroadndtidse rtaeargtionoh ol ogy
sponsorship along with a sociocultural tretmal framework are used to interpret the reading
autobiographies in this study. Methods employere based on Connellyand Cland i n 6 s

narrative inquiry approach, a methodology steeped in the richness of the storied lives of the

t

h e

and



participants. Thethrggat t er ns t hat emerged i n:(@beieg strong
read to in the home prior to school aff§ dichotomous attiides toward irschool and oubf-

school reading, especially around the middle school yaad{c) evidence of firm produte

habits of mind toward complex reading that extends into the higher education years. The early
literacy sponsorship and produaihabits of mind were less evidenced in the remedial

population. The findings of certain common characteristics and praatitee backgrounds of

strong readers, many of which were not present at the same level in the remedial readers, can
help literacyeducators and caregiversagamine their role as literacy sponsors and offer

approaches for how we might sponsor literaiffecently to create strong readers at any stage of

their education.
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Chapterl
DI DN6 T YOUR MOMGE&EIDNIGHTYWOOR
INITIATING LIFELONG READERS

| live in gratitude to my parents faritiating med and as early as | begged for it,
without keeping me waitgd into knowledge of the word, into reading and
spelling, by way of the alphabet. They taught it to me at home in time for me to
begin to read before starting school. My love for tipdabet, which endures, grew
out of reciting it but, before that, out ®eeing the letters on the page. In my own
story books, before | could read them for myself | fell in love with various winding,
enchantedooking initials drawn by Walter Crane at thead of fairy tales. In
AOnce upon a ti me, 0gigbasatfeadmil, hiafeetugonr abbi t r u
flowers. When the day came years later for me to see the Book of Kells, all the
wizardry of letter, initial, and word swept over me a thousand tinmelsthee

il lumination, the gol d, s eelinessdhatdhadpart of t
been there from the staWelty, One Wr i t er 01984)Begi nni ngs

Prologue: Setting the Scene: Falling in LovéVith Books at an Early Age

INnOn e WrB etgei rngnBudorg Welty(1984)recaledhow, preceding her formal
school educatio, her parentsdoctrinated her into a magical world of reading. She shaze
lived story through the creation of narrative scene, coraext plot, illustrating how elr
literacy sponsorship in her home was experiential and inspirational. Weltyhameshe
flearned from the age of two or three that any room in our house, at any time of day, was there to
read in, or to be read t oofaliomebodk)xulturelisronesof c o g n i
the many literacy memories she narddteher aubbiography of how, through reading, she
learned to listen, to see, and to find a voice, skills that paved the way to her career as a successful
fiction writer. Still, thoughshe is most renowned as an author of fiction, her autobiography
adeptly delves it the world of the personal, revealing how her family and the surrounding
Mississippi environment promoted her lifelong love of reading and writing. Welty, an-award
winningfiction writer, understood the autobiography as a narrative genre suited foragiqgolor

of the storied self, cultur@and society.



The HouseThat Became a Home: Can Literature Feed the Soul?

As someone who grew up in a home where reading and books viguéais and
library visits were frequent, | had always privately wondered howential my own early
exposure to literacy was on my decision to become an English major, proéessetD.
student in English EducatioAfter all, | confessi love books. | love their covers, their titles,
their texture, their smell, and their plagg@nig my shelves. | particularly love stories. | love the
idea that someone had a tale to tell, took the time and effort to document it, and was generous
and brae enough to share it. | love the window literature provides to bygone days, the invitation
tof fers me to engage in someoneds past as part
with, lasting long into the future. I love the heritage that ac@mgs storytelling, the notion that
the writer or storyteller is connecting the past to thegmeand offering a bridge to the future.

| have another confession to make, one that | have only shared with my students, but
never with my colleagues, adminators, peers, fellow classmates, or anyone connected to
academia: | often hate reading. Homddove books and stories but hate reading? In my
experience, the act of reading has always been grueling anddmsaming. | am a slow reader
and find myselhaving to reread words, phrases, senteneggl entire paragraphs multiple times
and with frejuent breaks. It takes incredible persistence, or grit (Duckworth, 2016) to get caught
up in a book and to hit a stride where Irdii crave an excuse for integgtion. Yet, in the face of
my own resistance, | persevere andimately, reap the rewards fafrging through the
confusion and doubt | encounter when reading complex texts. When | consider my own reading
history, and resultant attitudes toward readihgin curious about which features of early and
continuing literacy experiences could compelratividual to become an avid reader, or to wax

and wane or to choose to renounce reading altogether?



In her novelThe Elegance of the Hedgehdduriel Barbery(Barbery & Anderson, 2008)
wrotet fiWhen something is bot herelfargtrip®therealms ee k r
of literary memory will suffice. For where can one find more noble distraction, more entertaining
company, more delightful enchantmben t han i n | iterature?06 Truthfu
books have ever had that magical egto me of companionship and comfort where | reached
the kind of aesthetic state described by Rosend@é@3)a s bei ng fAcentered dir
am] living through during [my] relationship with that particular &t. 25). Yet, those that
broughtme to that transcendent state resonated with me, altered my perspective, helped me work
through my own fAreal 06 emotions, and reminded
Even more powerful is the transformative potential | have witnessed literature have on
others | knowmy formerly distant, apathetic teenage brother discov&iddharthaand all the
wisdom and spiritual guidance that it offered; my daughter, quirkyraadinative beyond her
mai nstr eam pefeirnsddi nagc cae pfithaonnteed a nd ndHunge’ends 1 n t
Games series; my ADHBUtism spectrurson detecting parallel antisocial and impulsive
behaviors in the Big Nate books; my student realizingfihath e y 6 i dent i fi ed as t
readi ng HdahmGandgnoaBdéasd empathizing with thsame complicated and
taboo desires as Catherine Bourne. If only more of my students, more middle school, high
schoo] and college students on the whaleuld engage in reading at the same aesthetic level as
those aforementioned fortunate few.
How | Came to This Study
In my graduate work as a doctoral student in English Education at a prestigious university
in New York City, one of my first courses was a Doctoral Seminar in the Teaching of English.

Part of the description of the courstatedfi T h e dulbjectardop to be examined in this



course will be readiriyreading as a practice, as an instructional problem, and as a theoretical
construct in English language arts classes mainly at the secondary and tertiary levels and for the
field of English eda a t i o n .otdhought abaud thersignificance of this goal, and the specific
language used to describe it, for a doctéeael course at the time, but in my preparation and
research for this dissertation, | have become more conscious of the inadeqoate of
attertion given to the teaching of reading in many undergraduate and postgraduate environments.
The first assignment in the cowreuelfewmas i Wr
reading. 0 As a p a lwasexdited andterwheimed bighe chargeypwdtoc i s e
my classmates and me. With a looming legacy of strong readers and writers in my own family,
my 18 years as an English educator, and new peers and a professor to impress, | had a triplicate
pressure placed upon me with ttask. | had pré@ously written about this heritage in my
personal statement for admission to mylRlgraduate program during my application process.
Speaking to my own desire to become an English eduyddtad explained:

But | instinctively knew hat | was positined in a special place, a space | hoped to
occupy for years to come. For some people that instinct is labeled a vocation, a calling,
not really a conscious choice at all, but a voice that summons one to a profession. In my
case, there weivo voices thaboth carried an inherited affinity and passion for
language, impelling me toward teaching English. One voice, my grandmother, a teacher
at Morris and Grace Dodge High Schools in the South Bronx, who infused in me her
appreciation for the ritten word, forthe fascinating worlds it could create; the other
voice, the power of rhetoric in my mother, who read me A Little Princess and Little Lord
Fauntleroy, while other parents were reading their children Dr. Seuss and Goodnight
Moon. Thereforel chose to folbw these calls, especially of my grandma Frances by
pursuing a Masterb6s Degree in Education wi
English teacher.

While | had in essence already begun to write my reading autobiography years before our

professor assigneohe in our class, when | sat to write the autobiography required of us in the

doctoral course, | thought first about how my new classmates would perceive me when reading it



online in Moodle, and second about the truth of my reading hidtdecided to &rt with a
timeline, bulleting chronological facts only and then to work in prose later.

Ultimately, my reading history became more of a revelatory metacognitive journey than a
vehicle for impressing my classmates and professor. Aftested my writing | innately
gravitated toward reading all of my c¢l assmat e
What occurred next (I instinctively began coding the other reading autobiographies) was either a
result of providence or of scholgintrigue ands what constituted the pilot work for this study.
Nurturing Lifelong Readers: Do Habits of Mind Start in the Home?

This dissertation grew out of my sense tha
be rich resources for learning hovoraordinary readers, like me and my doctoral colleagues,
came to be the readers we wetieough our stories may not be ordinary at all, since my
colleagues and | are English teachers and therefore in our own ways persons who, like Welty,
have devoted muabf our adult lives engaged in and thinking about reading and writing.
Nevertheless, begarthis study with the hope and expectation that a careful analysis of the
reading lives of a group of persons who laighly competent readers might yield fruitfubsies
and some subsequent insigimi® how to foster the development of literacy in wider populations
of students in schools and in the homes of parents who might seek guidance about how to
promote literacy in their children. Whatever its promise or &tiohs, this dissertation is a study
of reading autobiographies, the lived stories, produced by a group of 18 English tdacihers
a doctoral seminar on reading practices in the teaching and learning of litdrawes/er, once
| found myself deep intthe study, | realized that questions about the kind of readers | was
excluding needed to be addressed to give weight to any conclusion | might be inclined to draw

about the development of readers likgself. Therefore, this dissertation also ledkt two



other populations of readers, remedial freshmnd honors freshen at a2-year community
college.

In addition, @ one of the subjects as well as the author of my stuthgdthe
opportunity | ha to expand and reflect on my own reading autobiograghieyeby making my
own story a kind of enhanced case study that will confirm, contradict, and qualify generalizations
that seem to be emerging about typical or necessary conditions for fosteringporatigng the
development of literacy in children. Isal dew upon my experience as a mother and teacher to
present literacy stories from my family and classroom that will iluminate or challenge the stories
of the ultrasuccessful students who are thatcal focus of this study.
Representing Strong Readerin Research: What Can We LearnFrom What Works?

No recent study comes to mind tiaisinvestigatel the reading lives of individuals who
would most aptly be described @ssthetiaceaders by Louise Rosenblatt (1983) and as
performatively literate readersamifestingthe habits of mindhat drive and sustain strong
readers and learners as described by Sheridan Blau (2008)of my own general education
students at the private liks arts college where | taught for o years did not possess similar
mindsets and practices towards reading as Welty, my colleanee$did, a disparity of which
the effects were evident but the causes were not. While an abundance of reme&edoundto
expl ai n whkannofiedd) thenensya dearth of literattrdn at asks how and w
canand IS reading and engaging with the text as a lived experience. A search for texts on strong
readers predomi nant |-tyonykbaoks dffering sitamdandized dstrateginsa | i h
for teaching studentsow to becmestrong (and close) readers (Allington, 20PQ13;Beers &

Probst, 2017Beers,Probst, & Rief2007;Wilhelm, 1997.



While these are valuable resources, a closer look andnedual reading histories that
span extended periods of time and varidages o6 t r 0 n g edueatod ean Eo¥ide deeper
insight into how they became proficient, lifelong readBessearch in the field of teaching
English seems more oftentofoausn r eadi ng Adeficits, o0 @n Astru
and on methaglfor enhancing comprehension. Further research on the factors that might explain
Asuccessful 06 readers who possess the necessar
paents and educators oowmto helpi st r uggl i ngo or patéinhigesucaesse r e ad
reading experiences that also lead to more \raahging academic successes.

Studies of strong and successful readers are unifsoat unheard of in the rearch
literature on reading, where reading specialists have focused akuohstieely on the factors
that might explain why some children do not learn to read in school or seem unable to learn from
their reading or seem to know how to read but refuse it #y study wascentered on an
examination ofhe reading lives and expences of persons who became more than highly
proficient readers, but expert readers, at least on the evidence of their academic accomplishments
and careers as teachers of Engfishich is to say teachers who teach writing and the reading of
highly comple texts), who had graduated from respected colleges, having majored in English
|l iterature or in an allied field of study, ac
educatioror a related field, and were, in the Fall of 2014, enrolled as doctodalrgtuin English
education in an internationally respected program in English education at one of the most
prestigious universities in America.

It would not be easy to find anywttee outside of the faculty in literary studies or English
educationatAmetia 6s | eading universities, any coll ect

higher than the subjects in my study in their proficiency and expertise as r@dule;seating



tha unique population as a principal lensphducteda second and third styaf current college
freshman, both at the remedial and honors levelsmjohasize the ways that home and school
environments might promote bmder the development oédadersvho come from different
academic levels

QuestionsThat Drive This Research

Three logically related questiodsovethis study of the reading lives of expert adult

readers:

1. What can be learned about the early literacy experiences, reading practices, family,
community, school and cultural influences, personal attitudes and bahitgoup of
fistrong adult readers through the filsand narrative accounts of their reading?

2. How mighta study that compares and contrasts the reading lives of adult strong
readers witlremedial and honors freshmatyear college compositiostudentserve
to highlight experiences and contexts that may fostebsitruct thelevelopment of
highly competent readers?

3. What are some pedagogical, curricubard cultural implications of the findings from
these studies for families, teachers, addools?

It is my hope that reading autobiographies hold some answers to why sol@etsican

and some have not yet experieneaynergistic relationship with reading and that | might locate

some clues to what it would take to get my own students tlhéseéncumbent upon those of us
responsi bl e for st uddplesospiacticeithgmduaethesortodb consi de
reading that is part of succepsrorimatieandeader sd b
aesthetic reading of literature resuftsm a specific mindset that is open to exploration and

willingness to engage in maag-making, a mindset that can lead to more growth and curiosity



of the sort described by Maxine Gred@60l)as fian i ntenti onal undert a
appreciate, reflective, cultural, participatory engagements with the arts by enablingreetone

notice what there is to be noticed, and to lend works ab#hneir lives in such a way that they

can achieve them as variously meaningfpl 6).

The Social andCultural Influences of Literacy Events and Sponsors on Learning:
A Theoretical Perspective

As | have revealedyven prior to my career as an educator, | had intuited that early
reading experiences are integral to the motivation, suceddongtermra bi t s of oneods
and they are socially and culturally influenced by people and practices. Later, after years of
teaching at the high school and college level, | began to think about the connections between
literacy events and the pgle and institubns that sponsor them. In my own classroom, it was
evident that cooperative learning exercises and-ad@dl experiences provided natural social
activities that kept students engaged and promoted their affinity for literature.

An introduwction to DeboralB r a n (@99 ®tkseory of sponsors of literacy provided me
with the terminology t@xamine and explaimore concretely what had previously been abstract
hunches about the ways in which literacy practices and attitudes are shaped. Digdwreri
work hada powerful influence on my thinking and generated the connection between
sociocultural theory and my approach to my research and eventual findings for this dissertation.
Brandtdefinds ponsors of | iteracy @scretéarabgctapeent s, | o
enable, support, teach, or model, as well as recruit, regulate, suppress, or withhol@® |éechcy
gain advantage by it in some wgy. 2). This range of potential sponsors and their effects on
literacy learners leave open a waleay of cultual and social opportunities for determining and

transforming literacy practices. An agent holds the power to introduce literacy tools and to



provide access to |literacy events; this agenc
and cultural cotexts.

Brandtds work, especially whBRaron&damijltani ned w
2000; Gee, 2000; Heath, 1982; Street, 1984 & Wenger, 1991Moll, Amanti, Neff, &
Gonzalez1992;Vygotsky, 1978, can substantiate convetisms about theircumstances and
functions of the people and institutions that promote or hinder litevagyotsky (1978)
theorized that social interaction is fundamental to cognitive develophemtserved

Every function in the child's cultural development agpdwice: first, on the social

level, and later, on the individual level; first, between people (interpsygical) and

then inside the child (intrapsychological). This applies equally to voluntary attention, to

logical memory, and to the formation ofraepts. All the higher functions originate as

actual relationships between individug}s. 57).

Participdion in sociocultural and mediated activities positions learners to acquire the mental
tools of their culture and to construct meaning through thigraction with others.

The learning processes and influences acknowledged in sociocultural theohyhrevea
psychological, culturabind social significanceehindthe cognitive and developmental
relationship tditeracy learning practices that caeljp shape and define thought. | predict that
the reading autobiographieffersprolific accounts of socialland culturally situated literacy
events and practiceShus,lusedBr andt 6 s t er mdefindidnofgppnsashid basi c
along with a socioctuiral theoretical framework to interpret the reading autobiographies in my
study.

Preview of Chapters to Cone
This dissertation is organized intgghtchapters, a bibliography, and appendi€dsapter

| introducel the rationale and motivation behind thissertation and my interest in the study of

the reading histories of strong readénsChapteil, the Literature Review,share examples of
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research that lva incorporated literacy narratives as an instrumensfudy and pedagogical
purposesl alsoexplore the major theorists whose wosksvedas the foundation for my
research and the theoretical lens | emetbyhe literature of sociocultural theory and research
providel the groundworKor the crucial terra and concepts thguidedmy research, gtained
existing phenomena in the dasgamd analyze thefindings. Sociocultural theory studies the
social, cultural, psychologicbknd cognitive influences on an in
sociocultural interpration of the events in the reading autapyaphies might help to account for
the situatedness of the participantsd | iterac
reading developmenin addition,in Chapteil, | contextualize important temanddefinitions
as well agliscuss sompedagogical theories and practices used in the teaching of reading at the
adolescent, young aduéind college levels.

In Chaptedll, MethodologyResearch Design explain my research paradigm of
narrative inquiryanddiscuss my transition from Engligducator to Research Practitionealso
detail the approach to nigreestudie® describing the participants, instrument, materials,
procedureand process of narrative inquidditionally, | present my methods for data
collection, analysisand interpetation.

My dissertation is built on three separate studidsch wereanalyzed and explained
across four separate chapténsChapterV, | present five case studies of strong adult readers
from Study 1 as a starting point for determining the emerngattérns thatveremore universal
across allL8 of the participants in Chaptst. Then, lexploreand analyze three main themes that
became prominent and categorized after coding the reading histories of all of the participants in
the first studyChapteVI offersfindings and analysis of Study 2, a comparative stddy o

remedial population of readein a firstsemester accelerated learning freshman composition

11



course at 2-year community collegavhile ChapteVIl presentdindings and analysis @tudy
3, a study of honors freshman composition student2atear community college

In the finalchapter, Chaptevlll, | put all three sets of data (adult.Bhstudents,
remedial freshren, honors freshien) into conversation with each other so as terodbme more
generalizable conclusions abalie most commofactors that contribute to individusal
becoming strong readetdere | also explore implications for pareatslteachers, especially at

the college levelandproposedeas for further study.
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Chapterll
SOCIAL AND CULTURAL TENETS OF LEARNING AND DEVELOPMENT
A REVIEW OF THELITERATURE
Sociocultural theories have refocused education researchers away from often

well-intentioned, yet deficibrientated, research agendas to research prggram

that seek to understand the social and cultural practices of people from many

different backgrounds and experiencédoje & Lewis, 2007, p. 3)

Introduction

The purpose of this literature review is twofold: first, | outline the basic tenets of
socioculural theory and its approaches to learning and cognitive development in an effort to
create a theoretical framework for this study on the reading historidsadfiwalli st r on g 0
fi'succes s fhele doo,bffeasdneerhistory of literacy naria¢ practices in research
Second, Ireview recent pedagogical theory on helping secondary and young adult readers
become stronger readers so as to establisaaxetical framework for discussing implications of
the findings in my study

Reading autobiagphies containtheay er ed memori es of the
with reading.The work of interpreting and making sense of the social and cultural in8sem
peopl edbs r e a ¢pragicgsequiresthe harrdtieeseseantherwedide hisor her
part i ci phamah exgeriehde arded laterstoried memorieas they appear in their
narratives The study, then, of human literacy learning anactice, specifically utilizing

narrative as research methodology, can be effectively amallyreugh a sociocultural lens. A

sociocultural framework can help to explain the social, cultural, communal, fadl

educational influences onthe partip ant s 6 | i t e rtlecrglatienshgptoi si t i on

educational practices. Here | discussridational works on sociocultural theory and research
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thatcanhelp to explain some of the emergent themes in my data, starting with Vygotsky (1978
and then mowg into the early 1990s and up to the early 2000s.

| then address how these theories have fact at ed t he evol ution of
approaches to teaching reading and literature within the last several decades. In addition, |
explain the concept diteracy sponsorshifBrandt, 1998)a term significant to my work, and
then relate its precepto the significance of how, where, whand why literacy, specifically the
reading of literature, has been sponsored both in and out of school. Throughedmnéisearch
on how literacy is promoted and hindered through literacy events, practicecsliigaacies,
communities of practicend apprenticeshipshope to expand the dialogue surrounding the
prospects for productive &ficentury literacy spomsship that position novice readers to become
successful, aesthetically engaged readers whegedsngterm disciplined literacy habits.

Brief Overview of Sociocultural Theory in Literacy Research

Sociocultural Theory (SCT) builds upon tleemative works of Lev Vygotsky, most
notablyThought and Languag@ 962) andMind in Society(1978). Vygotsk was a Russian
psychologist who perceived the processes of learning and development as mediated by social
interaction and who emphasized the miidanguage, cultural artifacts, and adult assistance as
essential tools for children in achieving higtherel mental functioning. Much of the most
influential and groundbreaking contemporary research on literacy and literacy development is
built on Vygoskean theory, most notably perhaps in the field of writing stuBiez€ll, 192;
Gee, 2004; Nystrand, 1982006;Shaughnessy, 19Y.1n the field of reading, Vygotskyean
theory has also been powerfully influential, though it seems to have focuseg targel

understanding students with readi ngrishdr obl ems

AESOL amd it erateod r eader sancedutationél actocsuhbttmayrhave , e c
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disenfranchised particular populations of students (Alvenn20QL; Beers, 1998Gee, 2001
Moll et al, 1999.

My appraisal of the literature reveals a silenceomcxultural studies that accowfor
strong readers; what we do havetigdies othe behaviors and practices of strong readers
(Schoenbach, Greenle&f Murphy, 2012).Moreover,even in thescholarshipvhere strong
readers appeathey arefrequentlyusal asa model fotelpng struggling readerbehavdike
strong readersAllington, 2009;Beers 1998 Krashen, 2004 But how do ve account for the
environments and circumstances in which those strong readers came to those behaviors and
practices?

Ratherthan restricting my lens to theerformancesf strong readers, my reseamhsa
sociocultural theorpased investigation of those factors that contribute to building strong
readersin the existing literaturehe behaviors of good readers aften treéed as the gold
standard to which teachers should aspire to help their develdphneaders achieve. Here,
assumptions are made about good readers, ones that presume that those skills exist thanks to
effective teaching. Then, reseafglactitioners buildn those assumptions by devising
classroom strategies to help struggling readead like strong readers. Visualization and
apprenticeshi@pproaches are just two examples of classroom practices where students are
encouraged to build academic competenbiegsingtheowni power f Ul t @abdbupaees
the way forteachersand stientst o fibegin to build a reading i no
apprenti ces hetpg0le $.ddlo thimleamiagenvironment, visualization is
treated as a readingmprehension technique that can transform passive raatteestive ones
(Keene & Zimmerman, 1997), simply by having students describe the images they see in their

mind.
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Yet, visualization is a reading move that results from an arsenal of other ssaadi
linguistic abilities that must be in place before visualization, anelogsfy a description of that
visualization can occur and be articulated. Classroom reaalppgenticeshig, too, rely on the
teacherdéds and st r on geading pracesseg. Intbdthacasesppadr readérs v i S i
arebeing put on the spot to dram prior knowledge and processes that already exist for their
teachers and their strong reader peers, but that might not yet exist for them. &iddng does
notjusthappenwhen poor readers try to read like their teacbeitheir more adept classreat
My work soughtto illustrate the sort ofgrenticeshighat carbegin in the home with parents
and that can account for how many strong readers came to be the readars they

Much of the scholarship on the teaching and learning of reading aratuitethas
concentrated on elementarydeadolescent populatiorfdppleman, 2009, 201Qanger, 2000;
Wilhelm, 2008) Expanding the scholarship on reading development and itistrieyond
adolescence into college and pgstduation can provide a lemmgo the longterm effects of
sponsorship and of how early sponsorship functions in the lives of more advanced leaswers.
doing, | hope tdelpspan thegualitative studiesesearch gap with regards to high school and
college readiness thhfind in the literature and ipractice It is my intention to augment the
conversations about the implications of sponsorship beyond the developmental stages of infancy
through young aduiibod by including the transition of literacy sponsorship into and during
higher education.

Establishing a Niche for the Study of

While it is tempting to critique formal literacy practices in education and to censure the

system for inhibihg (or even ruining) reading through various assessment instruments and

standardized expectations of students, it seems a more constructive vemwestigate what
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HAS worked to encourage successful, engaged lifelong readers. There is a neednfmre
research on the backgrounds of strong, successful readers and how they developed both in and
out of the English classroom, especially into aftdr higher education levels.
Since the aim of my studyasto discovelthow strong readers becorsieong eaderslet
me begin by addressing the question of what it means to be a strong reader. \Nabiokiov
seenedto have had a lifelong interesttims question and characterized what he identified as an
ideal reader as one who is an active, creativeaderel_ectures on Literaturel980).He also
playedwithp o s si bl e criteria for use in deti@armining
the fall of 1942hedesigned an exercise on definitions afomdreader for some college
students, which appearshisLectures on LiteratureTheyexercise entaileche following
Select four answers to the question what should a reader be to be a good reader:
The reader should belong to a book club.
The reader should identify himself or herself with the heroeooine.
The reader should concentrate on the see@inomic angle.
The reader should prefer a story with action and dialogue to one with none.
The reader should have seen the book in a movie.
The reader should be a budding author.
The reader should hawmagination.
The reader should have memory.

Thereader should have a dictionary.
The reader should have some artistic sense.

O« O« O¢ O« O¢ O¢ O¢ O¢ O« O«

Il nterestingly, the students to whom Naboko
identification,preference foactionand dialogugandconcentrating o the social economic or
hist orical angleo were the valuable characteri:
answer, clairmdNabokov,wasa combination of imagination, memopgssession &
dictionary, and some artistic seng hese, he beliedewere thecharacteristics or traiise

should develop in the process of reading a book, and he ddfiatprocess with appreciation
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for art more generallywe must take the time to see andee, not just with our eyes but with
our minds.

The sort of imaginatiothat Nabokoy1980)valuedin areadewasn ot t he Al owl vy
which turns for support to the simple emotions and is of a definitely personal. néteréd not
want the reader to treasure a book simply because he ie@niifh one of the characterseh
prefereda more authentic sort of connection where there is a harmonious balance between the
reader6s and the authordés minds (p. 4). Accor
reader, while the unimaginativeader lacks passion and thudl aiso lack enjoyment. He
maintairedt h a\tgoodireader, a major reader, an active and creative reader is a réreader
Nabokovds depi c dasailydthe traitsgpfosimodg readees,doad et address
the way in which they came to be stgpreaders.

My own definition of a song reader is a fusion of Nab v(P80)traits of good
r e ad e rsg2003)d8dsaiptiéns of what disciplined readers do when readimg)
R o s e n {11988)tmendakpositioning of reader as engaging in a transaction with the text. |
envision a reading paradigm where readers are central to the process of reading. In this way,
strong readers are engaged, curious, active, imaginative, determined, fearte$s,nopiiple
interpretdions, andmindfully metacognive. But for purposes of my studi/have also added
Al i fel ongodo t o ,Ingnofneanmeaderg who Bonsistertily rsad at every stage of
life, butreaders who, despite initial or subsedquengerterm obstacleto reading, ultimately
returnto reading, engaged aesthetically and with reinforced highly literate habits of mind.

The kind of strong reader | am imagining is the sort for whom reading becomes an event,
an activityin which the rader participates by dog someting, engaging the sensesd

individualistically interacting with a particular text at a particular time (Rosenbl&8) 1%also
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want to define a strong reader in pragmatic terms, which is to say a person who can enjoy

readi ng anfdf icawml tr @ atde Xitds typeof ccadeream tbarn frorh teaging T h i s

and regards reading as having had a powerful role in shaping his or her intellectual and ethical

life, andpreparing him or her foias Kofi Annarsaid in his message for Literacyaipin 2003,

Ademocratic participation and active citizens
My study, however, is not about what strong readers do or what capacities of mind, will

or character they possess, but about what kind of literacy everdgstagaupport, familial

conditiors, and sociocultural contexts appear to have fostered or cultivated in them whatever

traits may account for their demonstrated success as readers in or out of school.

Part 10 Sociocultural Theory:
Zopeds, Literacy Events Literacy Practices and SituatedLiteracies

My own previousconceptiorof readingwasas an isolategractice one conducted in
private or quiet spaces. However, my research, scholaestdpclasswork brought me new
insight into the social and interactive nature of literacy acquisstmhpracticesSociocultural
theory hagnabled mgalong with most contemporary literacy educattovsappreciatéhe
correl ati on b e tdevelepmentabehavigradd aititudes, andl hisor her social,
cultural, historical, and institutioha cont exts. As this |iterature
l earning from Vygotsky, we haweSmageriaskyp2000, new w
p. 2)
Reading Autobiographies as Artifacts for Sociocultural Study

Sociocultural theory has expanded anderstanding of learning and development from
the solitary individual to the individual as part of and influenced by a larger societal culture. This
shift centralized social (interpsychological) and cognitive aspects of learning and development,

creatirg a need for learning theories and practices that could access and assess both the internal
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and external abilities of students. In the English educati@sram, teachers can more overtly
gauge explicit forms of knowledge; more difficult to ascertaiout,arestudens tacit and
embedded knowledge, especially as they evolve irscbpool settings.

Thus,reading autobiography research isagdlition to this undeepresented body of
research becausepitovides written insight into the individual mernes of literacy activities and
the people with whom those events were shared. Reading autobiographies are powerful tools for
accessing embeddegemories, mindsets, experiences, interactions, biases, achievements,
practicesand val ues i ningjfivas I sharti readingtagobiogragheegiserve as rich
artifacts for literacy research and can be used in the English classroom as afaetiiele
student s metacognitive awareness of his or h

Literacy narratives in research Reading autobiographies, a form of literacy narrative,
are narratives that provide oceeanminationoftoer a r e
events and influences that have produced certain literacy proficiencies, miaddeiahis.
Literacy narratives have been use@ducationatesearct{Brandt, 19982001 Carstens, 2014;
Chandleret al, 2013; Clark & Medina, 200@orkery, 2005; Cushman & Emmons, 2001;
Nielsen, 1B9; Selfe & Hawisher, 2004andacrossa variety of professits, such as health care
(Thompson& Kreuter, 2014)technology (Chandle$: ScentersZapico, 2012; Eyman, 2015),
and criminal justice (Berry, 2@). The research and practice incorporating literacy narratives in
the writing classroom spanultiple educatioal levels fromfirst grade (Miller& Mehler, 1994)
through graduate school (Bog§sGolden, 2009)Literacy narratives are, in simpierms, the
memories of an individual 6s experiences with

provides the reearcher, the personal, storytelling nature of this genre of writing offers a space
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for writers of all levels to come to know theirowre | at i onshi p with | iterac
their |iveso (Tinberg, 1997, p. 287).

Eldred and Mortensen (1992) contribdtto the field of literacy studies Byggesting a
move from formal scholarship to taiveswhithudy of
can be studied for construction of a ficharact
(p.-512)Us i ng B e r rPggmaion&laraexamgle of a literacy narrative that feeds into
the literacy myth (Graff1991), Eldred and Mortsen showdthe politics of language
acquisition. In literacy narratives, we might find distinct depictions of textshées, schools
and attitudes toward them that conflict with
(p. 513).

The notim that stronger literacy leads to social mobiktyvhat motivate® y g mal i on 6 s
Henry to take on Eliza as his student &nd aliteracy myththathastaken on its own
narrativé® one that | admittedly fall into at times too. It is difficult to resist whag feels so
passionately and has filsaind evidence through research and nearly a quarter of a century of
classroom pactice that often supports this correlation. Still, Eldred and Mortensed usge
ask AWhat if education [and more education)|doeet necessar il y mean bett
Their definition of literacy education, however, seeto refer to the kid of literacy that
emphasizé learning a new language and skills building. This is not the level of reading and
literacy that | am lookg at in my research of strong readers, but their example of Bernard
Shawés and -obdgdfetion deatimpinapar acter 6s | iteracy acgq
that these finarrati ves forhowmdvidualiegotiate the smgiab s er v

and discursive aspects of literacy.
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Literacy narratives are adfselft r ans | at i on t hatslafigoagee gr ound
acquisition and use across a variety of social and cultural interactions. The narrative agency that
comes from the empowering act of recording, interpreingd s omet i mes recl ai mi
literacyidentity makes the literacy narrative a popydadagogical tool for basic writing classes.

Soliday (1994) elucidatth ow @Al n focusing upon those moment s
threshold of possible intellectual, social, and emotional developmentcyiteaaratives become

sites of seltranslation vinere writers can articulate the meanings and the consequences of their
passages bet we ep. 51l)aSolgayeasinterestan inithd \way litefacy

narratives can be used to interpret the cultungmcy of language use in everyday lives,

espeally the competing multicultural differences experienced by nontraditional stuSéets.

advocatd assigning literacy narratives in the writing classroom as a means-oégedsentation

and seHdefinition (p. 512 andsupporeédherrecommendatiomwith evidence drawn from an

AEnri chment Cur r iapilatprojeotat hdrewnedllegp.e d a's

The AEnrichment Curriculumo initiative was
diversity within a twesanester writing course where remedial and gerestatation freshiamn
students were heterogeneously placed together. Literacy narratives were used in the classroom as
opportunities for reflection and exploration of how students used language in a vacieltyaf
settings. By engaging inan examinatmi t hei r own, téamrdrthaimil ye enre
language use and history, students became attuned to how they and othersdtheigatesages
between multiple language worlds; they saw the conneb&bmeen identity and language use.

They were ao asked to read professionally written narratives such as Richard Rodregyutz
Amy Tanbés autobi ogr aphi essesdfioguistis and aultutalave a f r a

translation
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One student, Alisharansitioned from basic summarization skills tmare critical
interpretation othe multiple identities and literacies with which many nontraditional students
struggle. Alishavasjust one example of the many students in this project who discovered that
reading and writing wirreedicuiddatriade 0 sand awldas e
writing abilities improved through the process of composing their literacy narratives (p. 520).

The teachers who assigned and assessed these narrativeseetadit from reading about their

st ud e myay literageywpracticesSolidaynotehow t hese studentsd stor|
teachersd awareness of the multicultural di f f
can lead taurricular changes that are more inclusive of diverse voices.

Soliday contributd to our understanding of how literacy narratives can help educators
honor diversity and empower st ugmasdnstdnol oi ces
the multiplecultures that can conflict with or enhance school culturesy Bre dywayfor
bringing the outsiders of the academy into the conversations and contemporary debates
surrounding curricular angedagogicahpproaches to literacy educati®@ut we need tod
careful not to put literacy narratisen a pedestal by assing that they are infallible
instruments of study and that all students will invite this opportunity to write about their personal
experiences with glee.lmsar t i c|l e A He r dims Studenededitiesin liteeacyd v i cC
narrativesd Bronwyn Williams (2004) cautionetthat while this genre of writing is a valuable
pedagogical tool, and he confedseo b ei ng a fAfervent advocate of
Afassigns themounsatthhobée Bmehchbse at every |l eve
archetypal identities that students are prone to portray within these stdmnes.when reading
their narratives, we should keep in mind these tendencies for students to portray themselves as

thehero, rebel, victimor other seHstereotyped literacy idéty.
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Willams beg@anby hi ghl i ghting some of his own stud
writing that have left an imprint on his own thinking and teaching. He then pcbardeverview
of studies in which literacy narratives have been assigned for vatidtsgal, linguistic,
political, and attitudinal purpose€lark & Medina, 2000; Fleischer, 199%amler, 1999King,
1997;Soliday, 1994). Addressing issues of identity and their shifting @aiilliams define
the kinds of identities student construdten authoring a pieder their teachers of reading and
writing, abouttheir own reading and writing, and he diteow these student authors adapt
narrative structure®©ne of these identigsavasthat ofthe hero (Carpent& Falbo, 20®), an
individual who possesses the perseveranceyaskdince and selconfidence to triumph in
literacy despite the adversities faced. Some narratives, as P4#068jshowedin her
researchportrayedic hi | d prodi gi es, 06 those ndrealdingfiodual s
an early age. Other students atalthe literacyfiwinnero persona where they successfully
consumed literacy and resultantly attained prizes and awards for their literacy prowess. In
addition, theravere those whdoughtinto the literacy ngth of hard work = improvement and
success, ideifying their own diligence as the means to bettering themselves.
In addition to these empowering personas, there also negative depictions that
appeaedin student literacy narrativgPaterson, 2003).herewasthe victim of school
stigmatization anthe rebel against literacy values or bureaucratic conventions; teachers, too
werecreated as prototypical archetypes.(the buffoon, nurturer, hero). Williams, however,
offereda literacy narrative pedagy to counteract these stereotypical portrayatch students
to consider the power they have over the construction and portrayal of themselves and the
individuals who appear in their literacy memories. Heotsim il f we begi n t o ma

aware 6the kinds of identities they adopt when writithgse narratives and of how they might
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be able to change them in print as well as in their lives, we offer several important opportunities
for student Wiliamspeoposepractipe withldierdcy narrative assignments

that afford studentsiore agency over their own literacy lives; he encoutagedents to try on

new positionality to avoid falling into the victim or rebel pitfall and instead to be more proactive
about their literacy actionaftitudesand emotions.

Cynt hi a Sitdady prégesct wjthdacultyt from The Ohio State University and
Georgia State Universityoés, the Dorogghtthial Ar chi
personal genre of writing out of the classroord ano a public sphere. The home pagetifits
internet site devoted to sharing individual stories about literacy narrativesliaxigene to
contribute to conversations about reading, writtign d c ommuni cati ng: HAThe LC
public resource madgp of stories from people just like youah their experiences learning to
read, write, and generally communicate with the world around them. If you have a compelling
story to share (it can be text, video, audio, or a combination of formafsl)Jave tohear it tn
this forum, literacy narrates cover a more expansive scope of a variety of written, digital,
symbolic, semantiand compositional literaciektfp://daln.osu.edl/ The existence and
proliferation of naratives produced at this site serve aslence for the appeal and value of
literacy narratives as a means of expression.

Thoughliteracy narrativeshave been a popular trend in the classroom, in digital realms
and in research, tlreading autobiographis exclusive to experiences with the atteading|
have opted, then, to refer to the documents I
Areadi ng a u Wbektherwnjtenanpltiassr@om or posted in an online forum, literacy

narraives show the social and cultural situdatess of literacy learningherefore, sociocultural
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theory goes hanish hand with efforts to explain the findings within those archives of literacy
acquisitionthat servd as my data.
Sociocutural learning theories In this sectionl introduce essential sociocultural
|l iteracy ter mi nol og(L978)zrneafrptoxinalgevalopmedrtacé thegg ot s ky 6
major theories in family and community literacy research as presented in Hea}) Gt&et
(1984),andBarton and Hamiltorf1998) and examindloll etald s  ( dt@\Wwo2fynds of
knowledgeandG e e(8080)parsing of the concept afentity. These theetical constructs all
contribute to our capacity to understand and think about the nature and ewyafditeracy, the
usesof literacy in their daily lie, and the highly social nature of literacy practices (Street, 1984).
Mediated learning, Zopeds and learning potential. Lev Vygotsky(1978) t he Af at he
of sociocultural theoryposited
To gudy something historically means to study it in the process of change; that is the
dialectical method's basic demand. To encompass in research the process of a given
thing's development in all its phases and chahdesm birth to death fundamentally
meango discover its nature, its essence, for it is only in movement that a body shows
what it is. Thus the historical study of behavior is not an auxiliary aspect of theoretical
study, but rather forms its very base. (pp6563
Vygotsky offered newvays ofthinking about the processes and relationships of thought and
language and their development in young childkia.work was concerned with the social,
cultural, psychologicaa nd hi st or i cal influences on the 1inc
which inhis framework are nehnear and constantly emerging and transforming. Reading
autobiographies are windows into the history of how one has developed, and is continuing to
develop, as a reader. In a sense, these documents are literacytdeatitd 982)that provide
occasion for fAthe h({vygatsky I9¢8apl 659sft uadny ionfd ibveihdawa |10C

history, including the development, evolujenn d cor e atti tudes and tr eeé

life. The narrative nature of this genre of \wigt makes it inherently fluid and prone to
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dialectical analysis, where the internal (individual) and petsgrerson (social) dialogues
surroundingtheteaci ng and | earning of reading are embo
Vygotsky introducd his theoy of the relationship between child learning and development by
explaining AThat childrends | earning befgi ns |
this dipcuwsrgi.omdne( of the effects of Vgndot sky?o
developmentvasthe discovery that nesystematic preschool learning serves as prior experience

and knowledge for the systematic methods of formal ddbaming.

In the reading autobiographies tlsatvedas the data for my research in ttisseration
nonsystematic early literacy sponsorship, prior to school attendance, might be identified as a
Astarting pointo for | posdtheicagmtivehdistinctidn®betwveem d. Vy
Al earningd and fd edtwlleamingmmdccurdhef@enddvelepment batisn
not the same as development. Thus, though one
school , fAdev el abiptissamght eequoe a diffezeatdorrmagd pacing of
interaction and adult guidance. The readirgjories of strong readers could offer some insight
into the circumstances and processes that | ea
capable &nd perhaps, willing) of forging through more complex texts.

The Zone of Proximal Development (@l or ZPD), dearningdevelopment theory, is
the most profound aspect of Vygotskyds contri
social situation of evelopment is contingent upon adult mentors or capable peers, and upon the
creation of new modes tdarning. The Zone of Proximal Developmentitise distance between
the actual developmental level as determined by independent problem solving and tbfe leve
potential development as determined through protselving under adult guidance, or in

collaboration with more capable peéi®/ygotsky, 1978, p.86By i dent i fyi ng t he
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devel opment al |l evel 0 and the nAgleammgand pr oxi ma
development, Vygotsky generated an entirely new way of understanding and apprtzehing

rel ati onshi p adivaltevwekoécompateneeid ithé dbvdempmental possibilities that

are in the course of rmsobaidescribpgthendsyhg space k y 6 s Zop
between novice and autonomous performance, where learniregtio are possible with

assistance from a more experienced guide. ZPD offers a theoretidalrtgspinghese

nuances of individual development in @ifént contexts and focus on the kinds of social

interactions that contribute to the potential gitowahd ultimate competence of the child.

Vygotsky asseddthat prior to his research, the relationship between learning and
development had not been cleathfined.Thus,ZPD accounts for what the student is capable of
accomplishingndependentlythe atual development) and what can be accomplished with the
facilitation or guidance of an adult or peéhe potential development). The implications of
these discoveries about the social aspect of learning are essential to &hgleiors and to my
researh on reading. It is incumbent upon teachers to recognize that though a student might not
show visibe signs of independent aptitude, there are abilitieswhen performed with adult
assistance, can be fostered and developed to a point of internal@adiantonomous
competency Mor e simply put, AWhat a chidbldtodoan do
by herself tomorrow (Vygotsky,978,p. 81). Vy g o t de&ckipfiosof Zopeds intimate that
schools can promote learning contexts wihvth effective mediationstudents play an active
role in their own development.

The literacy event, family, and community literacy. In Ways with WordsShirley Brice
Heath(1983) an anthropologist and linguist, provitie narrative of her longitudinal

ethnograplt research conducted in Roadville and Trackton, in the Piedmont region of the
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Carolinas durig the midlate 2@h century. These two communities, though located in close
proximity to one another, and having similar economic, ckss workforce demograpts,
were racially disparate from each other. Roadville waghde, workingclass mill town, ad
Trackton, a African Americanworking-classmill town with a history of farmers in the
previous generation.
Heat hds s e midthainhfluemae oflthoesandcammanity environments on
chil drenbés | anguage devel opment, t heandthenpl e x i
relationship between oral and written literactesemaintairedthat it is imperative to examine
literacyevents that occur imformallearning environments in order to understand the

expectations, behavigrand actions that transpire in those spaces, as opposetthéoformal

milieu of schoolsHeathdescribela | i t er acy event apmecelohwrittng oc c a s i
isintegral to the nature of participantsd inte!
that in order for the instance to constitute

involved (Heath,19821988, p.350. This can mean that acurring act of reading, writingr
interpreting can constitute an event.

In addition to the context required for a literacy event, according to Heath, there are
criteria for interactive social circumstances surrounding the eveathH€£82/1988elucidate,
AA | iteracy event can then be viewed as any a
which the production and/ or comprehension of
literacy eventrethatit involvesii nt er acrtpgroent,ioveiiprtoecesses, 0 fApr
Acomprehensi onodo of dangstipilate howdverwheretandmaw.thede¢e at h

events can occur, leaving open a plethora of possibilities for literacy occasions, or any event
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conceerning a piece of wiing where the parties involved have some form of interaction with
literacy on a fairly regular basis.

The sociocultural context of these literacy events indicates that various manners and
forms of literacy areulturally available inrhomes and home commities, but they are modes
that educators might be failing tecognize omight be rejecting altogether in formal literacy
instruction. In her interviews with Roadville families regarding the role of schooling, parents of
teenagers warned parentsofprescol er s t o AENnj oy it while you c
When they get on up i n sc hHeathl1983,p.dld)Theimpetdst t eac
forthisclaimwast he parent sdé senseiaof clhodsdrefmbdesponteraaIni
at the hands of the institution.

As a linguistic anthropologistho conducted aathnographic study of the use of oral
|l iteracy in Trackton in her ar tshiftng@ralénBr ot ean
Liter at e Tr adi Heatodrggoon (almt8MBr)opol ogi st Jack Goodybod
societal functions and history odonaal al and wr
literature,and heffindingsin Trackton combined with the Roadville findingsere important to
my research ggstions. While the Roadville community valued books and print reading, the oral
traditions of #@r eadi n gdthatliteracgshould mot b€ vieavedlohao n d e m
continuum of orality to literacy, but instead a fluid practice closely relatead its essentiality in
any particular community and shifting over time. Heath further deedidpy g ot skydés (193
conceptions that literacy events are propelled by social activities, adult assiastehcemmunal
engagerant. When applied to the teachiofgreading and of literature, these foundations are

beneficial to curricular and pedagogical design and assessment.
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Family literacy: Predictors of long-term habits of mind? Even more relevant to my
own research studyasHe a t(200x i scussiloyn loift difaeny 0 i n AFamil
Community Learning? Some Critical Questions on Perspettel|low-up article to her
studies inWays with Wordd-eath citel historian Christopher Lasch:

As the chiefagency of socialization, the family reproégacultural patterns in the

individual. It not only imparts ethical norms, providing the child with his [sic] first

instruction in the prevailing social rules, it profoundly shapes his character, in ways of

which he is not even aware. The family instillodes of thought and action that become

habitual (p. 3)(p. 16)
Lasch attributd early family literacy events, practicesnd s ponsor ship to a ch
exposure to social, cultural, ethicahd cognitive anventions. Moreover, Lasch identilithese
early influences as architects and predictors of-orgr m A habi tual 6 thoughts

Heath(2010)reaffirmedthe integral role of family in early literacy development,
explaining howtraditionally, and 8ll in the 1970svhen she conducted her easch families
were expecteth their communitieso be the main literacy resources where values were instilled
through a collective domestic activity revolving around books and reading:

Implicit in promotions of literacy in the home was the ided tleading together

should be a core family activity, because books instilled values. Books and reading

brought the literate ways of thinking that were highly prized in school into habitual

practice and gave fangimembers common ground for talking, jokiagd cross

referencing observations of everyday life. (p. 16)
In this paradigmthe responsibility of literacy preparation is placed on the family, with the
expectation that children would arrive at school already possessimgstandard literacy habits
and practices. | n cehemanakttdusles thwasddamily athome readimg t h e

practices, the inherent culture of social interaction, dialogue community of practice are

directly correlated with formative habits of mind.

31



Literacy practice: Social andcultural underpinnings.l n A Li t eracy Pract.i

chapter in their booBituated Literacies: Reading and WritingContext Barton and Hamilton

(2000) outlinel the framework for a social theory of literacy. They investig#te ailture,

construction, and cognitionaflt er acy as a soci al practice, exnp
notion of literacy events by repositioning them among literacy practices and incorporating the

study of texts as a crucial component of studyingdig. Read in conjunction with Brian

Stre e {26008)A Wh adc v n New Literacy Studies?0 one car
social, culturaland hi st orical contexts of |iteracy and
practices, literacy eventand discourse communitiés A ¢ ¢ ocorBdriormagd Hamilton

(20000 ALiteracy practices are the general cult

people draw upon in t hei ddomainseféfewhéreliterady)s. The

embealded in and influenced by society andtare. The also identifed diverse literacies: film,
computer, culture, language, home, schaot workplace.

In addition to Heath and Street, wbffereda theory of literacy thagxamine ways in
which literacywasu s ed i n st ud e n trtenfanddaneiltor{2008)ylustiatedvhe s |,
link between reading and writing activities and the social structures in which they are rooted.

TheycitedJ a me s sdgiecaltiral approach with respect to literacy andtident vy : AThe

B a

h o

isofteni denti fied as a primary domain in peopl ebs

central to peoplebs devel oping sense of soci a

ethnographic studies lieklthe particular environmealt contexts where litergacan be located
(i.e, in the home, as per Gee) to the more expansive social applications of literacy.
This particular piece in Barteamn d H a n{2000)serias@s literacies presedt

fundamental components for my own reseanchhe link between holiteracy is sponsored and
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the social practices and implications of peGplaeracy lives. Bartoand Hamilto® s t er ms ,
theoriesandintentt o fiexami ne how | iteracy activities a
impededinpedpe 6 s | i vesi pasn,d arnedl atthieo nssohc i alP)laygrev@a ni ngs
groundwork for further investigation of literacy theory and practices. In addition to
understanding the contextuality and situatedness of how literacy practices are supp®rted,
essential to inveigate what people DO with these literacies. This breakthrawagimportant to
my study because through codiagd analyzinghe reading autobiography data in my research, |
aimedto identify which literacy events and sponsoréitefacy have been mosifluential in the
participantsdéd reading |ives and howangarticul a
familially situated and applied.
Communities of practice. In Situated Learning: Legitimate Peripheral Participation
(Learning in Doing: SocialCognitive and Computational Perspectived®an Lave and Etienne
Wenger (1991) providka theoretical account of learning in what they neféto as a
Acommunity of pr ac tedleamingiprodesses amocduginithinsocialx p| ai n
practices and communities of people who sthammilar practicesMembers of such a
communitydid not perceive learning as an independent, isolated act, but instead as a situated
one. Nevertheless, communitermb er s 6 p r i o rnfluencetieerpaceafthers can i
transition from Al egitimate peri pl&éMermyér, parti c
1991). In a community of practice where the shared enterprise is literacy, it is advantageous to
knowthe prior experiencesand atil es of member s6é reading | ives.
As Lave and Wenger (1991) assefthumans think, understarahd learn best when
utilizing their prior experiences and when they have an opportunity to first engage on a

peripheral level bef@ transitioning to more centnaarticipation in the community of practice.
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I n more direct terms, the act of writing down
selfreflectionangdi f spurred, opportunity foresofonnecti ng
reading to the reading tscthey are asked to perform in school and in society. Through a
sociocultural framework and a narrative inquiry methodology of narrativizing and examining
students6é and teacher sd r e adnecignslbeiwsen personals, we
literacy experiences and the social, cultural, familial, instituticaral educational forces that
influence literacy development.

Situated literacies: Creatingmeaningthrough contexts | n @ Re &ithatedg a s
Language: ASociocognitivePerspectived  J a mef2001)argua that human languages serve
multiple functions buttan be most effectively investigated as always occurring in some context
(p. 715). An important contribution to the sociocultural nature of how we understand reading and
writing wasG e e faim that literacy practices are not just mental achievemesading and
writing are socially and culturally situatedsee(2009)explairedhow the New Literacies
Studies advanced the sociocultural underpinning that rejected traditional psychological
treatments of literacy as a mental process that occurred interimaligad,

The NLS saw literacy as something people did not inside their heads but inside
society. It argued that literacy was not primarily a mental phenomenon, but, rather, a
socioculur al one. Literacy waséaboutlturalays of peé

groups... Thus, literacy needed to be understood and studied in its full range of
context® not just cognitivé but social, cultural, historical, and institutional, as well

(p- 2)
Reading autobiographies provide the ability to study the exteomébxts that influence literacy
practices through the directly observable narrative accounts of those practices both in and out of
school.

Through analysis of the individual reading histsrof successful readers, it is possible to

explore the social, ¢twral, psychologicaland linguistic ways that we can design a pedagogy for
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Areading the word and reading the worldo (Fre
literacy acquisiton and application as it occurs in more natural contextseGeedHe at h 6 s
assessment of the many conflicting ways with words that students and workers encounter in
attempting to make meaning in their personal, acadenrmicd pr of essi onal | i ves
account, the meanings of words, phrases, and sentences aresiwatgsl, that is, customized
to our actual contexts. Here context means not just the words, deed, and things that surround our
words or deeds, but also our purposes, values, and intendedsoe s of acti on and
(Gee, 2001, p. 716). In later gitars where preseniny dataanalysisof each study, | catalog
myownand my research participantsodé6 specific des
WHERE and in what contextweemwr ¢ r ead t o, paying attention t
intendel cour ses of action and interactiono that

Gee(2001)concludel his article by maintaining that research has clarified what
constitutes the essentedrly language abilities for success in school:

Whatappears to cause enhanced scioasled verbal abilities are family, community,

and school language environments in which children interact intensively with adults and

more advanced peers and expace cognitively challenging talk and texts on sustained

topics and in different genres of oral and written langugmer24)
In my studies of three different populations of readeaitso looledfor signs of thiorrelation
between norschool (familyand community) and school language environmentpeaxtices

Funds ofknowledge: Awindow into the homeliteracies ofstudents. In an effort to
connect home and school literacies, Luis MGlthy Amanti, Deborah Neff, and Norma
Gonzalez (19923onduced a qualitative ethnographic analysis of an agucal Latino
community in Tucson, Arizon@ document the extensivetworks of knowledge (funds of

knowledge) thaare the common possession of the families of the local Latino community, but

that are nigher recognized or apprecidtby the culture of ta school, yet coulte utilized as
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resources foclassroom teacher who wish to cresdeially meaningfuliteracyactivities forthe

children of the Latino families. Moll et 11992 uselt he t ersm off f kmowl edgeo t
these historically acenulated and culturally developed bodies of knowledge and skills essential

for household or individual functioningandwbllei ngo (p. 133) .

The aim of thestudywasto demonstratbow a sociocultural appach can assist teachers
in creating mutual trustbnfianza with students and their familieand therebgstablish a more
collaborativerelationship between teachers and parents and between the school and the
community. The project also sought to eratelachers to draw on the fundsknbwledge
available to the children from their home life for use in the classroom in literacy lessons and
activities, thereby rendering those children immediately more competent as readers and writers
whowere engaged whit topics about which they ta degee of familiarity or even expertise.

The concept of funds of knowledge atsimplicationsfor the development of literacy in
childrenare integral to my work. | suspect tmatichof the data uncovered through the liegd
autobiographies | have colledtarer el at ed t o t he participantsd At
culturally devel opedethlgi®92p. 433)dhrough honsshold litegaeyd ( Mo
practices. The appeal of the reading autobiographiestisttah ey can disshodl ose t h
and norschoolliteracy practices through an accessible method of research without requiring the
researcher to physically enter the home. Through these narrative accoastarahefand the
writersthemselvescan acquire a strong sense of howlit acy has been sponsor e

life.
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Literacy sponsorship: Relationshipsamongagency,apprenticeship, and acquisition.
When | was a boy everyone in my family was a good storyteller, my mother and fathe
my brother, my aunts and uncles and grandparents; all of them were people to whom
interesting things seemed to happen. The events they spoke of were of a daily, ordinary
sort, but when narrated or acted out they took on great importance and excitesrient a
listened.(Doctorow, Utimate DiscoursgEsquire Magazinel 986
In his bookSocial Linguistics and Literaciedames Gegl996 2007, 2009)explained
how NewLiteracy Studies, or NLS, a newly emerging interdisciplinary field in literacy (Street,
1984) rejected traditional psychological approaches to literacy in favor of a new paradigm where
reading and writing were viewed as more socially situated phenomeatbhrerfhan previous
conceptions of literacy as an internal mental achievement, NLS vielweatl from a situated
sociocultural theoretical perspective, focusing less on literacy and language acquisition that
happened inside the brain, and more on litgesca social practice that occurred within a range
of social, cultural, historical, and ititsitional contexts.
Debor ah (B®98pvorkldn bteracy sponsorship, whieddeda focus on writingo
New Literacy Studies, examidéow people learn, devagh, and practice literacy through the
influence of discernible or indiscernible sponsoreBégn her articl e ASponsol
by historically framing the role of apprentices of reading and writing through print
apprenticeshipUsingover 100interviews with diverse multigenerational adults, Brandt tdace
the social, culturaland econona influences responsible for creating inequitable access to
literacy.She defind literacy sponsorssiany agents, | ocal or distant
enalbe, support, teach, or model, as well as recruit, regulate, suppress, or withholdditamdcy
gain advantage by itinsomeay 6 ( p . 2). didét quelsde | @add Mmeavdhioe an

a Spons ordhow cdtbra attitudes toward writing aneading could be illuminated

through tracking which individuals or agencies became litenaogsors. Particular sponsors in
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peoplés literacy lives have ranged among older relatives, teachers, priests, supervisors, military
officers, editors, and influerai authors.

These sponsors affect what, waypd how people write, read, and acquire litgrdut
they are not always aware of their own influence on their subjects. The sponsor/sponsored
relationship has complexities and benefits. For instance, the@mohparty might feel obligated
to the sponsor and t he shpnagimt begoliticallydr econemicallyy pr e
motivated. On the other hand, economic and political demands have made it necessary for
individuals, particularly the diser#nchised, to have adequate sponsorship. Unfortunately, as
Brandt revead, there is an inedty of sponsorship across a caste system of race, economics
and patriarchal political privileges.

Through her case studidrandtalso illustratd transformational potential for
sponsorship, both for the sponsor and the sponsored. | antitipatenyresearch can promote
reflection on ways in which educators can create more accessible, equitable spaces in and out of
the classroom where participagdearning spaces are fostered, where definitions of literacy are
transformed to become more inclusivedofersity, and where a closer investigation of the
|l iteracy i nfl ue n ccansssistusinexpandimgdhe role af ibeadied tdigi | | f e
literacies, media, communitieand schools.

By examining the dynamic between the brokers of liteeawythe recipients, educators
andcurriculum plannersan recognize disparities in power structures, econgamckaccess
routes affiliated with leracy instruction and endeavor to create a more nonpartisan literacy
cul ture and pr amrheriearlg workason idetifyingand defimingshow
sponsors of literacy operaten encouraging and hindering literacy, but other sociocultural

theorists argud for more critical research methodologies to accompany theories on the social
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and cultural costructs involved in literacy. In their bodeframing Sociocultural Research on
Literacy: Identity, Agency, and Powerewis et al. (2007advocatd for sociocultural research
to take a more critical approach to questions of identity, agemcypower.

Similarly, in alater work Brandt(2009) noted hat A An anal ysis of sp
of literacy would help educators everywhere to think thrahgheffects that economic and
political changes in their r egwitktanlreadrtleirhavi ng
chances to sustain that ability, and their ca
purposes of my own researcltwdsma i nl y i nterested in Brandtés ¢
the roles of literacy sponsors in our liveesd the potential for affirmative sponsorship. In fact,
my preliminary readin@f the research autobiographies yesldubstantiakbvidence that
preschool exposure to reading, guided by family members and visits to the,liveagthe most
influentalfact or s i n encouraging aesthetic engagemer

I n another article, ARemembe@BrianngdMrsi t i ng,
anal ysis of the 45 interviews she conducted o
reading and writing prompted her to profggssVh at most sur pri sed me i n
differently people described the settings of yaehding and writing and the feelings
surrounding their ep46l)ynthesway@namttardicipated voihnthéh e ac h o
method and some of the findings from my study of reading autobiographies, but such findings
are no longer a surprise.

Part 20 The Teaching of Reading and the Role of Reading in the Composition Classroom
Empowering Student Readers: Enbracing 21st Century Literacies in the Classroom
In her recent bookddolescent Literacy and the Teaching of Readdeporah Appleman

(2010)wondeedwhether she should label herself an English teacher or a Reading teacher
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noting that teachers of Engfi (includingherself) have traditionally resisted the idea that they
must also become teachers of reading, since reading was the business of elementary teachers.
Yet, Appleman, who is notable for her work on teaching critical theory to adolescentsirteas co

in recentyears to recognize that even in teaching critical thestry has been teaching students
how to read.

In her introductory chapter, she reealher experience with teachimgintroduction to
literaturecoursein a maximumsecurity prison, wire, as in albf her otherecentclasses, she
began with a reading autobiography assignment
you love about reading? Were you a successful reader in school? What books do you remember
most vi vi disiggl,dherbBspanseswene mdicative of remediated, struggling, and
eventually noractive reading lives. Applemdaundherself discouraged and gdiitiden at the
prospect of having been part of a failing pedagogical approach to literacy that pratdéynati
and sygematically dichotomized the teaching of literature from the teaching of reading. The
intention of her bookvasto investigate and propose possible approaches to unifying the teaching
of literature and the teaching of reading skills underwnbrella of he teaching of literacy.

With a shifting |iteracy | andscape where o
surpasses our own, but with the onus on us as their educators to lead their literacy practices, the
challenge is to bridge ¢hliteracy ga (in both traditional and digital skill sets) on multiple levels,
and to do so quicklyApplemanastutely notd that the end goal is the same for all teachers of
English, whether one considers oneself a specialist in the teaching of l#eedygis orn the
teaching of decoding: we are all interested in promoting the reading and interpreting skills of our
studentsAnd that interest intersects with at least one of the aims of my dissertaliich is to

uncover the persons amstitutionsthat sponsored literacy in individuals who developed into
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strong readerd his alsomeansecognizing successful strategies, whether intentional or

unintentional, that can help English educators and pai@stspe approaches to teaching

literacyin waysthat support and foster the development of strong readers. Appleman codtribute

much to my search for such strategies both in her book on reading and in her even more

influential book (2009) on teaching ticial theory to adolescents, where she demoesthatw

teachers can successfully help students make meaning as they read by helping them understand

that reading is not just an academic act; it is a social, cultural, polamiglobal act
DonnaAlvemanndés (2001) positiyanstrugiignfoer on ef f ec

adolescents (middle school and high school students) prdstoé¢egies for more student

centric, diversegand participatory means of engaging students in their own literacy learning.

Alver manndés stance i s t Btedtparttedhteprepdrefnoddle sshoa dnd ma n y

high school students for societal literacy demands are not substantial enough in this swiftly

progressing information age, and so it is incumbent upon literacytedsita broaden traditional

classroom mentalitiethat focus on transmission model, teaetemtric instructionand basic

academic |literacy skill s. Rat her than the fAsk

authority figure, the text is a depasiy, and the student is the receptacle, Alvermespouse a

participatory model that engrosses and motivates students by incorporating varying forms of

texts and | iteracies, both for mal and infor ma

offered specific strategies for applying her suggestimnslassroom practice and valuable

reasons for doing so. One method she recomatiad form of critical literacy instruction,

involving students in highdevel thinking, not just about what the text saus about the

production process of what theyateand write, such as how an author creates and represents the

ideas and presentation of the writing.
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Alvermann(2001)propose that we can reconcile student frustrations or-slowtn,
stimulate student matation, and encourage literacy sdfficacy if we acknowledge that
studentsé daily soci al practices of | anguage
of the informatiorage, should dictate the curricular direction of literacy instructias time to
accept that 0 Doaxipniiousteathérse readiog skpereidors, curriculum
coordinators, and principals in middle schools and high schools across the country, young
peoplebs I|literacy skil | s mandsefliving in arkirdoenfatiomg pac e
agethatchange r api dly and shows no sign of sl owingbo
importance of academic literacy, Alvermann ascouneédfor the needs and interests of
students whose mul ttobe tosesideretealassraoi ingtruckor.t s 0 need
Adolexent sd mul tiliteracies janddgitalgeats;thise t echnol
educators should encourage studgarerated literacy tasks that assist them in using these forms
of literacy in the classiom for critical thinking and production.

Alvermann (2001)also cautioedt hat a narrow view of | iterac
students who may learn better in more socially interactive settings or whose literacies (e.g.,
visual and computer) span a bdearange than those typically emphasizedin@dho | i t er acy o
(p. 10). Iwasinterested to see whether the participants in my study repeesemhe of these
disenfranchised students who could have benefitted from a more inclusive form of literacy
instrudion in school. Most notable imerarticle, withrespect to my own researshas
Al v e r npeoberinfoghe benefits of incorporating new technologies into literacy instruction at
a more extensive and prevalent level to establish a more inclusive educational environment. This
is a viable 21st century red of bridging the gap in forms of sporsdtri p and i n what

as literacy between in school and home reading skiN&rmann like Applemanhashelped to
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shift the paradigm of how literacy is taught in schools, and they each augment our nddegsta
of the need to redesign the consum@dpicer dynamic of the traditional container classroom by
inviting students to be ecollaborators in the learning process.

Discourse in the Literature Classroom: StudenDriven Dialogue

The advantage of a socigdtural approach to literacy instructiontigt it helps to dispel

the Abl ame the kids, not the schoolso attitud

that influence behaviors, attitudes, discourses, and practices that contribute to thelinda | 6 s
developmentWe can begin toandersand how to best teach our studemtsen werecognize that
they are part of a larger culture, one that is not universal, and one that is not always represented
or invited into the classroom. One place where th&ssions between culture and classroom can
arise is in the discussion of literature. In thidational Council of Teachers of EnglishGTE)
reportThe Language of InterpretatipMarshall, SmagorinskyandSmith (1995)conducted four
studies of differenpopulations and the discourses used in disicms of literature. They
interviewed students to gain an understanding of how discourse about literature shapes how
students read literature across various contexts.

The exploration of ways of talking abouteliature across various grodpboth inand
out of schoad revealed that typical inevitable patterns of discoarsemployed in literary
conversations. One of their conclusions was that even when the teachers intendedgpolgrge
discussions to be stadtled and dictated by student intelegheir vision was not in sync with
the actual execution. Instead, what resulted was that the teacher still dictated the patterns of
discourse in group discussions of literature.

A chief complaint of my own studeshas been that too oftegheir high €hool English

teacherdiadi mposed i nterpretations of I|iterature
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invalidated for having an alternative way of seeing the text. This is one way in which we might
be nki | Igifonauostudeetsa Marshall et al. ed (1995)pedagogical alternatives to
counteract these concerning approaches to facilitating discussions of liteBgtassigning
students new roles in the literacy activities in which they are engaging, eduzatognhance
studentsé6 dswoeolaki s@mi Ge e, 1996) .

Marshall et al(1995) posedmportant questions about what constitutes effective literacy
instruction and confirmdthe overlap in literature and reading theory. This interdependence of
literacy and reading instruction, also acktedged by Deborah Appleman (2010), means that

talking about one instructional process can assist in knowledge of the other. Marshall et al.

determindt hat Ait seems i mportant turehelpshaperetdderan d

texttransactionby f ostering specific ways of ought!l ki ng

an understanding of the assumptions about teaching, learning, languoddjeerature that
inform discussions about literature (p. 128)

Reading autobiographies of English educators provide narrative accounts of the

participants®é assumptions about reading from

perspective. Chronicles of successful readers can indicate which dialogic approditbedure
create tensions in reading experiences and which foster a spirit of aesthetic engagement.
Ma r s h al (199%findingsl aboGt she similarities and differences in how literature is

discussed across-sthool grade ranges and in -aifitschod contexts might assist in explaining

h

é

data in the reading autobiography thatresdal scr epanci es i n the partic

school andhonschool reading experiences.
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Critical Literacy and Habi ts of Mind: Exploring the Link
Between EarlyLiteracy Experiences and Reader Mindsets

| had just taken to reading. | had just discovered the art of leaving my body to

sit impassive in a crumpled up attitude in a chair or sofa, while | wandered over

the hills and far away in novel company amsrscenes..My world began to

expand very rapidly...the reading habit had got me seciveslls, 1934)

H. G. Wells descriletthe experience of reading in the idyllic ways that teachers of
reading and literature dream for their students and that LRaisenblatt intended when she
portrayed what it nmoeaklvsen oi fr ecaudr fsateusd enrettsi ccad nhe
reading experiences as transcendent as Well sbo
convey, there is a need for serioussid@ration of how we can help students maintain this
divine bond with literature into and throughout their academic andgoastemic lives. While
some of the individuals responsible for the architecture of English education focused on theory,
others focued on curriculum, others on political reforand still others on teaching
methodologies. As a college teacher of literature and composition, | am interested in how early
literacy sponsorship, attitudesnd behaviors influence or possibly shagpertermreading
mindsets, behaviorand habits.

I n APerformative Literacy: The, Shaidant s of M
Blau (2003b)suggestdthat we teach literature as a process of text construction; link teaching of
reading with the teaching ofriting; encourage reeading; create assignments where students
record and reflect; model how students can use flagging and underlining of tecto tiaty
understand; practice cold reading; and collaborate with the teacher and student on new material.
Tobegin, he providdkan overview to Myersé (1996) five de

from colonial times to the late #0century: signatureecording, recitational, analytiand

critical (Myers) or disciplined (Blau). Disciplined literacy, aatiog to Blau, is more active,
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responsible, responsiyie includes sekselection of texts, independent interpretatj@msl an
abil ity ¢ aitcideaadoresigtimpased vales Di sci pl ined | iteracy
major literacies: textualntertextualand performative, which include skills such as critical
thinking, cultural literacy, prior knowledgand comprehension of signifiers.

In addition to the review of prior formal literacy notions, the outline and qualities of
disciplined literay, and the explanation of the essential skills for disciplined literacy, Blau
illustratediper f or mat i veo | Hddandadesyribdis e vaat tomi t s or dh
mi nddo necessary for performative |iteracy:

1. capacity forsustainedocusedatiention,

2. willingness to endure confusion,

3. courageousness in takingellectualrisks,

4. motivationto read, reread and experience failure

5. willingness to endure confusion and doubt.

6. independece and flexibility ininterpretation,

7. selfFmonitoring whenreading an&mployment ofmetacognition
Next, Blau offeredrecommendations for classroom practices that encourage and provide
multiple opportunities for students agquirethese traitsMoreover,the best context for such
instruction, Blaussered i s a cl assroom that op(kave&t es as a
Wenger, 1991 )where students are participants and collaborators in workshops that take up
genuine problems in interpreting and critiquing difficult classic and modern texts. biig-aw
winning bookThe Literature Workshop: Teaching Texts dineir Reades demonstrate how

such a classroom operates and elaborates the theory behind his prEgisc€ygotskian
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socially mediated learning approach is also evident in reading apprhiggeshich can offer
valuable prospects for individual and communakréty learning in the classroom.

Collaborative Literacy Sponsorship: Reading Apprenticeship,
Communities of Practice (orUncontaining the Container)

Metacognition, mindfulness, digdinary literacy...this is the rhetoric du jour in the
teaching of reading. IReading for Understandingchoenbachkt al.(2012)illustrated the value
of encouraging student readers to practice thinking about how, amdatvhy they read, or in
simplerermsiit hi nki ng a b o Mdtacdgritieeiconvetsdtions built araund
personal, social, perceptivend knowledgéduilding dimensions assist students in understanding
their own reading attitudes and perceptions @n improve their prospects foarticipating in
disciplinary literacy habits. Reading apprenticeships provide a collaborative social context for
maki ng meaning of texts. Through this Atool ki
own mental proesses, students develop cogeitivols necessary for the kind of performative
literacy and habits of min@thich Blauexplored in his works.

Predating Schoenbadllatrtall e, CiARolCulLe¢ee@dal | vy
Apprenticeship: Teaching African American High School Stisl&kills in Literary
|l nterpretationo presents her study on the val
classroom. Lee offeda culturally resposive pedagogical approach to discussing literature in
the classroom, specifically urban classroahthe underserved impoverished students of certain
ethnic and racial backgrounds. Traditional approaches to teaching reading comprehension, she
arguel, aredevoid of intellectually challenging and culturally situated strategies. Instead, she
proposd thatengaging literature discussions in the classroom might be prompted by a
culturally-based cognitive apprenticeship, as per the definition supplied by C&8lfimsn, and

Holum (1991), where the distinction between traditional apprenticeships (producienyatile
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tasks) and cognitive apprenticeships (making a complex idea visible) relies largely upon the
school setting as the domain where the apprenticeship occurd99gasseredthat
AAppropriating the model of a&ghersoflieratuteitowstadyappr e
not only expertise among |iterary critics, bu
Utilizing mixed methods as a teackresearcher, Leeprovidel background research and
conducedher own study on reading comprehemsstrategies and how they are currently and
can ideally be taught. Sheinett he per spective of the Aliterac
cultural deficit thinking by provinghat it is in fact the approaches to teaching reading
comprehension that are auélly irresponsible. She revealthat there is a gap between what
students know and how teachers incorporate that knowledge into their pedagogical approaches.
Lee provide adefinition for cognitive apprenticeship that requires modeling particular skills
order to assist the students in critical engagement that helps them to improve on novice abilities.
By applying a sociocultural model to her classroom pedagogy, Leecaltbase who are
new and inducted to that learning environment to have immeatiagss to all that membership
implies. The process of students and teachers sharing what they are thinking as they
collaboratively figure out whas going on around them halgll involved feel a sense of
belonging in that community. In my own researchH analysis of the reading autobiographies, |
aimedto propose ways in which we can design spaces where the same form of home literacy
sponsorship and practicespprenticeship, communities of practickynds of knowledge)
mentioned by the participants chea invited into the classroom in a way that allows students to

feel like contributing, involved members in a community of readers
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The Role of Teaching Reading: Promoting a lAce for Literature at the College Level

There exist competing theories of comiios vs. literature, and the prevailing concerns
in the teaching of literature over the last century are rooted in dichotomous pedagogical and
theoretical underpinnings: tegentered vs. reader/studar@ntered; independent vs.
collaborative; produebriented vs. processriented (Blau, 1993, p. 1). Prior and subsequent to
the formation of NCTE in 1911, the democratic mission of whiekt o fipr omot e[ s ]
development ofiteracy, the use ofanguageo construct personal and public worlds and to
achieve full participation inagiety, through the learning and teaching of English and the related
arts and sciences of languagi@eracy edeation was grounded in the ethical, classical, and non
academic traditions. The firgthical)focused on moral and cultural developméeimé second
(classical)on intellectual, disciplingdand close textual stugdgnd the third on neacademic
reading 6r enjoyment and appreciation (Applebee, 1974) pln the latter two forms, texts
were essentially vehicles for reading instruction, gramnh&toric and oratory; it was only in
the nonracademic tradition where literature was not positioned as &otoather literary skills.
The implementation of standardized college entrance requirements by 1900 (Graff, 1991, p. 99)
was impetus for estabhing literature as an independent area of study, but also created some
backlash, which resulted in diverse aftbn competing alternative narratives for teachers,
students, theorists, researcharsd scholars, some still rooted in formal approache®tmsts
seeking more progressive models for teaching English.

Literacy educators can help studentsaoogniz that there are multiple ways to analyze
texts, that their own responses TO texts also constitute &éextghat all forms of texts (the ones
they produce and the ones to which they are responding) are interrBlatteid. order to do that,

many teachersfavriting need to understand that they must also become teachers of reading,
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even in higher education. More recently, Ellen Carillo (2015)tedio u t  thedmajority of
scholarship on reading is almost 20 years old, instructors are at a loss formsganth and
scholarship to support their teachingofwrithg and has ar gued for currert
conversations about the teaching ofdiag becoming more prominent in compaosition
classrooms. She conteett h a@\bandbning reading as a subject wgrtf sustained attention
and research in the field puts composition instructors in an untenable position wherein, although
reading undeniablylpys some role in firsgear composition, these instructors lack the resources
to develop reading pedagogiesthat | | compl ement t hei rSclwles ti ng p
(1985, 2002, Blau (1993, 2001, 2003a, 2003Warillo (2015) and other researctelike Nancy
Morrow (1997) who undergsbdthe integral nature of reading and its relationship to writing
offeredcompelling arguments about the need for more research and attention to making
necessary pedagogical changes in the field.
Toward a Democratic Redagogy of Textual Interpretation

Inhis1 871 essay iDe®e mWalrtat Whredibinending sseaf e r
democratic fAprocesso that requires exercise o
engagement, an active transaction. He metaphoricallyritbed how, as a nation, a change in
reading habits can serve as a prototype for a transition towards democracy, where the reader has
as much authority of imagination as the author. Likening the reader to an athlete, Whitman
hopeal to make reading an egalrian sport:

Books are to be cdtl for, and supplied, on the assumption that the process of reading
is not a half sleep, but, in the highest sense, an exercise, a gigstragjgle; that the
reader is to do something for himself, must be on the, ahust himself or herself

construct inleed the poem, argument, history, metaphysical &sgaeytext furnishing
the hints, the clue, the start or framework
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Here, the relationship between the reader and the text operates on a dynamic, individualized
corstellation of meaning.

Similarly, morethan half a century later, Louise Rosenblatt identified reading as an
Afevent 0o that necessitates t he;thaopenmiededaess of on
willingnessand confi dence t ohrolgh hteeatugeand tiieaetgrnanatioreto ¢ e 0
sift through provided clues and details to access and reconstruct the text in a thoughtful, socially
meaningful way. Rosenblgtt983) claimedt hat @A The p etaticnassmore ammplex nt er p |
than that, howmeer . The reader must remain faithful to
potential clues concerning character and motive. But he must do more than that: he must seek to
organi ze or i npldrRoserblativasaexgiditinbdr gobs forthe feader, the
teacher, the text, and the interplay among thatmether they use the same terminology or not,
Whitman and Rosenblatt idenéfl the transactional natumdten existing ireffective,engaged
ard meaningful reading.

Rosenblat{1983) recognizé that strong readers have a healthy curiosity about how
human behaviors and social conditions are produced, and they are inclined to sescarttiee
world and literature through a causedeffect lensSheincisivelynotedt hat ATkt st uden
needs to acquire mental habits that will lead to literary insight, critical judgment, and ethical and
soci al understandingo (p. 71). I n order for t
be motivaed enough to work through the essdrgiaps toward the process of attaining the
necessary omdmt sl bergiWhtad e fegaeé ssrieenin a studen
nurture or inhibit this curiosity that seems an essential condition for becorsungessful

reader of the caliber of ¢hadult strong reader participants?
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l s it the school ds place to involve itseltf
well-being? Rosenblafl983) poselt he question for the reader: 0
college be concerned with the demanent of emotional attitudes or with preparing the student
for his personal as wel |l a s ). hhe answenslepmvadis s oci a
evenmor e relevant today than it was at the ti me
communit, economy, home life, society, culture, politiaedinternational affairs require
changes in attitudes, habits, goals, notions of success, amdlisgl€ewhichall require a
support system for youth that daemdthiedmpal nbas
163).Rosenblatt promotkschools as sites of opportunity and the genre of literature as sites of
emotional and intellectual exploration.

One Ske (andOne Test or Text) Does Not Fit All

In the early 1990s, a new language arts assagsaxamdesigned by approximateRb
teacher®n behalf otthe California Department of Educatipassessed the reading and writing
of all 4th, 8", and 10th grade public school students in the state (Blau, 2001, p. 183). For the
reading portion of theelading and writing assessment, the development team designed a reading
scoring guide reflective of &point scale based on various levels of reagi@dormance.

Al igning with Sheridan Bl aubs criteria for pe
reading performanceo included taking risks, ¢
the text amidst their own history and experienaéisdg in gaps of meaning, acknowledging

contradictions, and engaging in insightful, reflective meamiking. Operating under the

premise that #Apower ful readers require compl e
demonstrate their accomplisermt s as readerso (p. 186), the re
Al i t e-cen.tric insteadof informational.
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Despite the professional experiences and opinions of the test creators that the CLAS
(California Learning Assessment System) test was innovative and successful on multiple levels,
the test and its creators were met with potent and widespread oppd@sittonding to Blau
(2001):
The fact that the test honored reading as an experience and therefore invited students
to describe their own responses to literary works and that the scoring guide directed
assessors to evaluate the thoughtfulness and coityplexo f a st udent s eng:
text was all seen as evidence of an attempt on the part of the state educational apparatus
to control the thoughts and feelings of studefts191)
The common perception among parents, public officaald even morgaditional literacy
educatorsvasthat inviting personal response to a text is an invasion of privacy and borders on
playing psychiatrist and serving as a moral barometer.
The literary selections, too, engendered hostility toward the content, thetitedeat
and language expressed by the authors of those creative works (the excerpts were largely taken
from already approved textbooks). An out come
wasthe discovery of vastly paradoxical notions of reading et between language arts
professionals and the general public (for more details, see Figurim Bldl, 2001 p. 202). At
the heart of this conflicting conception are questions of culture, tradition, hugreardtagency.
Who areour students and valhis our goal for them? And how much of our own ideologies as
|l iteracy educators comes in direct conflict w
How we position reading in our classrooms becomes a tenable issue when we must consider
readingabot h Aa private activity and as an academi
(Blau, 2001 p. 202).

At the college level, too, exsan array of contentions among those in the field; Erika

Lindemann(1993) claimedhereisii n o p | a c e 0in freshmanlcontpasitioa because

53



literary language inhibits student writing and immersion into the language of the ac&kmyy

Tate (1993) resporedit o Li ndemanndés provocative assertion
that no text should be excludeddahat students should learn how to engage in a variety of

di scourse modes, ones that ref |[(I®%}largwenhati e ducat
the place for reading is not an ideological, but a developmental issue in the composition

classroom, andonfesses thdilhe problem for me, at least for the moment, is not whether or

what students should read, but liofw. 201).

Gerald Graff(2003)offeredt he suggesti on boafdntdeacmithel go
(2002)advocatd modeling for studentthe many perspectives available in critical texts,
enablingstudenis o fAisi tuate their own readingeachin rel a
students critical readingp(170). The act of reading is positioned here as a process by which
studentsearn to understand and begin to interpret the feelings and thoughts of others, by paying
careful attention to the words and intentions of theewrin this scenario, the desired
pedagogi cal approach is to chamgeooton defansi b
curriculum to include differing perspectives, and to move our students toward a culture of
participatory democracy wheregtitommon referential becomes an appreciation for differing
viewpoints rather than the seeking of commonalitiehe language of a text.

E. D. Hirsch(1996)advocatd literacy instruction based around a core knowledge
curriculum. He assextit h a t irftipahaém opschooling is to promote literacy as an enabling
competadrageed For ef f e c tearving to takealace, clase members need to
share enough common reference pointHirssho enabl
calledfor educators t@nabe their students to be competent, literate individuals with a shared

body of knowledges a starting point for learning. Yfalidity in Interpretation Hirsch (1967)
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referredt o t eacher s as NG dultiad itwaaraubiexd séteabhmgasha a n s
business, devoid of creativity and individuality. Another solution, rattzer timifying the

curriculum is unifying literacy practices, especially through effective methodologies for
teaching how to read literature.

Why Read? And Why Literature?

But before we can address the question of
fundament al question AWhy read?0 Even more spe:q
nonfictionas part of standardized testiagds t u d e eodcpationpmtla digital culturethe
looming question i§\Why continue taread andot e a ¢ h | iinther recent book&Hy o
Literature?: The Value of Literary Reading and What It Means for Teac@ingtinaVischer
Bruns(2011) offereda less clintal answer to the questiday proposng that thenovelis an
agent of seldiscovery and potential transformatic&Ghe discusskthe individual and societal
value of literary readings an effective occasion forwerking our conceptions afurselves and
others.

WhatBrunscalledii i mme r s i viecarporatesdodeinblagtian aesthetics and
reinforces the possibiyi that reading instruction, in its conventional modes, is often antithetical
to Al it er adPyoblematr toe, shie emndeddima culture in which literary reading
has lost its value and is not perceived as worthwhile. This mentality leadsttations for
students and for teachers of literature and deprives them of an important formative experience
with literature. Wthout the intellectual and emotional investment in the text, studantsot get
caught up in (immersed) or reflect on therature and on their own reading in critical ways.

Bruns defenddthe value of reading literatueand offeedrecommendations fdrow to teach

literature, especially in an environment where there is a problematic distinction between personal
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and academiceading.This brings us back to the conundrum of private vs. academic reading;
how do teachers of reading (and writing) prevenatwelly Gallagher (2009) catl
AReadicideo in the classroom?

It is possible thaéven themost weltintentioned teachers oéadinghave been part of
Athe systematic killing of the | ovhvambmg r eadi n
practices ound i n school s o0 Agabableresaugck ®rrascertdifingthe p. 2) °
resultant attitudes, habjtsnd applicatins of formal reading instruction is the object of the
instruction itself: the student. Few studies have invited adept readersath in narrative form,
their memories with reading. Reading histories of strong readers who have transitioned from
literacy student to literacy teacher (of course, we are always still students of literacy, no matter
the level of mastery) presumablypees ak v ol umes about the writer6:
instruction and unveil firshand responses to various pedagogical amicalar approaches to
teaching reading.

Concluding Thoughts

This review of literature revead some of the pioneering developments in sociocultural
theory and |l iteracy 1instruct idiscoveriesbsuttheui |t wupo
development othe learner through social practices. It was my intention to establish the
conceptual framewar of my study and to elucidate At he s
expectations, beliefs, and theories that supp
p. 33). The broadanging definitions of literacy affiliated with a sociocultural paradigostbe
acknowledged here as both advantageous and potentially tosamigieag to be meaningfully

contained to practical uses in English education.
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Still, byint er secti ng lHewd harsd (WeOBgeraddHailio®H 1) ,
(2000), Ge® €009) and Molletad s 2) ibrb\éations on literacy events, literacy practices,
communities of practicesituated literacies, discourse communitaesd funds of kowledge,
respectively, with Deborah Br and ofditeracy,l 998) pr
established a scaffolded lens through which to analyze the origins and effieatssohool and
schoolrelatedl i t er acy s p ons or aingattitudayandghahitd as @onveyadnnt s 6 r
their narratives. In conjunction with Applen@sAlvermanrd ,dVlarshall et ab ,sSchoenbach et
alband Bl aubs innovative pedagogical applicati
theories with an empbkes on cooperative meankimgaking processes, | hope to unearth
possibilities for alternave, forwardthinking, and equitable literacy practices in English
education.

Further review of literature on current practices in the teaching of reading andiléera
could reveal transformational domains where circumstances for litecacyrences and
sponsorship are more universally accessible and are offered thraatgleiliry modes that are
not constricted to the boundaries of a container classroom. Thastotmed practices will
necessitate new ways of seeing and utilizing cae@aed virtual spaces inside and outside of the
classroom. In order to situate sociocultural theory and practices in the context of my research on
the histories and habits of suss@ul readers, | endeawatto construct a narrative inquiyased
researchmethodology that accounts for the various social and cultural conditions, and the formal
and informal literary sponsors who have influenced the narratives of my participants anth i

out of school.

57



Chapterlll

METHODOLOGY, RESEARCH DESIGN

Introducti on

In this chapterl describe the methodology of the three studies, including the study
design, research subjects and sites, data collection, potential ethical limitationscaoiies
for data analysiand interpretatiorDrawing from the scholarship of ConnelindClandinin
(2006)and their seminal bodKarrative Inquiry: Experience and Story in Qualitative Research
my methodologynvolved narrative inquiry, the study of o

people shape their daily lives by stories of who they and others are and as they interpret

their past in terms of these stories. Story, in the current idiom, is a portal through which a

person enters the world and by which their experience of the vgariterpreted and

made personally meaningful. Narrative inquiry, the study of experience as story, then, is

first and foremost a way of thinking about experience. Narrative inquiry as a

methodology entails a view of the phenomenon. To use narrative imgetingdology is

to adopt a particular view of experience as phenomenon under §udy5)
As a design for inquiring into and understanding the experiences, over time and space, of a
particular group of strong readers, narrative inquiry serves aseativef paradigm for acquiring
and examining firshand the reading attitudes and practices of English educators who are
representative of strong readdralso explain what dlid as a narrative researcher and how |
wentabout applying narrative inquingsamethod for analysis and interpretation in my study. |
account for the ethical limitations of interpreting narrative data, as well as the fact that through
narrative, we can organize experiences and assess the cultural significance of our own and
othesOnarrative discourses.

Geebs framing and i nt eweaierasdisadtaeadmydata di scou

more effectually for codes, languaged culture and to interpret emerging themes of time,
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setting and place situations that appear as thefnoes my participantsUs i ng Geeds (199

definition, Discourses are:

eways of behaving, interacting, valuing, t
reading and writing that are accepted as i
peopl eddfcgrbups obpeopleé Di scour ses are ways of be
They are ways of being in the worl déthey a
products of social historyp. viii)

Though there are other scholars of narrative inquiry &lisoourse analysis, with their own

distinct and useful approaches, | elected to apply Clandimdi©€onnelly and Gee, respectively,

for their integration of theory and research methodology. Soltimal theory and terminology

servedas my theoretical fme for analyzing, exploring, and explaining the multiple ways in

which the reading practices and accomplishments of my research subjects were shaped by

particular social and cultural factors.

Autobiographies of Life as a Reader Layered Stories and RichResources

Autobiographies of Life as a Reader, or Reading Autobiographéekyered storiésof

oneds personal |l ife, of oneds interacbson wit

reaction to a lifetime of reading. As a tool for discovang selreflection, these narratives
assist in locating the people, placaisd environments that encourage and discourage our reading
habits. Students, parents, researctaerd English educats can learn how they initially
attempted to decode writteext, how they first encountered reading for pleasamd how they
came to view themselves or be viewed as readers anceadars.
Reading autobiographies can inform us abouethgronments, spacesnd contexts in
which we learn best and feel most dortable. The library, a couch, a corner of the classroom,
can have a significant impact on the frame of mind with which we read and on our feelings

associated with the act. We calso get a sense of the internal and external motivating factors that
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leadto our resistance or willingnesstoredldar r ati ve research of stroni
histories might yield propitious material to assist researchers, educators, curriculuergpéarth
parents in understanding the influence of these early literagrierpes and the implications of
in-school reading practices that both align and conflict with home reading practices.

In addition to evaluating and interpreting what the readirtgtaographies say, |
observe both what the participants recall and thestires in their narratives, the moments where
guestions arise for the reader and possibly for the writer too. After all, narratives are comprised
of reconstructed memories. Therefothe attitudes expressed toward their literacy sponsors
during the procesof writing and recalling these instrumental moments and persons might not be
reflective of how they felt about those significant persons at the time of the originating event.
There are, admittedly, subjective aspects to and gaps in memory, which gentsdito be
assumed and acknowledged in the process of analyzing the reading histories that constitute the
data for my study. The narratives are subject to distortion, as isdbssaey act of restorying
them as | attempt to chronologize and categdhizee memories.

Not to be ignored, either, is the residual opposition to employing thgérsbn voice in
research. ElyVinz, Downing, and Anzul (199 @rguel against the critics of this narrative style,
citing the fact t halemad€ agaimstthe use of §irst pepsbnywritingpin ¢ a s e
research that seeks to see life from the eyes of its participants, that rests on the assumption of
multiple manings, that shares with the readers the stance and process of the researcher, that is
produed within an i nter @@&6).iThoegh kIt al.iaccepgdeven | anguag e
perhaps advocaleforwardthinking approaches tthe nature of qualitativeesearch and the use
of first-person narration in it, there still exists a bias among sotliespars, professional

organi zations, and researchers (even two deca
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toward more traditionally objective writing anesearch styles. Constructing a strong narrative
methodology and utilizing a theoreticalfitawork, though, can reconcile these concerns. My
methodology and theoretical framewavkre essential for apprehending the reading histories,
positionality and spnsorship of the participants.

Research Questions

1. What can be learned about the early litgraxperiences, reading practices, family,
community, schogland cultural influences, personal attitudssd habits of a group
of fistrong adult readers throughe firsthand narrative accounts of their reading
lives?

2. How mighta study that compares aodntrasts the reading lives adlultstrong
readers withremedial and honors freshmasyearcollege composition studergsrve
to highlight experiences and contettiatmayfoster orobstruct the development of
highly competent readers?

3. What are the peogical, curriculgrand cultural implications of the findings from
these studies for families, teachernsgdschools?

| usedthree sets of case studies to answer these questions: adult doctoral students in

English education at an vy League universigmedial freshman composition studeairsd
honors freshman composition students froBayear community college.

Defining Narrative Inquiry

We are, in narrative inquiry, constructing narratives at several levels. At one level it is
the personal narrves and the jointly shared and constructed narratives that are told in
the research writing, but narrative researchare compelled to move beyond the telling
of the lived story to tell the research storyNarrative and life go together and so the
principal attraction of narrative as method is its capacity to render life experiences, both
personal and social, in relamt and meaningful way8Connelly& Clandinin, 1990,

p. 10)
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I n Rut h ViConpdsiag a(T@éabhth@ Life: Partial, Multiple, andn$etimes
Contradictory Representations of Teaching and Learning Literaturarrative inquiry into
threel i t erature teacherdsdt cerxypiemrg eansc efsg psrhoec @ sdse na
ourselves, an attempt to make sense of our lives. Selectingparing, organizing, and revising
these stories are ways to illustrate and explain what we beliewgrgnd he transformation of
|l ived experiences into words is one waw of be
the saliency of narrativenting as a means of articulating past and present experiences and
positions narrative inquiry as a valmpenended form of qualitative methodology. Her
description of the processes entailed in selecting, writing, reading, translatingamstreicting
narratives characteride¢he reflexive and reflective nature of dealing in narrative structures.

What stats as seHnquiry in the composition stage can begin to be explained through a
narrative researcher s anal yisyitime, sotial comdigion o mmo n
and place (Clandini& Connelly, 2000). This narrative mode of construirgways human
beings view the world can reveal the Ashiftin
phenomenon und e r& Hsltenindpyess, p( 9Cdnédmag lead to new theoretical
conceptions of peopand@andinem@IP@explagadthie sultiay€redn ne |l | vy
interaction as being fArefined into the view t
construction and recatruction of personal and social stories; learners, teachers, and researchers
are storytellersandcharacte i n t heir own and other's storie
narrative inquiry situates the researeparticipant to examine how meaniisgconstructed, how
lived experience is understood and recreated in the,mimthow narrative languagenche
used to restory themeaning and interpretation of these experiences among the participants and

the researcher.
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In narrative inquirytheresearher 6 s r el ati onship to her own
restorying of the stories that serve as the field texts. Ollerenshaw and C({@®@2)elucidates
howfiln the restorying of the partemgarrghvent 6s sto
researcher includes rich detail about the set
setting in narrative research may be friends, family, workplace, home, social organization, or
schoolthe place in which a story physically occs 0 (). puringh® process of sequencing
the settings, characters, actions, and phenomena of the field texts, the researcher accounts for
past, presenand future experiences and situations of the storyteller.

ConnellyandClandinin (1990) furtheridtinguished between narrative storyteller and
narrative researcher, explaining how fApeopl e
lives, whereas narrative researchers describe such lives, collect and tell stories of them, and write
narratves ofexpei enceo (p. 2) . Id how asdreseéatchers mquiriigintey el uc
worl ds of which we have played a part in cons
(p. 61). Itis, then, incumbent upon the researcher of narrative @éotsito cosider our own
and our participant s 06,anddutue dimensions oehow teesenwvarlds p a s
are situated in stories of our experiences. In narrative inquiry, the story is the subject of study,
but narrative is also an effé@ mode ofexpression for the humanitibssed researcher who
studies human culture and the means by which humans process and document the human
experience. Story helps us to construe our lives, our leamarigour teaching; narrative inquiry
provides aneans of nderstanding and analyzing the layered nature of these stories, including
time, place, eventand themes.

A narrative inquiry approach to research requires the complex task of engaging in

meaning making while studying the meanmgking processes of thesearch participants. In
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Acts of MeaningJerome Bruner (1990) explarthe cognitive psychology of narrative,
delineating it as an alternate mode of discourse with various psychological and educative
functions and properties. Hegposel a culturallybasel psychological epistemology for
understanding human t hougwetbe @msdoudothovaweicane, dem
to our knowledge and as conscious as we can be about the values that lead us to our
per spect i vehsanepistgnology dsksat wede accountable for how and what we
know. But it does not insist that there is only one way of constructing meaning, or one right way
(p. 30). Narrative inquiry relies omtnghe inte
and describing thevorld of human experiencdemanding the researc®nbility to elucidate
the correlating phenomenon or story

Narrative inquiry involves an honest and o
own positionality, including a&lues, beliefsand cultwal context. For this reason, | included my
own autobiography as a case study amidst the data | collectie fimststudy. | also include
myself in the study to immerse myself in both mindSdtse researcher and the participan
Because narrative sy as phenomenamd method, one of the critiques of narrative inquiry is
the potential for the researcher to construct biased or authentic meaning rooted more in the
resear cher 0stheperspatisef the parlicgpantThisrtendencyf intersibjectivity
requires precarious navigation of the narrato
meaning.

There are implicit ethical implications associated with the act of interpreting other
peopl eds | i precessdaf amposng nown reseatchntext,workedto avoid
di srupting the part irerainpdaomtcsoptingptheinvoitesiha st or i es

attempt to substantiate my own research claims. Despite the stated ethical concerns, given the

64



autohbographical nature of th@strument being studied, narrative inquiry is a veelited
paradigm for the methodological framework and research desipis study. Narrative
accounts offer a window into the ways cultural contexts, habits, attjtalescentity are shaped
by expeience.

Putting on a New Coat: TransitioningFrom English Educator and Administrator
to Research Practitioner

Finally, | realized that | had taken on a literature teacher's identity, like putting on a
new coat. | waseproducing what literature teders from my school experiences had
done or what | assumed they were supposed to do. It wasn't until | began to look at
myself as the subject of my own history and to read theorists and practitioners' accounts
that | questioed this socially constructed age of the literature teacher and began to
negotiate the image and identity of the literature teacher that | was becqMing,

1993, p. 2)

Ruth Vinz recakkdthe moment where the researcheactitionerparticipant relationship
spurred the convergenoéher pedagogy, practicand personal experience, resulting in the
identification of the external and internal influences of her own multiple identitieshbtban
epiphany while engaging theassessment of student writing placement essays. But my
discovery was about the epidemic level of apathy toward reading. As Director of Writing for the
small liberal arts college where | taught for decades, | read&dsdf writing placement essays
a year as they were required of each admitted student fasassat of the appropriatevel
writing class. The writing prompt was, for nea8lyears, basednthe Eudora Welty passage
about her introduction to tHgook d Kells, the excerpt appears as the epigrapimyo
introductory chapter. The questions for #ssay in response to the reading passage were:

1. What did reading and writing mean to Welty?

2. What has readingnd writing meant to you?

3. Has there been any particular reading in your own life that you would identify as

ATl I I umi nat i nimi@arinduence imyaur wonldd a s
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Students were able to clearly idemtandfong from W
lasting the influence of reading and writing had bedmeiriife.
Yet, the second question, asking them to shift to their owoted®n with reading
yi el ded nearl y t he Realinghasaot beenanflential mmylget t a Imled A
a n &y parents used to read me stuff like Dr. Seuss/dhdre the Wild Things Ar, but | don
really enjoy readspgndomy (bBbmhemdohngaohbkber th
Aot her things, 0 | wonder eglandwerEdglisiwédacatorsyimead d b o
to offer that could compete with those other
their own acqired mindset toward reading?
Despite the blatant apathy toward reading (who admits this on a writing placeseant
for their prospective college anywayPylid notice a trend over time of particular texts that were
commonly noted as having an effecttbe readerThe Catcher in the Rye, Of Mice and MAn
Child Called It Life of Pi Five People You Meet in Heen andThe Lovely Bonesere
frequently mentioned, and with enthusiasm, even among the most confessedly resistant of
readers. It is quite posde that those texts were identified because students were saying what
they thought an assessor of their watand potential college placement would want to hear. |
would like to be more optimistic that some other possibilities might explain thoseylitera
selections. Were those authors offering featu
thinge@eniager sé | ives, or resonating and rel at
passionate responses on p aiscowery dffhe Boekloftkgld s e x c i
Another positive trend in these placement essays was the identificatioenalisfriamily
membersand occasionally teachers who introduced the students to many of these memorable

texts. Deborah Brandt (18Pcoinedthete m fisponsors of | iteracy, o f
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literacy who underwrite or deter literacy processes. &t was that initial transaction with a
trusted literacy sponsor that primed the reader for an aesthetic awakening by providing
cooperative atess and a positive attitude. Is there hope,, tifter all? If there do exist books
and influential literacysponsors in our lives that have these widespread enchanting factors, and if
there were a time when the students DID enjoy reading, how can midyidiee provenance of
that allure and channel it in our classr@&m

The placement essays reaffirmed whatd arany researchers in the field already
recognize about reluctant and Aproficient readers. What they did not explain was the
phenomenon of dkrate students, those readers identified by Kylene Beers (1998) as capable but
unwilling. These narratives @intering college students enlightened me to the individual
attitudes behind the epidemic level of apathy, unpreparedareb&ven resistance Hisi
educators face. However, they did not reveal the ways and contexts in which literacy is
deliberately and nintentionally sponsored. The EFFECTS of sponsorship were evident, but not
the CAUSES.

If English educators, parents, administratarsd policynakers could have a window into
HOW literacy has been sponsored, especially in adult readers who exhibityagiferliteracy
habits (Blau, 2003), then we might gain some clarity on how to formulate effective domestic,
pedagogicaland curricular strategs for supporting these reluctant, frmoficient, and aliterate
students in our homes and schodly. study of the reading histories of three different
populations of readerz@n provide some of that deeper insidgihthe next sectigr review my
data ollection methods, research subjeetsd site describe the irtsument of studyconfirm

consent and elaborate on ethical limitations of the study of adult strong readers.
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Methods of Data Collection

In performing this initial part of my qualitative e=srch, | followed these steps:

1 selecting participants

1 obtaining informed consent where needed

1 collecting autobiographical texts

Participants were selected from three different fields or classroom sites. The participants
from Study 1 were enrolled in a giaatelevel course on the teaaoly of college English at an
l vy League institution. Study 2 participants
of first-semester freshman composition &year community college. Study 3 participants were
stucents in a competitive honelsvel first-semester freshman composition coursezayeaar
community college. All sets of data were collected at the respective field sites in which the
courses were taught and students were enrolled.

Upon collection of thegading autobiographigkaccesed each narrative online, which
were shared in Moodle, Blackboaod Google Drive. | then created a separate Google Doc and
|l abeled it Acompiled resultso for the purpose
cateories. | created domains, labe (1) early literacy sponsor§&) middle school dichotomies
of required vs. pleasure reading, d8d) si gni fi cance of reading in

Subsequent to copying and pasting the quotes according to the theseaaftioned
categories, | began what Wolcott (1990)edfi wi n n o wienaly D997( = 188) by
generating a chart through SmartArt to graph the literacy sponsors mentionedoreiheed a

table to log the quotes that directly reflected the existemwoid of sponsors in the home.
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Research Subjects and Sites

Participant selection | studied three different populations of readieosn three different
classroonsites.In my first study, the selection of subjects was simply decided by the
circumstances of the course and my own interest in the assignment we were given to record our
memories with reading. My goal was to assess what commonalities might exist in the
backgrounds of sbng readers.

Selection of subjects for the second study was morbetate. In order to allow my
study to produce generalizations or tentative theories about early reading experiences that are
associated with the development of strong as oppossdiggling adult readers, | wanted to
collect the reading histories of apdation of students who were very different from the largely
privileged, academically elite, and highly accomplished readers who were my colleagues in my
doctoral seminar. Hencigr a contrasting populatiphselected students from my section of
freshma English reserved for students whose test scores and high school records identified them
as underprepared for colletgvel reading and in need of remediation. But | also wantesdm
the variable of a changed educational landscape across the rewatigas in American
schooling.

Therefore, | wanted to study a student population that resdmiyleloctoral students in
their status as strong readdrst would at the same time represent a different and more
contemporary population of studerfarturately, | had archived a previous set of literacy
narrative assignments from an honors freshman composition course the pridhysat.
decided taeturn tothose previouslgollecedreading histories from a class of fresimwhose
placement in myihonaso freshman English class was based on their identification by the

college as advanced and highly accomplished students (who were not privileged in 3iS like
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doctoral students were) but were in age on the average at least a generation (20 yeaJs or more
younger than my doctoral seminar colleagues.

The participants. The first population, doctoral students at an vy League colege,
comprised of my classates and the professor. | was a student enrolled in the course at the time
and as such, a partigant in writing my own reading autobiography at the same time as the rest
of the participants.

The second population contatiremedialstudentsvho were parof my firstyear
composition course. Thayere students whavere enrolled in a credivearing FXC course
(English 101) butvho metwith me for additional weekly modules that lasfeldour and40
minutes and typically cggedat 12 students.

The third poplation also ha#édfrom the sam&-year communitycollegewhere | teach
butwhowere enrolled in mmhonors freshman composition courSbesewere students who, in
my ownestimation and experienogere fit for acceptance to competitideyear colleges, but
who for a variety of reasorffinancial, socioemotiongireparedness, fangiresistanceand so
on) optedto starttheir college careeid ths 2-year collegewith its widely known highly
rigoroushonorsprogram.l found these studentggenerally to bestrong readers and writers who
possessda robust sense of curiosity.

More specific demographics by population.

Study 1.n an efforttogai n a better understanding of wh
they would describe their reading lives and histories, | collected and examined reading
autobiographies frori8 Ph.D students enrolled in an Engli&ducation program at a highly
esteemedmt i t uti on. I n addition t glircladedtleteading nt s 6

autobiographyvritten bythe course professor who also happened to be et Program
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Participants ranged in ages fronpagximately 2572, butweremainly clusteedin the 30 to
40-yearold range, botlfior the 7males and 11females. In all three studies, | used pseudonyms
for the people and places associated with the narratives under study.

Study 2.The nine participant&3 female and 6 male, ages-28) in thissecond study
came from a writing course that had been identified (through a caagasistered test) as
academically unready for a regular fisgmester freshman writing course, yet tiveye
included in an Engsh 101 freshman writing class part of an accelerated learning pilot
program at a community collegghereby developmental writers can take the ciieeltring
FYC course (English 101) while simultaneously receiving individualized support in an addition
weekly supplementary class (dgsated English 098) conducted exclusively for them. This
population offeedthe most contrasting background to that of the participants in my doctoral
student study, allowing me to examine literacy sponsorship andatdetin a vastly different
set of Iteracy learners.

Study 3.The honors freshman composition students frdyyaar community college
included14 participantsalso ages 1-21,5 males and 9 femaleStudents enrolled in thfgst-
semester honors writincoursewvere expected to be capalfi st aki ng out their o
on a t doposse8d sathrdongo reading skill s.

Description of thelnstrument

Study 1.A prompt for a reading autobiography assignment was provided in the Moodle
site for thedoctoral course:

Please post your reading autobiography here. If you are willing to allow your
autobiography to become part of our... archive of reaalngbiographies, please add the
following statement or its equivalent:

| am happy to have myading autobiography added to the current archive of such
materials collected by Professor **** for researchers in English education at ****
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College. In grating permission for the use of my reading autobiography for research
purposes, | do so with the usrdtanding and on the condition that no part of my reading
autobiography will be used in any publication or academic presentation in a way that
might revealmy identity or compromise the principle of confidentiality in the use of
student writing.

In your posting of your reading autobiography, you may want to provide a headnote
indicating how finished or unfinished your piece is.

Also feel free tawrite replies or commentaries in response to the autobiographies of
classmates and replies to conmtagies written by classmates about your commentary. In
other words, don't hesitate to write to initiate or participate in or sustain a discussion of an
aubbiography or of the reading autobiography exercise or assignment.

Study 2.Note thatin formulating the prompt for Study ®@ith the remedial grougd
added more structure and guiding questions thamtreopenended prompt assignéathe
coursewherel obtained my data for theitial study of doctoral student adult readers.

Reading Autobiography Bmpt English 098

Directions:

Please answer the following questions as best you can. You will be given 45 minutes
to write.

LearningHow to Read:

What are your earliest memories of reading? When and how did you learn to read?
Was most of youreading done in school or out of school?

Youth Reading:

How have your reading habits evolved over time? Has there ever been a time when

you stopped reading for pleasure, or stopped reading completely?
Reading Now:

What are some of the reasgmi read now? What are some of the types of reading

you do now? How do you feel about reading?

Overall:
What has been the significance ofdieg in your life to date?

Study 3. Theinstrument for this studgf the honors studentgas already inlpce as part
of regular course assignments in that class, a literacy narrative essay, one very similar in nature

to the prompt provided in Study 2sAart of the semester requirements, students were asked to
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write a literacy narrative, recalling the pespblacesand moments in their reading and writing
lives. Brainstorming questions were provided, calling upon their earliest memories, the kind of
reading they have done, particular teachers who may have had an impact, current attitudes
toward reading, ahsignificance of reading in their lives.

Explanation of instrument. Through literary narratives of their reading livedich |
call reading autolaigraphiesall three populations in these studésmjaged imwriting activity
which consisted odirchiving their literacy experiences bgcallingtheir memories of reading
throughout their lives. This qualitative method afforded rich, detailed, persmsubjective
accounts for study.

Methods of Data Analysis

With narrative as our vantage point, we havpoint of reference, a life and a ground to

stand on for imagining what experience is and for imagining how it might be studied and

represented in researchersé6é texts. I n this

People live stories, and in theltel of these stories, reaffirm them, modify them, and

create new ones. Stories lived and told educate the self and others, inthedyayng

and those such as researchers who are new to their comm@ikzeslinin& Connelly,

200Q p.xxvi)

| would like now tospeakbriefly of the sociocultural and cognitive nature of the reading
autobiographies and offer an intuitive lens for analyzing them. As a framework for examining
gualitative data of this nature, narrative inquiry provides a valuable modere$eating and
describing internal and external cognitive phenomena that involve a process of social interaction.
In ChaptenV, the first of two chapters presenting the findings and analysis for Study 1, a study
of strong adult readersubedthe narratie form of vignetes to restory and provide a detailed
di scussion of five of the participahstisd indiyv

explain there, reasons for selection of those five were random, except for an attempt at

representing malena female partipant voicego avoid any gender bias.
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| elected to create vignettes around the n
early literacy memories and to establish emergent themes. EI{E3%T) explained,
AViIi gnet t e svéiavestgatiomtmar carty within them an interpretation of the person,
experience, or sitwuation that the writer desc
vignettes seemsfiating meandor analyzing and explaining the personal reading hesafthe
participants. For my discussion of ourschool recollectiond attemptedo interpretparticipant
responses through more traditional narrative modes of inquiry, letting the lived and told stories
speak for themselves and allowing for way&mdwing throughdiscovery (Ely et aJ 1997).
On What Narrative Researchers Do

It seems necessary to address the question
answer is find people, ask them to tell their story, collect the stand$earn fromthe
individual and social experiences revealed in those stories. Using Commeéyi andi ni nd s
Deweyinfluenced narrative approachattemptedo investigate the areas outlined in Tablé\s
| analyzed the reading autobiographies, after cotialy initial analysis for emerging themes, |
engaged in more intricate secondary analysis, paying close attention to time, place, people, and
situations, or as Connelly and Clandinin (2000) labeled them, Interaction, Continuity, and
Situation. In one spée@ casestudy of a remedial student in Study 2, | applied the chart in
specific ways to investigate more deeply patterns that helped to explain some of the anomalies in
her reading history.

There exists a long history of storytelling as an actoofiposition andeflection on
teaching and | earning. As a means of inquiry,
for delving into the personal and social (Interaction); examining the past, present, and future

(Continuity); and identifying theole of place (Suation) (Clandinin & Connelly, 1990). This
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composing process allows for AThinking throug
inform each other, and recognizing that oO0no t
p.6). TheEnglise ducat or 6s fAhistory and context, o0 in p
attitudes and habits, contribute to identity formation.

Table 1

TheThreeDimensionalSpaceNarrative Structure

Interaction Continuity Situation
Personal Social Past Present Future Situation/place
Look inward Look Look Look at Look forward Look at context,
tointernal  outward to backward to current to implied time, and place
conditions, existential remembered experiences, and possible situated in a
feelings, conditions  experiences, feelings, and experiences physical
hopes, in the feelings, and stories and plot lines landscape or
aesthetic environmen stories from  relating to setting with
reactions, twith other earlier times actions of an topological and
moral people and event spatial boundaries
dispositions their with characters'

intentions, intentions,
purposes, purposes, and
assumptions different points of
, and points view

of view

SourceAdapted from Clandini& Connelly (2@0) by Ollerenshaw Creswell (2002)

Those formative social, culturand emotional experiences are part and parcel of their

identities as educators. Vifz993)surmiselthati al | t eacher s are constr a
by their places of experiencewas | | as by the challenge of possi
edwation, experiengeand | i fe are intert wi nldekexperiéntes st or i e

with reading, then, should be revelatory, ripe for reflection and rife with possibibties f

understanding how home, schomhd community cultures influence teang and teaching
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practices. The acts of writing, sharjragnd analyzing reading autobiographies involve
experiences of critical seteflection, elaboration of existing frames of mefece and occasion
for discourse.

Data Interpretation: Beyond Textual Boundaries

Telling, readingand interpreting stories are discursive activities, ones that are informed
by the cultural and social discourses surrounding the speaker and the rekidin.(B881)told
us that the utterance cannot be separatedtiiersequence in which it occérén other words,
the events occurring outside of -pereoanaggive,ak er 6 s
we can write in the first person, but oue&$ and language are always informed by the events
and people wih have influenced them in the world outside of us.

The discourse of the social spaces where people, environmedtsstitutions have
contributed to our attitudes about readireggdedo beunpacked and explained throughout the
data analysis of the reiag) autobiographies in my study. Lankshear and Kn(2@4)adeptly
summarizdGeeds version of discourse analysi s:

Discourse analysis deliberately draws attention to complex relatpmishianguage

use, social systems and social structures atutisns. Hence, discourse analysis can

provide insights into operations of power, interests, coercion, identity constitution,

ideology and so on atpolitical levelin ways that may not beopsible within other forms

of sociolinguistic analysigp. 290)

Thus, discourse analysis is a viable interpretive lens for qualitative study of narratives because it
focuses on meaniAgaking structures, processes of language, and the discourses pleatava

we act, communicate, establish values and attitudesligecand formulate our identities (p.

291). Discourse analysigelpedme to interpret the multroiced nature of the worlds where

reading events occurred. Conjoining a discolnased analys of cultural, historical,

interactional, and institutional ctexts in the individual construction of the narratives with
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narrative inquiry as my analytic and interpretive stratefyguisedon what the stories revesl
about the characters, settindgrmes, discoursgand motivations that shape our cultural and
social narratives about readingwasinterested in the relationships between their individual
experiences and the social and cultural contexts that have influenced and shaped those
experiencs.

Here, | elucidate the value of discourse analysis as hatpfutther investigating the
details of my initial findings when analyzing
experiences. The literatunasshownt hes e r es e ar c Iplicabbitdie Sudiess peci f i c
related to the field of education (Conlyet Clandinin, 1990). Due to the social and cultural
roots of storytelling and of the subject of my dathereading histories of strong read&rs is
intuitive to merge methodology with thieeory that helps to explain the origins of and
expressions ohbse stories. IAn Introduction to Discourse Analysis: Theory and Method,

James Ge&005) argued:
| hasten to point out that the whole issue of research methods is, as far as | am

coneerned, badly confused. First of all, any method always gwabsa theory. Method

and theory cannot be separated, despite the fact that methods are often taught as if they

could stand alone. Any method of research is a way to investigate some particular

domain. In this case, the domain is languagese. There cabe no sensible method to

study a domain, unless one also has a theory of what the dou{pinGs
Gee maintaiadthat discourse analysis operates on multiple Iévéist on the meaning and
purpose of the entire text and how discourse reflectsandimfie fisoci al , cul tur al
processes and outcomees and second on the complexity of r
Aoperations of power, interdeotl 9,gyo&KitEndkrs,heiad
2004, p. 290). In this stugdyanalyzedhe patterns of language, cultuaad interactions that

contribute to and are used to describe reading experignbethschool and noschool related

contexts. The socioculturahture of discourse analysis and narrabased research mekthese
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valuable approaches for studying human activities and behaviors. These tools of inquiry and the
sociocultural theories covered in my literature review provide a strong foundation iossiigr
the reading autobiographies as cultural artifactsdaa be informative about the reading habits,
attitudesand practices shaped by the participants?©d
The interpretivist paradigm frames reality as a social construction that is teofesul
interactions between people over time in specific spame in other terms, social settings.
ConnellyandClandinin(2006) definedi P ace 6 as fithe specific conc
topological boundaries of place or sequences of places wherethejnqua nd events t ak
(p. 480). School, homand commuity are all social settings where literacy sponsorship might
be identified in my participantsd narratives.
truths about h evacytwasacqurad; significantsacial ine@ctidns that
fostered or hindered literacy, and reading attitudes that evolved over time at home and in school.
Thus, | would assert that more specifically, my data analgiectedthe principles of
phenomealogy in that the data analysis involves a reality thatgeserated by the participants
and by the meanings they ascribed to the social settings in which literacy sponsorship took place
(Schensuk LeCompte, 2012)
| anticipatel that a focal point of theeading historiesvould be on the agencies and
individualswhom we maintained were influential in our reading lives, both in encouraging and
detrimental ways, specifically in the home and school settings. As a starting point for the more
nuanced discussioof my findings, laddresse@vhat we can learn from the giag
autobiographies about the significance of those who appear in our early literacy experiences.

While teachers and friends might have served as sponsaasijriterested too in the
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participans 6 ear |l y memori es and t bfeecadmgwite fanily a | l i nk
members.

InChapteMl, where | analyze the r endendnysiddy st udent
with adult strong readersabloptedca narrative inquiry methodology as nenk for interpreting
the reading histories of remedial Ermsglicollege freshemn. It seenedthe most apropos method
for understanding the studentsdé experiences a
with reading (Connell® Clandinin, 2000). Apart of the study procedyreconsideedwhat
insightscoudb e gai ned through analyzing these studel
patterns and themes, by immersing myself in the data and keeping a log of certain words and
phrases used to dedxr reading attitudes. Due to their underdeveloped narratiteempting to
write vignettes around those documents would be nearly impossible without bordering on
fictionalizing the gap dadiorelyndreoos guantitativian ci pant s
gualitative methods of interpretation for tipispulation. | also providka case study of a student
who appeared to be an anomaly among the other participants, returning to more qualitative
methods of analysis, and using ConneidC | andi ndigmés par a

My approach fothe analysis of the honors stents, presented in Chapkdi, was
influenced by the rich, complex nature of their highly developed responses. Here, | idtdgrate
gualitative act of composing vignettes and the quantitative aclletting statistics on early
literacy sponsors faa mixedmet hods approach. D r2 0viS&pginiif r om Cr
Conducting a Scholarly Mixed Methods Studaccounédfor the closeeended quantitative
database (¢.,percentage of mothers, fathetsachers who sponsored literacy, determinants and

factors), and the opeended qualitative database (attitudes about reading, narrative discourse,
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personal experiences) 8fudy 1 and Study,2nd in this final, third study, attenggktto integrate

thesetwo databases (p. 16). Further analyses and intatjgnesareoffered in later chapters.
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ChapterlVvV

A STUDY OF STRONG ADULT READERS

What Lies Beneath? The Making of Strong
Faced with 18 rich, dense, memdaglen reading autobiograjes from writers who
themselves teaahriting, any attempt to represent their stories will likely fall short of what they
say best themselves. For that reason, this chapter isduder e ct secti ons from t
autobiographies, so that the intiégof selfrepresentation remains aut. | selected five
autobiographies that | treat as case studliéisl not establish any criteria or procedures for this
smaller pool of autobiographies and, for the most, phdse them at random. Thavere no
significant stanebut aspects among thefdee participants that nde them more fit for closer
analysis than the oth&B, except that | attemptto provide aiversepicture ofboth male and
femaleparticipants who had very different experiences but becaotiwated,strong readers
through eas literacy sponsorshithat occurred prior to the elementary school years
Around the actual stories and original language of the narratives | collebtett, |
another form of story, the vignette,locate andcame ct t he mes t h adbout el | a
the circumstances that created strong readerstily(1997) defin€ vignettes as:
narrative investigations that carry within them an interpretation of the person, experience
or situation that the writerdess i bes évi gnett es hacapbeusedipact s
introduce characters, foreshadow events and analyses to come, highlight particular
findings or summarize a particular theme or issue in analysis and interprejation)
As an interpretive toolignettes helpdme to consider howwascharacterizing the
participants, whatWwaslearning in the process, themes thasar and the significance of the
story they told. | deliberatetypok some liberties with these stories, in some cases restngturi

the nonlinear aspects of the autolgiraphies to reveal a more organized understanding of-cause

andeffect relationships as well as incongruities. In othefiBed in gaps and connesd
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disjointed parts thatouldbe strung together to reveal anotlagrer of narrative meaning that
mightgo undetected in the original telling. After the five vignettes, | interspseseeral
relevant highlights from various dohetokthe parti c
themes that begnto emerge fronthe five vignettes.

Let us begin by looking closely at five participarBaul,Alex, Julia, Carrieand Maya.
Saul operdhis reading autobiography rather ominously, and not predictive of somdwmne
would become a strong, successful reade A T h & wofth recerding &baut my history as a
reader is that | was al most required to repea
enough. My parents were told that | would hav
parentswho, though thegould not afford it, s@ng for a tutor, and thanks to that tutor, Miss
Disbrow, Saul was not only caught up bydgyrade but he felt confidently ahead of most of his
classmates. Saul also attribadités interest in reading to a peer hetrat a birthdaparty. He
describdhow he fAwas sitting on a couch reading a
another child who inquired whether Saul was actually reading the book or simply gazing at the
pictures. When Saul confessed to the child lieacould notead it, the boy encouragingly said
iSure you can. Just t dthyathisavkdrcanic bdokreadiregandS a u | bel
collectingwerei nspi red by this young manbés motanddi ng a
act exclusive to $wol orforthepur poses of I mpressing .0thers wi

Still, despite these positive early literacy sponsors, Sauleedalh at A My mot her
read to me, claiming she didnét know Mhhisw to r
lackofhone s ponsor shi p meant that Saul did not dl
schooling sense, until he started formal schooling and that his reading experiences were reliant

on influences outside of the home. For much of his elementaopkttme, Saulvas inspired by
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comic booksThe Hardy Boyshiographies about American heroes, and a few fantasy novels, so
much so that he would even save his allowance to purchase his own books.

The Hardy Boysvere mentioned in many other reading hig®too, alongvith Nancy
Drew( i n the femal e piateresiingly, neither bfthése sedes fallirntoiav e s )
category of #Ahigh |Iiteraturedo and certoainly a
But, the relatability of the characters has ma&enticonic and the booksve becomérmly
ensconced in popular cultyeven up until current times. At the timetbéirinitial publication
in 1927, fAAdol escent s ha dhepublic gonscirisnessashy begun
distinct group occupying place somewhere between childhood and adulthood. Rail links had
made distribution easier, and a new market had emerged for series books, shipped weekly to
teerager s hungr ySniith 199§ With features sueh @s aflventure, suspense,
young cetectives, problem solving, fictional towns without much social conflict, cliffhangers at

the end of each chapter, dittle violence, these books offered escape for young redikers

Saul

However, t seenedthe grips of adolescence did notevade @anld A Just before
13él seemed suddenly to |l ose interest in the
attention much more to girls. o0 Fortuedaldere!l vy, t
cousin gifted him a box of books that Saldimedii | n ow shaegin@isits iInmédate

impact on me and in the way it seems to have determined the future direction of my academic
and professional hi story. o A powerful cl aim i
Vignette 1 (Saul). Treasure Comes in Cardboard BoxX~rom Cousin
Imagine the Scene:

nHey, I have something for you.o06 My fathe
small refrigerator, explaining that my collegged cousin has left me this box of books
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that he no | onger ne etdlirthday, &and ksecjetlyheép ibted ©®r e

the good kind of magazines, the ones my pa

that still have all the pieces. | pull apart the interlocking panels of the box top to reveal a

treasure trove of books.

This desaption is ashortcomposite ofvhat Saul descrilsbin a more elaborate way in his

reading autobiography, andhis recollection of thigvent Saul defind this as a moment of

epiphany, a lifealtering course of events highly responsible for his acadanticareer

directions. While tfs intense account of the transformative value of literature sounds more like

the adult English educatorods i mpres®Biysam of th
old Saul 6s actual r e c o,gin i wasevittdentwakthafiSaitl 6 si mmeaidii an
served as powerful sponsor of literagdfe connection he dawvith his cousin mighhave made

him more intrigued or motivated to want to try out some of the books gifted to him on this

occasion.

His relationshipwith his cousin, as Saul exphaidit, wasone steeped in admiration and
respect for his fAherodo: AWayne had al ways bee
accomplishments, as well for as his strength of character and commanding personality (not to
mention his reputation as a shayambler in card games in the local paxks) When pr esent e
with the box of books, then, Saul consieltr t fia gi ft wassometivagedthathed , 0 a
even lugiedthe oversized, heavy carton upstairs himself. Evenrne t han fda gi ft to
Saul describéhi s anti ci pation of being able to inspe
room.

This gift of books and all that sponsorship brought witkesr e s ponsi bl e for S

return to his life as an avid reagdand potentially for the diotion this passion continues to drive

him toward English major, revered and renowned English and Education Professor,
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groundbreaking literacy scholand prolifically published author. This is the potentiality of
literacy spnsorship.
Whenwec onsi der Saul 6s agbyageidandbienhisi me of t hi
background as a young man growing up in the New York City school system, Sailrczaly
had exposure to books, to readiagd to formal literacy educatioMet, earlier in his
autobography, and with a less exhilarated tone, Saul had shared how alienated he felt from the
literate practices of school, which he identified as feminine and gentile and therefore having
nothing to do with him, a young Jewish male. Thenfaf sponsorshipfof er ed by Saul 6s
offered something that school did &cd shared familiarity situated by the context of his
relationship with his cousimis Gee(2008) stated Wé never just read or write; rather, we
always read or write somethingsome wayoSaubs bel i ef that the introc
books fAiseems to have determined the future di
stenmeds from his sense of belonging to an affinity group of readers, as given entrée to and
represented by his faily member.
What Did Lie Beneath? A Portal to Linguistically Fitting In
Saul 6s curiosity triggered my curiosity, a
titles contained in that gift. Fortunately, | did not have to wait long, lsec&aul was jussa
eager to share those details as | was to read them. He descriptiotdy wr
The box included some anthol ogies of stor
short stories, and a number of novels, among which two stand out in myrynem
Ma i | TheNaked andthe Dead a n d H e Adrossghe Riyed ad Into the
Trees one of Hemingwaydés | ast and | east succ
introduction to Hemingway for meé

Yes, the box, | soon discowst included titillatn g f odder for a teenage

in one forever memorable scene in a gondola in Venice, where an American military officer in
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the years just after the war made love to a tetatting woman, who worried about his war
woundedhad 6 and | uthxhisarproreading oftwa Hardy Boysvas indeed
Ashoking

But, Saul swiftly redire@dwhere his true passion resij@nd thatvasin the intellectual
discoverieshentewi t h t he Mai l er encounteronesegt he Mai l
sceneor,a far as | remember, any woman characteré
defined literary language and the world of intellectual discourse, and my sense of my own
potenti al relationship t o s ulddscriltgjbstdicdbnaotstatee an d
directly, wasthat Mailer the author and his novel became another source of literacy sponsorship
forhim. Saul 6s connecti on wiirhed upMia mdmbarsbigintovani c e an
affinity group of readers and fictal characterswhboound a pl ace to Afito a
school environment and diction.

Mai |l erds book |l eft Saul feeling

struck as if by a thunderbolt with the recognition that the language of real intellectuals

and the language of the real lilsr@ommunity was ma@ connected to the language |

used than it was to the language of school, where the only models | knew for what passed

as intellectual or at least academic discourse (outside of our thoroughly boring school

books which sounded like tdser discourse in esgmis and to which | paid no attention

anyway) was the |l anguage of my teacherseée
Saul could not identify with the heavy rhetoric and diction used in schootlbodkby teachers;
this sort of formulaic languagid not serve as modeldguage that he coutdke up naturally
himself. Saulclared Al knew that the | anguage they spok
sponsored and privileged by the institution of the school was not one | was able or willing to

i n h aHoitunately, théooks gifted by hisousin offered him alternate univessend

discourss, ones more inviting than those offered by his school.
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Access to an Affinity Group, or Mein Literary Kinsmen
Saul seemadto have identified his own initiation into daffinity identity,0 whichwasa
result of fAaccess to a participation in speci
experience3( Gee, 2000, p. 105). The dsklkanetlfiatbecpmessi t e 0
essential and valuable in a particular community. #inity identity is one built on a shared,
desired experiengghusme mber shi p in an affinity group as
The fact that Saul niless no mention bpressure or coercion from his cousin to aciuadhad or
use the books migheb i ndi cati ve of t he mdhefstmitiatedinto Saul 6s
the world of books and reading, allowing him to participate informally as an apprentice
In contrast to what he earlier descrihasobligatory methodological approaches toward
reading inhis school contextSaulwasbecoming an active agent in his own literatyanks to
his shared bonds and goals of entering this new domain of literatureltlzantee natural fit
for him. Saul describa:
| remember the sense of adventanel wonder | felt as | opened the box and took up
the books one at a time, hefting and smelling them, and flipping through their pages, and
| also remember the strolsgnse that somehow through these volumes | was coming into
contact with the sophisticatentellectual and social world that my cousin was inhabiting
in college and that | would never otherwise have access to in my own school or among
my neighborhood friefs.
The added element of feeling invited into the characters and language of trelstlorievithin
that box and those books reinforced the social discovery with the cultural and literacy
realizations Saul made through this multilayered encounter wattsspshipThe outof-school
context of his interaction with his cousin and with theksoprovided alternative ways of

accessing and perceiving literacy, one that stemmed beyond whé2@Bégcalledt h e i |

identity, o0 or institutional identity.

87



In his own words, Saul astutely conclutley commenting on the effects of being
introduced to th&ind of reading that felt more in sync with his own thoughts, languagk
selfperception. He explaadhow
with that discovery | felt somehow authorized to usdahguage in which | thoughtor
a judiciously edited version ofitasa language fit fowriting about what | thought. And
this also meant that my thoughts, shaped and instantiated mentally by my own language,
were also worthy of being expressed in writingd worthy of being communicated to an
audience that was itself more literary andlletgual, and more possessed of male virtues
and power than any school audience | had heretofore known.
Confident reading lead Saul to confident, authoritative writanlink that we will hear more

about in other narratives to come.

Vignette 2 (Alex): Home Literacy Environments = ReadingIncubators?

In a 2007New York Timearticlethatexplored@ How t o GrAotwh lae tSeu,poe rt h e
writer Daniel Coyle investigated patterns that might help answer questions about what, where
and how talent exists as a pher@non in sports. Was it a superior gene pool that explained the
overwhelming number of Slaviennis pros? The tireless commitment oftapnedMoscow
Institute of Physical Culture coaches in Rus3ib& driven parents to whom many attribute a
rise of Saith Korean tournament winning femateo golfers?After sharing multiple theories,
Coyle exclamed ~ &idnaugh to make you wish for a set efay glasses that could reveal how
these invisible forces of culture, history, genes, practice, coaching aefvmk together to
form that el ement al Thimguéeston of talerirings mect@adonsiderthel e nt € 0
words lhaveheard used to describe the acts reading and writing; it is not uncommon to hear of
At al ented writer &0 tahnedr efi sskuiclhl ead trheiandge,r st hough,
Given the multiple academic and professl successes @éfex, theindividual around
whomthis secondvignetteis basedwe mayconsidemwhetherhis proficient reading is one of the

many talents he sesses or whethkis talents are partially a result of his strong reading
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abilities.He is an awaravinning authorfeatured performer at a Presidential Inauguration,
presentepn a variety of major television channeded Founder/Director of severahmvned
diversity intiatives, and so much more that were | to list Heseuld risk putting his anonymity
in jeopardy. Al ex6s st or y hassadpwriten, and hefpedl t i pl e
others shape. His own story seattaccording to hiseading autobiogghy, il n t he househc
grew up ino where:
literacy was everything. Books were everywldetming the walls in bedrooms, stacked
on tables, shelved along the perimeter of entire rooms, buried in boxes and chests and in
attics from previas years and genei@ns of readers in my family. My mother, a high
schoolteacher, read entire books in single sittings and my brother plowed through novels
inmereday@ ak i nd of commitment that was handed ¢
and her parentsetfiore her.
InAlex 6s home, | it er aigeneratanagandiribeiwithwpportanitiss for what | t
Shirley Brice Heatl{1982, 1988alleda | i t er acy event : Aéany occas
writing is integral tter ddatei mmtanmde toHeipdaritntce mpj
literacy event can then be viewed as any action sequence, involving one or more persons, in
whichthepr oducti on and/ or comprehension of print
environmental factar t hat have contributed to Al exds | it
have had a critical influence on his read®aviors anattitudesWhat began as mimicking
reading simply to gain entry into what he perceived made the other members ofilyis fa
Anor mal 6 i ncl uded b e ha vréading statisnindhe coaner ofhis e at i n g
bedroomandplacing pretend bookmarks in books thatwasotactuallyreading These
external actions made him feel closer to achieving the image of somveorenjoyed reading,
someone worthy of the esteemed family name.

Eventually this simulated behavior evolved into real reagarfprmativity, motivated

|l argely Iy ap pktasier anyii mot her . 0 Thus, Al ex read
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importanttohe , and thus i mportant in the world. o He
followed her leadexclaimingt hat AWheme t b weadifil read. o What
extrinsicincentivéd il t was at her direction andndencourag
ultimately enjoyingThe Hardy Boys, Encyclopedia Brown, Superfudge, My Side of the
Mountain, Hatchet, Summer of the Monkéy$ere the Red Fern Grows, Gooseburspsrts
books by Matt Christopher, Alfred Slote, adventures by Roald Dahl, and mangdrerkto
intrinsic activities and ultimately sekfficacy.

His father, too, contributed to his early home literacy, as Alexlyaedalledii S o me o f
my earliest memories are of being read to by my féthdarold and the Purple Crayon, Owl
Moon, Goodnight Moo, the Hungary Caterpillar, Corduroy, Where the Wild Things Are,
Curious George, Amelia Bedeken d mor e . dv iHei dal meomdirai es of hi s
entertaining, humorous campfilike tales that made Alex considie significanceofh i s fi o wn
smalllifedc and al |l owed hi mnimatedrersiansohhisdathér that begragelyi nt o
experienced. Alex moved to neoautonomous reading and then to later crafting his own creative
writing. Here we see firdhand how the home literacy environment (HLEjuenc&l Al e x 6 s
reading acquisition, skills, perceptions, enjoyment, frequearay development (Hamilton
Hayiou-Thomas, Hulme, & Snowling2016;Wiescholek Hilkenmeier, Greiner, & Buhl2018).

His passion and many successes with readatgithstandig, Alex owredup to what he
referedt o as stand out memories of Aresitohighnce t o
school. He statt A D e s p i-int peesende ef bdoks anel literacy and language, however,
and although I certainly see mysetw as a skilled and avid reader, many of my earliest
memories surrounding the practice of reading are of modeantmdeed full stages of my life

during which | was a Asosrcedftembatassmennto Alex endleiss t e d

90



mother wasisf ai |l ure t o earn a sticker on the sticke
where students were encouragedead and then produce a written response in exchange for the
coveted stickers. The problem, it seghwasthat Alex never conceived ofading as a
requirement until that defining classroom moment after which his mother felt compelled to
design &-pointreading plan to be completed within a certain timeframe. This new ritual also
invol ved constant c¢ommuni cgrandmother, and tefhAlekr s . H.
feeling for the first time that noeading was an offense.

Later on, in high school, Bk again shoediir esi st ant 06 behavior by
Notes versions ofaming of the ShreandScarlett Letteran act that sawkhim time on reading
while leaving extra time for personal writing, attending open mics, poetry shachsvriting
workshops with peers. WwasAl e x 6 s b e lrecelléctionshfat it beis®t ance t o 1
were conspicuous his memories because they weot the norm, and because they framed
how he nowviewdiir esi st ant readers i n helttaciesiohool set
young people As Alex observd, the times in his life where he was resistant to reading were
also often the times wheealing was treated as an external skill that required evidence to an
out si de ent it yAnalhHer viablesxplanatiendop thidreésistanteymight simply be
adolescent rebellion against authority.

Once he reached college, and for the rest of busg adult life, Alex enjoyed what he
calledir eadi ng f or pl edassurree add iwhg cihf ohre pduerfpionsee o u
syllabus, parentorclassinstructob hi s pl easure reading expanded
reading literature of identitiormation, a consumption of fictipandam i nsat i abl e appe
poetry. At the end of his reading autobiography, Alex reflgdotn t he @A many moment s

triumph and fear and curiosity and | sdthatat i on
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t he Amost 1| mpor t anréadirgbistorywasi tf haec troorloe iamd hc osmmu n i
explamdhow A As a younger, resistant reader, I fe
without any stickers on the wall for having read, and that shamédatieshento a forced sense of
accountabilityp. Then, | ater, fAAs an adult writer, the
and the constant pressure to consume and consume and read new work by new authors became
an important sensef-self for me, one thahevitably translated into how | taught higthool
Engli shéand I|Depmlranger amé® a Ph

| f reading can be a Atalent, 0 Al exb6s accom
thattalentBut t he word fAtal ent 0 isemethingonhategambmoving, i s n
past a certaistage in both reading and writing requires motivation and discipline. Hemingway
wr ot e of t h dirsgthere mudt bewalerit, imuch tglehaleimt such as Kipling had.
Then there must be disciplindh® di s ci p | i Disiplinefcanfbé taughfsatiturns o
out,in C o y nNew ¥ork Timestudy ofhow to grow an athlete, the common factors in the
backgrounds of the strong athletes were

1. Driven Parents

2. Early Starts

3. Powerful, Consistent Coaches
4. Cultural Toughness

Both of Alexd s p afferedhitn &n early stayiserved as powerful, consistent coaclaesl, as
it turnedout, a heritage of cultural toughnessthatstef r om hi s gr andmot her 6:
start, which he believktledto a treatmet of reading not just for entertainment, but as a matter of
socioeconomic, regionandpolitical survival:
| candt speculate as to how and why readi
grandmot her 6s f ami | y, icabcontextyd sowthavast Detnogin s oc i al

the 19306s as well as her familyds deep an
guess that its significance extended viogi/ond mere entertainment. In fact, as | am
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writing this, the history behind my grandrhoé r 6 s n lidetaey knterests me a great
deal.

The fluctuating nature of his feelings and conduct within e red@dimg life demonstratieghat

the path to becoming a strong reader is fraught with internal and external complexities, including

inspiringand encumbang sociceducational forces. Still, it becomes clear that none of these

complications prevente@llex from arriving at a place of succe3fiough Aex nowwrites and

lectures on howvriting can change the worldiis reading autobiography revedthe multple

ways i n which reading has shaped and changed

Vignette 3 (Julia): Finola Fusspot
Finola Fusspot was a little girl with long curly hair that passed her waist. As her name

implies, Finola was verfussy. Every morning liere school, as her mother carefully
untangled her long unruly spirals, Finola demanded her hairstyle of the day. When she
wanted a pony tail, it couldnbe toofiupd or toofidowno It had to be centered just

perfectly. And if she wated a braid, it had toe a French braid, but never just an

ordinary French braid. Some days it had to go right down the center, and on other days, it

had to go across the front and then down the side. And she wouldn't leave the house if

even one hair wasut of place. Finola wuld not put on her shoes if her socks were too

high or too low and the only way to solve that dilemma was to allow her to wear tights,

no matter the weather. She also demanded her mother tie-tiadhee shoes until each

bow was prfect with two symmeital loops, each pointing in perfectly opposite

directions. Finola was very fussy. She even hated when her food touched and would

carefully examine the edges of her mashed potatoes or spaghetti, ready to refuse it until

the day her rmm found a perfect platdivided into sections, having grown tired of

constantly throwing away perfectly good food.

Finola Fusspot is not my own narrative creation, though I wish | could claim it were the
case. Finola was introduced to me by Julia, orteetloctoral students this study. The
opening paragraph of Jul i ads eadtheactcativegandaut obi og
literary environment in which she was raised. Her inclination to narrate herself as a character in

her own story about herading history wasinspie d by her mot herds creat.

Jul i ads ki ndveasngoa rwoennd eyre, a rtso.o,| tt haetsteepedini ads | i f
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storytelling; she descrilehe various fictional characters and scenarios her mother cathpo
her keyboard iran effort to keep Julia and her four brothers and sisters entertained.

Not surprisingly, Julia attributeher love of reading to her early interactions with her
mot her, describing her as a fireading superher

| though® andstill thinkd she was theaolest woman on earth, like a reading

superhero. She consumed books in a single bound, turned pages faster than a speeding

bullet. The smile that crept across her face when she thought no one was watching was

one of pure joy. Perips my love of reading beg as a love of my mother and a deep

desire to become someone she could be proud of.

Julia has identified how extrinsic motivation leads to intrinsic motivation, and ultimately, to self
efficacy with readingSchiefele SchaffnerMoller, & Wigfield, 2012).

I n addition to her motheros model as a wri
were engaged in reading activities throughout their childhood, by way of outings to the library,
reading nursery rhymes aloud, enacting guss and fairy tale afacters, and then transitioning
to independent reading of

The Giving Tree, A Light in the Attic, The Twits, James and the Giant Raaaly

Goosebumps book there w&arlotte's Web, The Pinballs, The Indian in the Cupboard,

The Giver, Alice in Wondesthd, Number the Starsyery single Judy Blume, Beverly

Cleary and Reading Rainbow book, all the Sideways Stories from Wayside School, and

every single book in the Angus, Thongs, andJuiintal Snogging collection.

All of this reading motivated Julia teegin writing her own fictional piece &0 years
old, of which she shadka summary in her narrative, and desatibe the catalyst to her
becoming a profuse writer of poetry and song lyr&8tse changed her approach to readany &s
shefoundherseft udyi ng writing styloces and fireading |

This shift prompt ed Oé everiearned foom anfy othegweiter ev er y
and just follow the ticking rhythm oft my own

ot her wriltsea slée & tlydleisa atSch efiedxepa rafi Inr Eadl nhi ke i

me as a writer. It sometimes leaves me feeling like &cmrte what | want becausesttoo
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fundamentally different from everyone else, and how Meller be published ordiened to as a
credible writer i f the | iter arNgncywmomal (@991 oesn’ t
studial the way reading is used in writing instruction, and desdrimsvin Michael Berbé and
Cary Nelsois Higher Education Under Firesherecounéda story told by her own son, who
avoided reading the texts on which writing assignments were lasethe gounds that reading
would unnecessarily complicate his understanding of the assignment and increase the difficulty
of producing the kinaf essay [characterized by verbal fluency] that his teachers w&@a2p
(p. 455). What Morrowvasdescribingvasthest udent 6 s di sconnect bet we
and even further, a belief that reading would complicate his writing.

Julia, too, expessd that she rejected reading, despite a passion for it, because she felt it
was too restrictive to her own writirggpals and inhibited her creative expressidmugh this
feeling of being a @Ami Kdonfihingto dulia, &t sttsome pointasbel i s h e
was determined to find her own vojshe decidéet hat Al wi Il |l al ways be ceé
mystel of the thoughts of another, and will make time to submerge myself in the oceans of other
writers' inner thoughts set to paper. Becaasgood as it feels to write and perform your own
writing, nothing will ever compare to the rapture of losing youiisetbmeone el€s . 0

Whether itwasas Finola or Julia, reader or writer, no matter what identity this participant
inhabited, allroadste back to her motherds influence, so
autobiography serekas a tribute to her. So, tadidJu i aés chosen academic a
ARecentl vy, | as k ed staryyends 8he bnailed ashsbens@ts in grdd a

schod at ------ , of course. Being a fusspot, she demanded nothing less than Ivy lGeague.
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Vignette 4(Carrie): Reading, Sensationa nd Car r-Reredptoon Se | f

Like Julia, Carrie has fond recollections of her induction as a reader. Shedlainti |
remembercear |l y not so much the image as the sens:
insist that she began read to me before | could even sit up on my own (long before reading to
your child became a virtue secopalyremdigy t o god
experiences launched Carrie into more autonomous forms of reading, and sked ttreddick
and Jane series for further propelling her reading abilities. Shetadmiti became hooked
on the now mucimaligned Dick and Jane seriesbmioks. Despite, or perhaps because of, their
repetitive narrative, | loved them and, ironically given théaism the books received, my
mot her credits the series for helpiSyg, bot h me
Carrie found early liteacy sponsorship in the books themselves.

From Dick and Jane, she moved on to obsess ovétahey Drewseies. She obserde
AGrowing up in a rather traditional l'talian f
important, my main purpose indifivas to get married and have children. Smart and independent,
Nancy Drew offered what seemed at the timbd@n appealing alternative; | claimed for a time
to want to become a detective. o0 This alternat
reading these books spurred her imagination and opened her mind to new ways of viewing
herself and the possiibies for her future, ones that were not being offered by her traditional
Italian family.

Justagtinolal ul i a6s shar ed edantolingepandernt ddolesgentt r ansi t i
reading, Carrierecadtth ow A By the time | was ndathouglkl, wedd
could no longer walk to the library, | ventured solo every Saturday morning, by bus, to the

Jamaica library to study, toread, andbto o ws e t he endl| eBmoldbalia,s| es. 0 A
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Carrie listedspecific authors and titles that becanee favorites during those years, such as
fiThe Grapes of Wrattand then everything | could find by Steinbe8k; American Dreamand
then the wdks of DreiserAnna Kareninaand then Tolstoylhe Brothers Karamazavand
Dostoyevsky. 0 Kibkedheeliterary fanciesy hetrfather dgrided her addiction to
reading. Some might be skeptical eanmmrelyanda t een
before being capable of understanding them. Yet, literary appreciation does not alwayequate t
literary comprehension, and the way Carrie desdritee passion for reading, she seeito
have been moved by the stories, characterd setiigs. These experiences fueled her
inclinations to read more and even become an English major in college.
Another commonality Carrie ldawith FinolalJuliawasthe magical appeal of the library,
a habit also sown by their mothers who made those trips tibbtagy adventurous and inviting.
As her | iteracy sponsor, Carr i ednere sitwatedhie r ens u
contexts both inside the home and in communal milieus (Gee, Z0&t)e determing:
The fact that | chose to majoringgh i sh as an undergraduate i
concluded, of a childhood punctuated by weekly trekbégublic library. Early on,
living on the Lower East Side, my mother would take my brother and me each Saturday
morning, shopping cart in tow, ntat shop for groceries, but to return and borrow an
everc hanging mountain of nbtbheookes wewantedmthe shedd
childrenbés section, and then wedd carry th
down to read while she looked foer own title to take home.
Libraries are valuable places responsible for promoting good reading imajmisnig children.
Even when those visits are punctuated by less positive circumstances than those described by
Julia and Catrrie, the library is a mea realm of reading opportunities and a golden gateway to
diverse worlds. Just ask Maya, whose mothed tise library as a depository for her and her

siblings when she desperately needed a respitelevayslexic contractor husband and

endlessly scrazhing children.
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Vignette 5(Maya): Al Gulse Wlsat Hagpénswhen
We Let Our Daughters Write Our Hi st or i es 0O

When she learned to drive at age 35, her first priority was to get herself to the library.

The children's annex was just far enough dtivenstreet to give her a break while she

browsed the adult books in the main building. She droppesbes, 6, 8, and 9, at the

front door, her tires screeching toward the main building. Though nervous at being

deserted, | was quickly distracted by thdemof books, scanning the shelves for my ten,

the maximum we were allowed to borrow. Piling the luchgsen texts on the floor next

to me, my anticipation grew for the future reading | would soon enjoy. | could not wait to

get those books back to my ro@md spread them across the bed, deciding which to read

first.

May aods r e awhsfranged by & geheoatiopal hope that the next generation of
womenwould fare better than the previous one. With an alcoholic grandfather and a dyslexic,
blue-collar waker father, pressure to be happier and more successful than her miserable and
disappointd mother and grandmother was a pall surrounding her. One of the ways her mother
tried to lift her own spirits was to read to her children. Library trips, too, asrmvial the excerpt
above from Mayads reading aut pifisobagamdyphy, wer e
oppressed by socioeconomic stress. Maya deskitibe, how, with anticipation, she
Atriumphantly exited the |Iti broaorkys,0 my darhroswv [fia dc
books offered a sweet escape for me at home. 0

Unfortunatey, elementary school reading did not hold the same charm as could be found
at the I ibrary. Mayads description ofklléedhe way
everything beauti ful about Whatatkwadngwrdngih str ai
the English c¢l| assr oaonhe prdbéein,expleinngMaya el abor at

We were to read paragraphs and answer the accompanying comprehaastang

before movingfi eourownpacet o t he next col or Ipeaweeld of s

quickly became a contest as we compared colors and pushed to the next level, rushing

through the stories, bombing the questions, and aiming for the elusiesitar@live
colored section. Thanks to S.R.A., even reading could become a competitiitg. act
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Even. Reading. Could. Become. A. Competitive. Activity. Mrsneither the first nor
the lasttime hearda b out t he r e a d itheigletrimernlleféects owthe psyohe a n d
and reading halsiof students (my own students regale me withirtbwn stories of how they
attempted to outsmart these color systems and how demeaning they felt). Foregoing the actual
reading in an effort to earn badges quicklyssimply not the way to build strong readers. This
practice of cutting reading time shedntinuel into high school for Maya too, and even the
teacherdefth er fAcompl etely unsatisfieplownfhl|l hasetat a
she was entlsiastically hoping talebateat length in class.

Mayabs assessment arsfndidatda partmg of ddyswitlsasdigoed | y e
school reading in favor of outside of school choices like Judy Blumanghe clainedtaught
her about thlkeebeleisr ds aabditf ,StephemCarkdhng ose h
and t he dihaurmnytdi mg fa t eenage GaAskgAliceBRyths tane , Beatr
Maya started high school, though she found her reading time drastically reduced, staralid r
toinrs c hool r e adi TheglLord of the HiesRomego ardl JuiieendHamlgé The
CrucibleandThe Grapes of Wrath She felt the pain ofhe Lord of the Flied b el oved Si mo
death and was rattled by t hashdspgntsadmight aymg@gt me n't
over his death and anticipating the opportunity to discuss these responses in class discussion the
foll owing day. Sadloy, etfite henrs diicrognpfi kit d s uinsm
the teacher was incapable ofifdating an engaging dialogue, resorting instead to simplistic
Afanswerso about the characters and t hemes.

Still, Maya reporedt hat fAl di d not r ebutdevoueedthe out si de
assigned texts while trying to absorb the less than intereiiogssions from my teachers and

classmates. 0 Mayab6s | ove of r eatinhegnarratvetost or y
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be a disappointing case of a victimpafor pedagogy. Fortunately, her reading experiences in
college proved fulfillinglife-altering and formative as she drew on them for her own curriculum
when she became an English teacher.
Maya left teaching, however, to raise her own three childremesctibe her
determination to NOT do as her mother did, having found her relatpwnsth her too
complicated and often hostile. Yet, she confdsse
One block from the library, |1 would pack the children in the stroller when | could fetch
not one moe sippy cup...Once there, the three would toddle or crawl to the cases,
beginningtheir own peaceful searches, perhaps pullingitwtVVery Hungry Caterpillar
or Carsand Trucks and Things that Gand dropping down to the floor for a hearty read.
Indea, the next generation seems to be faring better than the previous one in i shéaya
concludel her narrative with this reflection:
Though my greatest fear has always been that | will replicate the mistakes made by
my mother, | understand thiis love of reading in myself and now in my children
originated directly from heiThough she was not able to give me much emotionally, she
exposed me to the ways that reading serves to inspire, teach, bond, entertain, and, yes,
even to heal.
Despite sme questionable pedagogical and curricular approaches Maya had to endure in
her fomative years, she Haat the core, positive memories of reading with her motheridas d
many of the participants, whom | bédgthe to con
profound effect of the feelings she experienced when her mathelaimedd She i s readi ni
during her early preschool years. Maya chronithe ensuing moments when she realized what
those words fAshe is reeddingo represented. She
Slowly, | realized what she meant. | recognized these words, these representatives o
the ideas about which we were singing. Each unit had an individual meaning, and as |
read one word after another, she fioohedo a

saw her this animated, and her excitement touched me deeply...this rare dittemtion
my mom solidified my interest in reading.
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The Power of Parent Attention

The five vignettes in this chapter helpgemonstratéhe contexts in which these strong
adult readers first came to love reading. More often, it was the connection with a thather
sparked the I|iterary fascination. Il briefly h
on memories of reading withparent in an effort to begin branching out the conversation about
this overlapping theme of early familial sponsorshipicivhis largely maternally based, among
all of the adult readers in this study.

Christina hd fond recollections of the context surrounding her mother reading to her:
AMy earliest memories include being snuggled
Sil v e r sTheeGivimgTseea n d D a r eEdilrandd/h Beadts me over and over until |
eventually fell asleep. 0 Christinafgpasebasédi ke Ca
on the embodied perception of their feelings about their mothers

Ryan, another participant, reedwhen, whereand how hi s mowhhtér r e ac
loved most was -songymadindoétheteok. Bathnty parents were 2nd
generation American born chil dren witeisiammi gr an
vestige of her Italian heritage. Her reading of Dr. Seuss accentuated the Igri€ismt he wr i t i n
Stella, too, reminisscka bout how Al wused to read most with
usually in his room, and occasionally with my fateth 0 came home | ate from

Other participants also acknowledged early family litesgmynsors in the home who

valued reading as more -tihlalhi sgol &act iaciguy si ti o

Perhaps my love of reading began as a loveyfmotherand a deep desire to become
someone she could be proud of. Of course, with a mother likg¢hding was vital

My motherreadsmPoe 6s fAAnnabel Leeo which feels
significant in a way I criagnefnotional ceactos. s but ¢
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dondt wunderstand this ploembecause nyhmothdrioves r e a c
it, and her mother loved it before her

My motherwas unhappy mo ssheabvhys liribhesnet upmieeé $he t
read to usThe lttle extra money she had was spent on a subscription to a book club
call ed Par ePressbs Magazine

My earliest memories of reading (and writing) were to gain the attention of my
parent® mostly my mother because she was the one who was home rasing

Some of my earliest memories are of being read to by my father

| used to ste | my brother and sisterdéds English t
pages

What made these family literacy interactions succes#foist of the participants weed
their shared bookreadirexperiences as opportunities to explore their curiosity, enthusiasm for
learning and positive attachment to a pardtesearch on early literacy in the hoamephasizé
joint parentchild bookreading frequen@s a predictor afeading achievement (Busaw
IJzendoorn& Pellegrini, 1995)however, little research exists on the effects offifective
quality of parenthild reading interactions (Bergig001).The unique value of the reading
autobiographies and their qualitaginature is that they trgmst the writer and reader into the
socioemotional sphere of a shared reading experi@éhedink between parent reading and
reading achievement is well known; less, though, is known about the kind of reading interactions
thatlead to not just successflbut strong and | ifelong readers.
indicateal that positive, encouragingnd affirming exchanges certainly support the desire to
read, but they also routinely emphasiiee attachment to mutudly shared interesh readng.

In most of thess t u d lromésadbilture of literacy pervaded the environment, one that
went beyond simply putting a book in a chil doé
mot her 6s wuni gue euimawithea hargvorkng fatleen ¢éndtsonapand fidancial

investrrent in a book clud these weré¢he real bonds offered by booKshe five vignettes
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combined with Christing,sStella®d andRyard quotes about their fond memories of family
reading pairgda clear composite of a set of strong adult readers whose eaiilyyead
experiences set them on a path toward a fulfilling anddifig habit.
Emergent Themes

The socioemotional aspect of early literacy sponsomshga common thread in the
par t i autgbiagnaphse® There is a direct correlation between kids wied teading and
the way reading was experienced in the family as an occasion for physical and psychological
closeness. The familial solidarity and enjoyment of stories as a shared activitiep
satisfaction on several levefeeling like the member af family, being treated more maturely
and experiencing inclusion reinforced the par
(1998)toldu s t hat ALiIi t er acyiti$lecatedghe intéractoh betwees oci al ,
peopleo (p.i ey .ofT hsei tnmeimbg on a parentodés | ap,
couch, even being coerced to pay attention while being read aloud to are all interactions
described in the reading abiographies. More careful examination of the type of interactian th
occurred in the histories of strong readers can help to explain the averse and avid forms of
reading that developed in their lives. In the next chapexplore the themes that emerged
across allL8 of the reading autobiographies of strong adult reattelog and assess their
mindsets, feelings, valugand social relationships and then examine how each factor

participatel in the shaping of their literacy.
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Chapterv
SPONSORSHIP, ATITUDES, AND ACQUIRED HABITS OF
EIGHTEEN STRONG ADULTREADERS

In this chapter, usingociocultural literacy theory as a research lergentify and
interpret some of the overlapping themes froni@lb f t he adult strong read
the five case studies from the previous chapter in mindgirbwith a focus on the agencies and
individuals who were influential in the reading lives of all the study participants. These forms of
literacy sponsorshiprelooked at for both the encouraging atetrimental ways they operated,
specifically in the hme and school settings. Here, too, | investigate what the reading
autobiographies in my study revedbbout attitudes, academic endeayarsl selperceptions
related to reading both in and out ohesol.

Part 18 Confirming the Obvious: Reading Begins at Home

Saul,Alex, Julia, Carrieand Maya were not exceptional cases amond.8rarratives;
they were simply a sampling of voices and memories thatmzburn st r ong reader s 6
Moreover they were not exclusive itheir emphasis on having learned to read or having been
exposed to book culture in the home (and library). In total, 16 out of the 18 participants (89%) in
this study of adult strong readers recalled their initial and early expimstgading having
occured in the home and with family members.

A common theme dadeeking affirmationwasimmediately evident in many of the
autobiographies, agasvivid recollection of the environments in which the participants read or
were read to. Soe examples ofthesegae nt i on seeking behaviors can

Rickdés autobi ogr ap hidnastalgidcabaut béing abledon c e Gary wa
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see vividly my fatherodos office, with a sha
in one orner, and the rest the study filled with books from floor to ceiling. | had been
hoping to prove my skills with the bright yellow hardback book, and since | had not made
much headway with reading it, | worked on memorizing it. And initially it worked
wonderfully,and lbaske i n t he warmth of my fatheroés a
Rick, in his narrative, recatinitially being engaged more by the people who connected him to
books than the books themselves, and a simple
in her arms to listerother reading T hwvers jest two of many instances describing moments
of intimacy created around books. Whether naturally or deliberately, parents provided
circumstances wher@ he reader, writer, and the text are involved indix@amic interplay that
is the act of readiny(Winch, Johnston, March, Ljungdahl, & Hollidag014, p. 31).
In all, the breakdown of sponsors mentioned included mother, father, grandparents,
teachers, siblings, friendand cousins, with only two narratsvéndicating there were no early
sponsors (prehool) to their literacy, or at least not that they recalled. | tallied the percentages of
each form of sponsorship out of th&participants reporting, which, along wigigure 1,
provide more quantifiableumbers. Many participants cited more than camdyditeracy
sponsorhence, in averaging percentages of sponsors cited, the numbers of spioinsotrs d
eqgual the number of participants. The specific breakdown of the individuals mentioned in the
reading atobiographies as those who read with the paditts in the home, schoalr library
during their preschool yearsas follows(note: numbers are rounded off to nearest percentile):
Mother: 10 (55%)
Father: 5 (28%)
Grandparent: 5 (28%)
Teacher: 2 (11%)
Siblings: 4 (22%)

Cousin: 1 (.05%)
None: 2(11%)
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Sponsors PhD Students
I

None 11.00%

Cousin | 0.05%

Sibling 22.00%

Teacher ﬁ 11.00%
Grandparent ﬁ 28.00%
Father ﬁ 28.00%

Mother W 55.00%

Figure 1.Number of sponsors of early literacy in doctoral students

More than half of the participants described being read to by their motlmes might
simply be explained by the era in which thepplation grew up. Even without exact
demaraphics, we can generalize, given the approximate ages of the group, that most would have
been in their preschool years during the early to late 1970s and 1980s. While there was a surge of
women in the workforcesanever seen before in the United States po that time, the number
of two incomeearning homes in the 1970s was still significantly low (Waldn@ossman,
Hayghe, & Johnsqril979) compared with today. Therefore, one explanation for the prominence
of mothers as sponsors is the likelihood thay were the primary caretaketisough we cannot
assume that just because they were home with them, they readlim®raumbers in the chart
reveal the quantifiable results, but the benefit of narrative rdsesaticat it can teach us much

more aboutvhat these numbers represent as far as meaning, expeaeda®ntext for the

106



participants. We can start to assess what family membersafifeough these early literacy
events and practices.
Teachers and Friends as Literacy Sponsors

Teachers anttiends were also important figures in several of the accounts, though more
S0 in postelementary school years. They appeared sporadically and were not sufficiently
developed enough to create vignettes or narrativeiesiof presentation. Instead, | offesot
tables, quotes about teachers (Figure@@yl quotes about friends (Figure B)five narratives
teachers were noted for some form of positive impact on those participants and their reading

habits, as shown below

Maya filn sixth grade, | was lucky engh to have aandsome young teacher, who brought
not just his good looks, but some solid literature into mydife.

Asher. fiMy freshman year afollege my writing professaaid that the most important thing
about witing was reading. She said that the really great writers were really great réaders
started reading short story after short story

Sara:fiMy junior year of high school is when | met tBaglish teacher who atde me realize
that my love of reading codilbe powerful_Mrs. M. introduced us to academic writing but,
more importantly, shireated us as adults during discussiMuoch of what we read for AP
American Literature with her | did not care for in the digh s. Hodvever, | remember our
discussiongn that class

Reneeil n my senior year of high school I

whom| feel privileged to have as my guilehr ough Joycebs Ul yss
and Oedipus Rex.want to read for her clag®cause | ant to try out my theories under her
tutel age. O

Tania:il S o, Linda was the first per soalehexglamaot
me the nost effective ways of reading, communicating, and understanding languBgen

she said that my papesas beautifyland from that moment | knew | would be irrevocably
hooked to writing as well as reading. o

Figure 2.Teachers who influenced reading
It i s encouraging to see words |i ke Apower f

with memories ofn-school English instruction. Especially reassuring are the diverse stages of
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education at which these positive influences appeéthdyrade, colleggunior and senior year
of high school, respectively. Varied, taere the reasons these teacheosdbut in the
participants® memories.

Though Mayadinot el aborate enough to give cleare
y 0 u bth grade teacher,shedda c k nowl edge that he fAbrought her
literatured0 i ncl udi ng 0 to& elosdtslthatdimed dnewalt of hislclassrgom as we
discussed Ray Bradbuiyeerie close toAll Summer in a Day® For Asher, it was the
connectiorbetween writing ability and reading, emphasized by his cofpegiessor thaspurred
him to rswoydterfslommsiorgt | n S gMra B engagedstadents through
facilitating mature discussion about the reading, erah thouglSara confesskto not enjoying
the reading assignments for AP English, the inspired discussions about the diterativated
her enough to stay with it.

Renee descrilzeher senior year of high school with Miss L. as an advantaged journey
into complex texts and welcomed occasions to

realized the interconnectedness of comination, comprehensioand reading; shalso had a

)]

boost of confidence in being recognized for
writing and reading was cemented for Tania in that moment. While these five testimonies of
advantageous iachal literacy sponsorship provide glimpsento the ways English teachers
have influenced reading attitudes and habits for these strong adult readers, further discussion
later in this chapter will uncover less promising exchanges.

As for friends, they wer rarely mentioned, but | record here the five comments relayed
by five different participants regarding friends who in some way came into contact with their

literate lives.
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ReneefMy fri ends 1 niti at.&lyemggerdtniehgs aidlll auiemsvelyp
share copies as contrabaind.

Jessicafl was later obsessed with .. Andrewsod bookséand Mc
wi sh | could remember who told me to re
my female frendso

Jadaifi Wh e nboyfnignd tries to force me to do book club with him, | can engage in
conversations about the books with him in a different way. He makes time to read, and
therefore | have to make time to read

Sara Al s pent loollwadting horfor staesroeand atoutsmy friends] and not
paying attention to classes | considered boring such as calculus and organic cliemistry

Asher AWhen | was in tenth grade, my fri ¢
the booklt was calledd fie Alchemistdo.

Figure 3.Friends who influenced reading

Friends appeared mainly as conduits to genres and authors who were typically

Aforbiddenod in school and in their homes.

them to books that excitedem for both what they represented and what waseim.tim her

For

article AHor r or ;0Randi Dicksog1998fexplorailott n Gdr Egder s o

fascination with the RL. Stine Goosebumps series and adtithis explanation for the pleasure
these tee readers take in readipgpular fiction i On ewelpthese stbries may be helping

to shape these preteen studentsod views of

i de n t(p. 120).eDickson citghorror, specifically, as a genre that offer safe space for

testing out adventure, suspenseillt, and an edifying sense of defeating the monsters faced in

these fictional realms. IRigure 3,Sarastated her enthusiasabout writinghorrorfor and about

her friends acts she contradwiththe fAbori ngo school subjects

Another reason that friends can be a compelling source of literacy sponsorship is

attributable to the bandwagon effect (Dickson, 1998, p. 1207).dnd a 0 (Figure 8)her
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boyfriendds de kiminegadinganditlzen discusseng in g bolbrcompded
her to make time for what ba&mea shared activityRenee, Jessicand Asher all descriloghe
interest they took in books primarily because their friends were readingThese were the
mainexamples of friendelated literacy experiense¢hat appeared throughout ttereading
autobiographies, but theld give us a sense of the potential friends have for motivattegest
andchanges in literacy resources.

As seen irthe figures aboveagachersand friends did serve as sponsors; hoarethe
majority of the participants discussed their early memories and lasting effects of reading with
family members as the most favorable influences, largely due to the jepeaiogmotional
gratificationit brought them. The excerpts about teachers that I culled from those fivel&ut of

participants offeedsome understanding of the characteristics of teachers amoativate and

inspire readers too. One facfarasboosting student confidence,assegelmani a6s anecdot

where shavastold her writingwasfi b e a 0t iIAfnwlIt hwast rf eaacttiomrg st udent s

adultsodo during |iterature discussions, as
behaviorwasshared byAsher, for whom the lightbullzonnecting reading to writing skills was
turned on by his college professor. Other than these five examples, attributions of positive
teacher interactions were spdrsadiscouraging finding. Friends, too, were infrequently
referenced. Still, whila few tends in the narrativesererelated to these categories, they were

not sufficiently developed enough to explore further at this time.

Other themes, too, began to emerge among the backgrounds of the doctoral students.

During my initial transcription andrgliminary rereading of each narrative, | observed five

over|l apping domains in reading experiences
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which | already analyzed in the Chapt®rvignettes, and subsequent analysis of a series of
quotefsrom ot her participantsd®d narratives. The reo

1 family influences,

1 school influences,

1 particular books mentioned,

1 resistance to reading,

1 standoutliteracyeventsny fsdauwtndl i t eracy eventso | mea

with literacy that occurred in netmaditional modesi.e.,theatre, comedy, music).

Thelist above illustrates that in addition to writing about their home and school sponsors,
the adult strong readers often mentioned specific book titles and authors, the@s@mtance to
assigned reading, and other forms of literacy or discourse that stood out to them. Still, the
predominant features in nearly all of the reading autobiographies in this group of readers were
the early familial sponsorship in the home, whitfave discussed, and the dichotomous
attitudes between owtf-school and irschool readingwhich | explore in the next section.

Part 28 Context, Spaceand Literacy in School and Nonschool Communities

Many of the narratives transitioned fraranstructive ad sentimental early memories in
the home to joyless, sometimes hostile depictions of school classrooms and assignments. By
positioning the paschoolcecadmgaongside theiemamoariesefaut o f i n
school reading experieas, we can asrtain the sort of discourse they dise articulate these
differences. The terminology of outside/inside used to delineate the differences between school
and norschoolreading carrid connotations and implications that, through closer éxation, |

now begin to unpack. I highligked inredthe negative language used to refer to reading done for
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of or eveninstead othe requisite reading for school.

and in school. highlighted inbluethe positive language used to refer the reading done outside

In Schol

AThough those [
sweet escape for me at home, the
elementary school program called
S.R.A killed everythingbeautiful
about reading

ifnWe also read OO0
the Magi, 0 a sho
totally in awe ofuntil my 7th grade
English teacher ruins it for me, and
the magic is gone

AfReadi ng takes s0 losighat
| am not able to do much p@lsure
readingo

né 1t was diffilc
always hated the books that my
teachers wanted us to read

i1 w elass the next day,
expecting to discuss his death, and
wanting to understand desperately
why the boys killed him. My

t e ac h e toéaddress eud
guestionséand |
completely unsatisfiedith herhasty
and superficial discussimf the
scene. 0

il spent a | ot o
[writing horror stories for and about
my friends] anchot paying attention
to classe$considerd b or i ng
| also remember being read to at the
library in elementary school, but |
alsoremember the librarians being
red bitches

Out of School

Al quickly becam
book reader and collectdt.was the
first time | realized that reading
wasnot just for
display of my reading prowess
Al't was not unti
my young adult lifehat! actually
started eading for pleasure, and for
purpose outside of appeasing a
syllabus, parent or class instrucior
Al did not read
4th grade, when | became obsessel
with Encyclopediaand | remember
for the first time, thenpving the
sensory exp&ence of reading, or
rat her , | osi ng o
consciousnesduring an escapist
experience of re
ABut my real pas
outside readingwhichprovided a
deeply valued escaim my
intense alienation from myigh
school societybo
Outside of school, | found myself
reading a lbof horror tales, mostly
by H.P. Lovecraft and Stephen King
|l read Edgar Al
school, but I did not find him as
terrifying.

Figure 4.Comparative chart of ischooland outof-school readingnemories
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The language used by these writefteciedhow they built and recognized their
activities and identities related to readitiye significance of particular wordhoices, especially
the polari zi neghexp e sfsidcohiiosou dof elddgnelasere nc e s
examinationThe attitudes and habits expressed in the wording surrounding their memories of
readingalso show how those around them built and sthaipeir reading activities and identities.
The participabh s 6 t h o u gahdtvaues abe eeffleictedfthsough their diction.

Pulling from the clauses | earlier highlighted in red to indicate reading done for school, |
nowlbok more closely at the sort of dit@our se i
teachers. Then, in the next section, | juxtapose that analyhisi@gcriptionsised by
participants to designate eot-school reading. | urge you, reader, to look carefully at the
language used to describe these schelaked interactions befoteffer my own analysis:

1 killed everything beautiful about reading

1 my 7th grade English teacher ruins it for me, and the magic is gone

1 Reading for schodbkes so long, | always hated the books that my teachers wanted

us to read

1 completely unsatisfiewith herhasty and superficial discussiohthe scene
not paying attentin to classekconsideredoring

1 | also remember being read to at the library in elementary school, but | also remember
thelibrarians being real bitches

==

AKi Il 1l ed, 0 AfMwnsat ios iihad ed ,.dd sRigpree Mhb ecri atl h adt fitbloir g
of students was not raised in the digital eggeany attempts to explain boredom, impatieraoel
dissatisfaction away by blaming technology does not hold up for this generatiomef¢e&Ve

need to account for such adverse representations of theal-sekaied reading experiences if we

want to understand how and why, even in the most avid readers, the place where readers should
have beerultivatedwasimpeding them. We can bedny examining thee attitudeside by side

with the contexts and spaceswhich the strong readers continued to foster a love of reading

despite the undesirable schwoelatedexperiences.
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Seeking Refuge ilfNon-S ¢ h o o | APl easureodo Reading

What was acquireh school through the teaching of and the act of reading? In the home?

How did the participants identify themselves as readers in each of these contexts? The answers to
these questions can teach us (and them) about the attitudes, lealurésg processeand

influences on habits of mind that arose from family, teacher, environmental, contartual

institutional literacy sponsorship. From there, we might better understand the various
conceptions of and purap orseeasd eivtioseavmhdeptibngate me an s
shaped by literacy sponsors.

The participantsd ideas and terminology ha
descriptions of irschool andhon-schoolmemories. Theravere critical connotations of the
language used bythear t i ci pants to distinguish between 7
reading, as well as wh a bheytldbaded anly rotequired sthodlp | e a s u
reading as fAoutside readingo aratdheydespriveds sed Vv e
anaesthetidype ofreading (Rosenblatt, 1983) in that realm. For instance, one participant
describher extracurricul ar r.e8hdrecaigiiamn dal A s € me by
for the first time, then, loving the sensorypexience ofreadig, or rat her, |1 osi ng
self-consciousness during an escapist experience of readinig depiction of her reading
experience echadeMu r i e | B ar b e towhichlsalludedimmyiintrogluttiorsi Wh e n
something is botherg me, | seek fege. No need to travel far; a trip to the realm of literary
memory will suffice. For where can one find more noble distraction, more entertaining company,
more delightful enchant ment than ioncurkicularer at ur
andpedagogi cal reasons if the participant who v

mentioned a specific book title that
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elicited this aesthetic experience, the fact
stressedls it possible to repiate this phenomenon IN SCHOOL? | address this queagtjaim
in ChapteWVIIl, where | discuss the implications of my fings. First, however, wantto
examine other parti ci-pfachdolsrdading expetiencestielocats of t h
overlapp ng fApl easurabl ed reading occurrences and

The notion that one ne e dcation$ ofdsfowngan@muatnd fHes
seek refugdérom a stressful or oppressive condition. Another participant in my studyedibee
of thecircumstances that would help to explain the need for escapism through literature. She
clamedii But my r e anmypwsids reaoling, whiahsprovided a deeply valued
escape from my intense alienation from my high school sociBtrrowing from G e @.396)
notion of I|iteracy as a highly social act, we
sociallyalienated raisg#a conundrum for English educators who are attempting to teach a text in
the classroom, which is a collective saitin

Inviting students to discuss and analyze a text within a classroom environment seems,
from an educativetandpoint, a positive and interactive experience that should conceivably result
in further engagement with a text. However, in light of thisparicant 6 s r evel ati ons
alienated in the school setting, we must consider that our attemptagestrients into a
conversation about a text in very public ways might actually have the opposite effect of turning
them off to reading. Cooperatil@arning and critical reading approaches can leave some
students feeling insecyreulnerableandincompeeént. So, too, might those pedagogical
approaches leave students feeling that reading is being imposed upon them, thus wrenching the

joy from readingWe can work to mitigate these discomforts, and | offer successful practices

115



(Blau, 2003, 2017Gallaghe, 2009;Wilhelm, 2008; Wilhelm, Baker, & Dube001) in my final

chapter where | discuss implications.

What woul d account f odeterrmitaion thed outsideceagingist s 6

an activity al Ifyoerdcallviiexfrom Vignde & Chaptelé, be?offeredhis

il luminating observation: Alt was not

unt i

actually started readirfgr pleasure, and for purpose outside of appeasing a syllabus, parent or

classinstructo6 What mdaeswhen we read Af oradicla8s pur pose

instructor? It means that we are reading for obligatory, externally driven, and samulate

intentions. This invites superficial and manufactured ways of reading that are predicated upon

acquirirg a skill set rather than a heuristic, lifelong appreciation for literature. There is little

room in this scenario for the kind of aesthetic readitgRosenblatt (1983), or féostering

Ahabits of mperfonthtiveiterdte réadegshabk petad (2003)Alex identified how

Areadi ng fwasanagtha@vassoneo inasi de fromod reading

Consequently, school becomegace designed for the kind of reading that requires toil,

interruption, and assessment. It is an envireninvhere students are commanuéxtto read,

and even according to several of the autobiographical accoomi$ofi c o r r read.tAs y 0

evidencearotherparticipant remembed:

Having my fAigoodo wor k not i c ehivaymietaooble a
for behavioral things at school. | remember getting a-toig where | had to sit on the
floor in front of the classroom. The crime: Whasked to read a paragraph from a short
story al oudIreaditwithaesillyovbice.dTis was a real learning moment

for me. | learned that in school:

SILLY VOICES? NOT ALLOWED.

But at home, where being annoying was consideretlaribre endearing, silly
voices were one of the main reasons for doing anything. Looney Tunesesgre v
i mportant to me, and that Rooster t
Arkansas was a portal into the world of the great American Didlbetbest way to

hat

exercise the opening of this portal, | quickly found, was to read anything alogwal, oft

with confidence, and in the silliest of voices.
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The nl e dhis panticipaniMasataught in schosvast hat fsi | |y voices ar e
theconsequencewasb ei ng ostracized and publicly humil i e
V 01 C esinvitedvas an opportunity to acquire confidence and enjoyment through the act of
reading. This individual 6s i ryschool@andéyhamei on o f
forces when reading aloud illustrdteow literacy was treated in the varyingntexts of school
and home communities.

Clearly, the context of reading outside of schwaka more liberating and encouraging
space that all participanits this study recalled more vividly and specifically than they did their
in-school reading historge In all fairness, though, a select number of teachersmentioned
who did succeeih replicating the gratifications of home reading within their cla@srs éee
Figure 2abovg. Unfortunately, none of those accounts left as vivid, mqwang powerfubn
image and outlook as the descriptions of exultant reading that occurred outside of school. One
writer, Rick, maintaied:

| spent many hoursreading I r emember many summer after
on the lawn furniture of my backyard, reaglifhe whispering summer breeze would fan

the pages of my school sponsored summer reading. The cicadas would hum in the trees as
part of a soundtrack for tise lazy days. Reading was what | did for fun. It had become a

part of me.
The value that readilmys s ume s i n t hi wassigniféed by thelamauntéftimevo r | d
spent doing it (Amany hourso), thendthel axed se
enjoyment that stemmed from it (Afunod)ng | bec
and aesthetic involvement wi t-ponsoradsummdrat | ov

reading Ontil this point, | had interpreted the negativetattes toward irschool reading as a

problem of imposed text selection and lack of freedom to chtos@s instance, however, the
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participantwasextremely content while reading a schoelated book. It is possible that there

was still some room for pgonal choice within the school requirements, as it is common for
schools to provide an extensive summer reading which from which the studentlcartipe.

Still, the image of this reader relaxing on a summer day and having a transcendent experience
with an assigned text is hopeful.

Unfortunately, the next statemeniesthatn t he p
optimism, not because dite t ext but becaus e Riokfprodiasedlh ool 6 ano
ASchool, however , @abhleaderlWhiegane of myteachearsin high schioola s
made me f eel |l i ke an accomplished reader, the
those times, he wte, waswhen Mrs. S. diminished his newfound hero, Holden Caulfigtd
adheringtoherwvey r i gid Acorrect interpretationo of H
my own college students the tragic stories of having a favorite aikhak or character derided,
even destroyed by a junior hi gh inderpretatiorg hhes c ho o
message to student readers is that literature is likednfatimulaic and wholly dependent upon
correct and incorrect interpréians.

Let usturn now, then, to more issues that arose in treehool reading memories of the
adult strang readers, the onesthatwadi dent i fi ed as HfApl easurabl eo
provideFigure 5of the dichotomous attitudes expressed in the readingiagraphies regarding

in-school and oubf-school reading:
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Reading Dichotomies

In School Out of School

Done for Enjoyment

Forced

Allowed to be interpreted in its ow
way No questions to answer.

Analytical

Difficult Language At reader's level/ comfort zone

Choice of booktopics they find

Uninteresting Topics

interesting

Figure 5.Dichotomous attitudetoward inschool and oubf-school reading

Four main issues with school reading contributed to the enattiigdes and habits
described in the reading histories. The recollections of being forced to read, expected to analyze,
thrust into difficult langiage and assigned boring topics dominated the reading histories during
the middle school and high school y&aAt the same time, nesthool reading was favored for
the enjoyment it offered, the ability to subjectively and unreservedly intetipedtexibility of
thereading levelandthe freedom of book selection.
In their own words, the participantsreeall bei ng | abel ed as Al azy,
language complexity, feeling ashamed at not being on par with their aedrsorrelating their
hatredof a teacher with their resistance to anything assigned by that detested agrsam be

seen in the follwing excerpts:
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S a u The onlif models | knew for what passed as intellectual or at least academic
discourse (outside of our thorougtdgring schobbookswhich sounded like teacher

discourse in extremis and to which | paid no attention anyway)

A u s t Asa younger, resistant readefelt ashamedo be the only one of my peers

without any stickers on the wall for having read, and that shamnslated into a forced

sense of accountability

filndeedfull stages of my lifeduring whichl was a resistant, uninterested reader

Renele:r eflad n adglredrofgnetnh aHoébnsor 6 s Engl iCh, but
Andr ewséupi ed b yadingylopt toskgp sh&Oth grade assignment of
Wutherng Heights, and read the Cliffs Notes in lieu of the actual ldook

S a r lsstartedicollege with very limited knowledge of the English Language, which
made it verydifficult for me to read what wasssigned in schoolo

Ga r ylovedfiLé rouge et le noiwhile detesting the coursand Swift likewise. (hated
both Tristam Shandy and the professor who

Amy:Ai When ti me comes f orerthanasentengeotadewtls t hat
show no aptitude anesid. Reading out loud isa majorissud... am | abel ed ft a
but | late yeadddut am fascinated with books

A my readiing out loud is just as hard in English as it is in Polish anigaayers
continue tosee me as a lazy studavtio issquandering her potential

Al hatereading My i ssues continue and become mor e

Ashdr diidndét | i ke bgeroitkvadiffrciltéonmelreaghands always u
hatedthe books thatny teachers wanted us to read

Is there a difference between these schelaited social situations and the ones described
in thenonschool reading memoriehe pattern of resistante school assignments hits at the
heart of what might be a problempgdagogical framing. Willinghargin Bauerlein, 2010) told
usiThe mistaken i deddearhtoerack theea@ld, practice cosprehensok i | |
strategies, and you can read thirygd may be the single biggest factor holding back reading
achievemenin the countryo Willingham offeredone possible explanation, buhan the same

individuals who talk and write about reading in their early years with such enthusiasm and
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passion shift tone and diction so drastically to describe reading done for ahdah something
is amissand demands attention
Of course, the clasoom environment itself is not equivalent to being in a library or a
home in the aesthetic sense. It difféo®, in the number of people involved in a classroom
setting as opposed tchame settingwhere more direct, individualizednd affectionate
attention from a guide or mentor is possible. There seems to be another factor to éathsitier
of the external versus internal motivation to read. School reading in its traditionalsense i
externally mandated; the 0pipantavwasraflectiveafanadi ng d
internal drive, the purposes of whialere usually sedmotivated, evechangingand often
conflicting with the external forces of school. Are there examghesigh, of externally
mandated forces motivating internal drive eatthan competing with it?
Analysis of the Dichotomous Sponsorship in the Home and in School Contexts
Figure 5reveals an undeniable disparity betweesdhool and odbf-school literacy
sponsorship and attitudes. How do we account for this polarity?is\ththat a place such as
school, where community and shared literacy practices should be most aveitetile
environment where we were most resistant to reading? There are segsilgexplanations
for opposition to school reading: teachers wipase literary interpretations; skitmsed
approaches to literature; standardized assessments that emphasize proficiencies over
appreciation; forced writing assignments attached tamgathck of variety in curricular
offerings; failure to incorporate e x t s t hat are relevant to stude:l
populations and needs; daunting text complexity; -b@aching analytical approaches to text; a
disconnect betweenteacHera s ed under st anrdeiandgd oafn db esioncg efitwaell |:

desires to read well. Ultimately, I think there is a consensus among English educators,
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researchers, parents, administratarsl students that whatever, however, wherever, and

whenever tine is spent reading, it should be meaningful. The question remansiitiv h a t

makes reading meaningful ?06 While | could spen
educational institutions, | believe a more valuable endeavor is to return to wheresthagoy

lifelong habits of reading were initiated for most of the pardiotp in my own study: the home.

Then, we can make connections between those early literacy experiences and preparation for
school literacy expectations.

Shirl ey B¢982)at iHcelae NoBedtinaeStory Means: Narrativékills at
Home andSc h o exhntinel the social and cultural implications of bedtime stories as home
ritualsand their effects on preparing children for preschool literacy expectationslahed
that those ady literacy experiences, particularly in American middlass families, are
foundati onal for | earning fAways of takingo me
around them. Though she analgzkeree diverse communities and preschool reading approaches
by parents (Trackton, Roadvi/land Maintown), her worland the backgrounds of the
participantsn Maintown seeradto most resemble the populatiohstrong adult readeis my
study. The Maintown parents engaged in the ritual of reading bedtime stihebkeir children,
including conversing about those isgand through this habit, assisted their children in
acquiring the mainstream habits and values necessary for successful participation in school.

H e a t(19&)xstudy on the effects of reading adtiene story prove the value of this
routineasaninductv e act that | eads to kidsé success il
teachthemabout| abel s, f e-axplanatiens, and aresdribedistemihg and
performing behaviors for preschoples 6  ( parents%ré priming their children for the

demands of the classrooi@he argugthat thesesocialization practices and skilklse preparatory
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traits that are favored in American school environments. Heath betties#i c hi | dr en | ear |
only how to take meaning from books, but also how to talkualioln doing the latter, they
repeatedly practice routines that pedtllat | el t h
time spent interacting in situations where readingisaneverdgltelpt hem t o devel op
perf or mi ngo stwhem iothe demahdks of en schaol literacy practidesortunately,
as Heath also obseie é it eacher s (and researchersof ali ke)
taking from books are as much atpafrlearned behavior as are ways of eatsiting, playing
games. and building houses ( p makidg2hem socially and culturally situated and not simply
Anatural 0O occurrences.

This might help to explain part ahe prevalent disparity in home andheol literacies
that appeadin the readindnistories of the doctoral studentisa studend Bteracy orientation
wasprimed by one cognitive or learning style in the hpimis possible that school practices and
expectations differed, or even confédtwith those early home socialization expecdes. Still,
the value of bedtime stories remains important in our understanding of the cognitive, social,
cultural, and linguistic advantages this home practice brings to strong readers. The Maintown
studentdad those extra years of learning to read egatling to learn and all thaamewith
those foundational tools prior to entering school.

So,wasthis true for the participants in my study? Did their early literacy experiences
parallel those of the partgants in Maintown andhus, the same pardliecan be drawn between
early literacy preparation and later habits of mind (Blau, 20B@¢Pestingly, only one of the
participants in Study 1 identified bedtime stories in her memories of reading. While most
participants did recall specific locationsiwveaonmental factorsand literary works, they did not

menti on t he. @hbdditibh, homeeof teetparticipants mentioned a heavily dialogical
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engagement during the fond reading times evoked in theiatives though it is likely thathose
socialization practices occurrddeath emphasizithe value of the questions posed by parents in
thecontext of the bedtime story rituahd the multiple benefits the Maintown students acduire
through the earlyxposure to stories. This platthemat an advantage over the workiolgss
children like the ones in Roadville and Trackton as far as school preparation.

I f the Ivy League doct or al dtwsewfdhe readerdin bac k g
Maintown, awl if early exposure to books in theme offeedso many advantages for school
preparation, whyvasso much irschool versus outf-school reading conflict expressed in the
strong adult reader s deacarelatian batweenfhicmeddagandh 6 s st u
preschool preparation. Ihe reading histories, the disparities appdabnmewhere around the
middle school years where school and social expectationgestenshift and emphasis on print
literacies over orality often prev&ed One of the mdsenjoyable and beneficial aspectearly
reading in the hom@asreading aloud and engagement in dialogue, as well as the ability to learn
t o answer A wSomebfthesq neveasling featurss. of early home reading sdtm
be eclipsed in lategchool years by standardized assessment instruments and eofreenghe
opportunity to engage in gratifying classroom conversation about the reading. Still, for the
Maintown and doctoral students, the early habits acquirdteiname set them up fanecess in
extending those habits into other domains and into larger sociocultural patterns (Heath, 1982,

p. 72).

Another possible explanation for the disparate views-sthool and oubf-school
reading isa standardized apprdato complex texts thatight do better at teaching students how
to navigatdext complexity. Irherar t i c | e, AA New Way FoSharggyr d? Or

Sanden (2014pvestigate how English education mandates under the Common Core demand
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thatstuders fAr ead an dmpler litepary artd enflorchational texts independently and
proficient | ydacricalquegtipn, onésthaeis gssergiad to understanding the
i mplications of the findings i n WHateffectdaesdi ng a
anongopng connection between reading and struggl e
a book again?bo

As noted inVignette 5 inChapterdV, Maya clainediit he el ement ary schoo
called S.R.A. killed everything beautiful aiou r e a. @hankgteé S.R\., even reading could
become a competitive activityS . R. A. st ands for ASuccessful Re
standardized reading assessment moduleshsib ui | t around Acorrective
designed with the intent ticcelerate the readingikk of belowlevel readers (www.mhe
researchcom). If an English educator herself rewsithe detrimental effects of a particular
standardized reading instruction approach on her own reading state of mind, what potentially
delekrious effects aree missing in our own practices, particularly in the age of Common Core
and with the emphasis awnfiction? More importantly, how do we negate these unfavorable
effects and focus, instead, on providing encouraging, productive spopg&orshi

Final Thoughts on theStudy of Strong Adult Readers

With aninitial understanding of how this specific pool of 18 participants in my first study
came to be the strong readers they ar e, Il now
of reader, the kind of readerwhasha f al | en wunder ¢whe atthatime df thif r e me d
second study would, by virtue of being enrolled in freshman composition at a community
college, still be in the process of formal school literacy acquisition. | situate the phenomena
revealed n t he str ong ambnglthe chairecheaxpetescés ohaimere diverge a

population of students whose histories with reading have led them to be placed in English
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courses designated for individuals who need more reading (and writing) sungpotthé
Agener al 0 st thatermstused tO define and categorize theproficient reader,
as well as the criteria, can be contested; still, in the formal education institutions, we cannot deny

that there are 0str mwhpeverdornathadmightioelkadikeer 6 r eader
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ChapterVI
STUDY 2 REMEDIAL COMMUNITY COLLEGE FRESHMAN READING HISTORIES
Introduction
When | started teaching aRayear community college aft@3 years of teaching at a
4-year liberal arts institution, | exped a return to remediation in thiassroom. The gap,
however, between the private school freshman composition students and the community college
population was not nearly as significant as | had anticipated. In fact, there was less apathy among
my new stidents than my previous ones. Toald be attributed to a newfound enthusiasm on
my part, but even after several years of teaching at the community collegadhfy students
more engaged and amenable to learning how to improve their reading angd skiils If
anything, they are merdriven, likely by their recognition of the value of the education they are
getting and the work ethic many of them have been forced into out of economic circumstances.
Still, while apathyentssd easpprodhandigsane tdred oun mr
amplified, especially at the developmental reading and writing levels. The value of collecting
reading autobiographies froramedial freshman composition studestmanifold the
opportunity to get at the root ebme explanations for why and howtadent can make it to
college and be underprepared for the rigors of reading and writing is held within these memories.
Let me take a moment here to address the issue of socioeconomic status,asiSES

relates tohiis population of readers and thgegtion of reading readiness. According to the
Ameri can Psychol ogi cal Association (APA), ASo
class of an individual or group. It is often measured as a combination of eduicetione and
occupatcordnmgt ® t he Col |l egebds demographic record:

enrolled inthese remedial sections received tuition assistance (TAP) during the semester |
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collected these reading autobiographigse reading historiesf the remediblearnersffer

somesocial and culturaéxplanatiosf or t he contrast between

behaviors and attitudes toward readiHgwever.we also should account for the socioeconomic

differences that seem to exist betwéeth sets of readers.

In addition to thdimited content of their reading autobiographies, it will become evident

inther e me d i a | spasse stylegetoot tii@y pssesdlifferentliteracy skillsand thus did
notelaborate on even their own persomamories. It vould beimpossible to create vignettes in
this case, as | had in the first study of strong adult readers, becauss thsoéficient detail to

e v e n inihé blahks Any attempts to do so would be too fictionalized and would des@te

far from the students6é original materi al

presented in this chapter are more quantitative in nature, artdpgatse more research studies
and literacy theories to help explain what appearthempage, and what seems to be missing in

the studentsd reports as well as possible

The three categories | discuss:dgp early literacysponsorship, focusing largely on the
mothers, as they were most prominent, when sponsors were eveoneemat all (b) the
in-school and oubf-school dichotomies, which largely seemed to occur during the middle
school yearsand(c) the significanceof eadi ng i n the studentséb
account of itLater in the chaptet,juxtapcsesome ofthe findings from the study of strong

readers with the findings from this second study, where posaitde| interpret the remedial

r

t hem

t hat

e a

vV e

studenté experiences i n e aaxbkfaigwith only balf theumeeef c at egor

participantsm this study (9) as were available in the doctoral student study (W@simhore
difficult to acquire generalizable knowledge, but, coupled with mydpacikd knowledge of

hundreds of other students to whohmalvetaught this course, and the general dgraphic
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information of students enrolled in the accelerated learning program course at the college, | think
| can providea good sense of how sponsorshgsoperated among this population of studehts.
also include a case study of one remedial studeatappears to be an anomaly, standing out
among all27 participants across both studies.
FINDINGS
Part 18 Sponsors of Literacy

| start with some of the general numbers, the more quantifiable findings, arghtiren
parts of the narratives, engaging in mqualitative inquiry.Unlike the strong readers in my first
study, the nine participants in this comparative study rarelgt aiteindividual or source that
sponsored their early literacy. In fact, more than half (67%) cited no early literacy sponsors,
making no mention oindividuals who either introduced them to books or read to and with them
in the preschool years. The outliokEpercentages arfayure below indicate the lack of
sponsorship, or at least recognition of sponsorship, and when compareih flaiesection) to
the same type diguref r om t he strong readersé data, furth
sponsorship between the two populatidrtse coding here can reflect an overlap in sponsorship,
so the numbers will exceed the number artigipants due to multiple sponsors mengidn
some narratived.he numbers out of 9 participants:

Mothers: 2 (22%)

Fathers: 0

Grandmothers: 1 (11%)

Family: 1 (11%)

Teachers: 0

None: 6 (67%)

In Figure6, the numbers appear fdlows:
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Sponsors Remedial Students

Family i 1%

Teacher | 0%

Grandmother i 11%

Father | 0%

Mother W 22%

Figure 6. Spasors of early literacy in remedial studesdding autobiographies
Family Sponsors
Mothers. As Figure6 indicates, wo students (22% of the 9) cited their mother as having
read to them in the home:

Student#3f My ear | i est me mo rbamseadad by menttharvhery wa s |
ifsic] was very young cloudy with a chance

Student#5 A My ear |l i est mewnenmyraatheravbuldreedanyi ng wer
sister and | at bedtime. | donét calemember
some nights here and there. She would read
or she would read a story book about Princ

Grandmother. One studentl(1% of the 9) recalled being read to by her grandmother:

Student#20 Th e e ar | il mmambenreadiegrwassvhen | was in preschool and
my grandmot her used to read books to me.

o

Family. Another student noted her family would read the Bible togethérdid not
mention any other reading:

Student#9i As a chi | d my fus[sid], bng thewmlyg thinge¢hatywasr el i g o
read to me was the Bible, which | did not
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None The other six students (67% of the particippastated that they didhot

remembed or indicated that reading was not happening in theehand did not commence until

they entered elementary school. | have organizd@ble2 belowthe sections of the remedial

student s6 aut obi ecugetharhddiessyividnemaries ortnmade meantion of

schoolrelated early sponsorship.les ponse to the query fAWhat are
reading?0 the foll owi ngsfdlaws.e r esearch subject
Table2
Remedial Student Responseg&arliest Memories of Reading
Student Response to AWhat are your ear
#1 | cand really recall any early memories so that should say something right bér
| do know that | was read to in the home just not a lot.
#4 | cand@ remember my earliest memories of reading.
#6 My earliest memories of reading was back whend imgelementary school, |
always loved reading back then because most of the bosksri@s we read then
were interesting and fun to go through. | learnt how to read back then through
pictures of comics and other exciting books that display colorfuleséitat drew
my attention as a kid.
#7 Some of my earliest memories of reading waklin the 4th grade where | won at
award for reading the most books in the class.
#8 Earliest memories of reading has be third grade. Coming from a hispanic fami
was never read to in english. | think it was Adirth grade, when | learned how t
read. | think it was reading in class and the activities that my teacher made us
that | learned how to read.
Schootrelated sponsorsThree of these five students 6D statel that they remembed
reading in elementary school, and two merdiith grade specifically as a time they most
recall reading in their formative yeatswasencouraging to see with Students #6 and #8 that
their elementary school reading expees were positive, withwad | i ke fAi nterest.i
Aexciting, 6 Acoloorafndl ,id rfelwo veyd artd eechitigono appe
memories.
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Though none of the remedial freshman participants mentioned a teacher Bribr to
grade, a slimere 7 % of them mentioned teachers in general, but these encounters did not occur
Aearl yo in their I|iteracy | i measindiviBualsvihbweteer acy
noted as having introduced the participants to reading and/or somoketime around the 4th
grade so they would not fal/l into the cattegory
to code t he donsors&tilldhese memorieewete seéordsdihe students
themselves n t he fneag |dfesrteatkimbgd ecategory of the r
indicating that the elementary school years were the first exposure to books and/or reading for
manyof the remedial students.

With this as the casenbw analyze the diction and tone of thedte nt s 6 comment s
learning how to read in school. Aable2 of responses on earliest memories of reading related
to school illustratd, Student #6, whom ladl Nate, wotea bout how he Al oved r e
then, o referring te his elementary school yea

My earliest memories of reading was back when | was in elementary school, | always

loved reading back then because most of the books or stories viberadere

interesting and fun to go through. I learnt how to read back then through pidtures o

comics and other exciting books that display colorful images that drew my attention as a

kid.
I n addition to using tedmoksieerxm iftli mwedithan dt hHidse ng
aspects (fAcolorful i magesaldi nlg Nbt felleatedsnghe hi s |
tableis the rest of his response to the question about early memories of reading:

Most of my school readings were modtigne in school, but when | have homework

to do my parents or siblings walk me through thenoatdy and sometimes i do them by

myself. Other readings were done during my leisure time just for fun or to keep myself

busy at that time.

Here | am reminded distefan, Caine, ardlandinird £01§ar t i cl e A At the I nte

Narrative Inquiry and fessional Educatigd wh er e t h e dédawtstorg funstiorsx a mi n e
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in collaborative process of narrative inquiry. Thegleggt o t he di fference bet w:
aboutst ori eso withdt 6t hesbki 6g. 1; Moediits pkinggb02) . A
withst ori es is a different approach that embeds
they askdthe importat questionif How do stories operate among o
told, retold, and relived?0 (p. 1).

| mention thismethodological mindset here because asrlead Nat e @aulde x cer p i
nothelp but picture him in my classroom and recalleagfusion after reading his first draft of
Essay #1. To be honest, | thought he had plagiarized the paper because the asisog w
superior, not only to the remedial writing | typically see, but even the general English 101 level
writing to which | am acustomed. He was so quiet that it was difficult to ascertain his cognitive
abilities and his nv partofeghe semester with determining hleteed f or
the writing he was submitting was a product of his own abilitiesifad, whatmight account
for his being placed in a r emedwoallbemefitframi ng c |
additional readng and writing supporb

| must note here that it was not just that his writing was strong; it was reflective of close
readingskills and highly insightful analytical ability, whichdene to believe that he is a strong
reader too. Yet, as is evident hretabove excerpt from his literacy narrative, his grammar and
syntax are problematic, particularly his incorrect usage of tenseve homework to do my
parents or siblings walk me through them at home, and sometimes i do them hy mhyself
simply aralyze what the story igbout from a researcher standpoint of attempting to extract
meaning from only what appears on the page, by separating myself as a reader of that story, |
would be engaging in whatstefaret al (2016)describe as potentialli r e duct i oni st o (

For example, | might make assumptions that this writer is lacking basic grammatical skills and is
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represatative of a student who struggles with writing. I might also comment on the-tmser
Ai 0 as sympt omat ioming.df, | niightwonjecitute ehatahe writer wiaa c t
rushing to get the assignment fsteyoeavenwordeho and
apathy. ConnellandC| andi ni nds ver si oBtheadsearcteerarmarei ve i nqg.l
multilayered anaftical standpoint on stories of experience.

If, instead of thinkingaboutNat e 6 s n a r with hisistorg, jt prdsents & ¢hallénge
for me as a researcher who was also this stud
considering ha this story operatesithin my story as a teacher, his story as a student before he
reached the collegdassroom, his story as it was unfolding in my classraord the
relationship between his story and the many other stories shared in all of thg readin
autobiographies. There are so many | ayers to
own calceptualization of his literacy experiences. Coming at this from a position of wonder
rather than from a position of knowing supports the reciprodat@af researchgarticipant
dynamic and allows faa richerinterpretation of data (Caine, EstefanCéandinin, 2013;
Estefaret al, 2016).

So, how does a student who Al oved®d amedding
Af uno | n eoolemdeamitaaxemediakcollage English composition class? To answer
this thoughtfully,and toresolveth e di screpancy bet ween Nateds wr
other submitted assignments, r et urn t o this questiandinand t hi
thePart 2 sectioof thisstudy A Mi ddl e school di chotomie®s of r
There | organizeand analyze the responses to the reading autobiography prompt questions about
AYout h R e exdlorathg topicafrindchool vs. at-of-school reading-or now, | offer

some discussion of the findings in Phds related to the powef literacy sponsorship, and the
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possible implications of the absence of sponsorship in the homes of the remedial students in this
study, and other reedial students like them.
Di scussion of Literacy SponsorBadkgrqunds n Remedi a
The numbers and narrative renderings reacthlat the remedial firsgear composition
studentgid not experience encouraging, foundational literaoynsprship until much later than
the strong adult readerBhis raises an important questiainthis point in the research stuaty it
relates to preparation, college readinassi beyondWhat happens to students who are not
exposed to books and readingtilthey have reached later school ages ,fpast ktgrade), and
who lack the early homigeracy underpinnings frequently present in the backgrounds of the
strong adult readers? It might seem an odd question, given the prevailing belief that stt®ol IS
place where we learn to read and write. But, as the study of strong readeedy dvaal
population of strong readers did NOT first learn to read in schoat tre least, did not come to
first love books in that environment.
So, a more honest dmlirect question that cannot be avoided but will surely invite
cont ent i on whese firimargexmdune tb eeading occurs in school at a disadvantage
to other students whose sponsorship occurred in the home, community or library prior to school
age year s?0 Rathere avidentehlhatrearlyvexposure b books irschnol
environment® especially through a parent and prior to entering preséhoaates advantages
and further | ikelihood of becoinghrstgriesofstramgpng r e a
and remedi al r .eBodeyar, $n cgsual conversatmowithifryeeds, family,
colleagues, and even my dissertation committee menilsa&s,thathis is not always the case.
Some do report that they have no recollecbbbeing read to in the home, and that their first

memories with reading occurred in elertay school. Still, they became avid, strong readers.
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This is why it is important to be cautiousjumping to larger generalizations about the causality
of factors and environments responsible for creating strong readers. Still, there are strong
indicata's that parental bookreading does provide early advantagiss next section share a
pediatric research study that confedthe efficacy of early parentabbk-reading interaction

with young children and then put those results in conversatiomwitbwn findings about the
limited maternal sponsorship of the remedial students.

Mothers assponsors Attention from a parent (really, positive attention of anyrfpis a
powerfully motivating factor in ywdymt¢epeopl ed
journal Pediatrics(April 2018) conducted randomized testing of a program called the Video
Interaction Project, whereby parents in {owome familiesvould engage in a pediatric
parenting program focused on positive reinforcement of effective parenting strategies. This
podgnatal pediatric intervention technique consisted of videotaping parents reading aloud and
playing with children (up to age 3 in timtial study, and then at age 5 in a follmp study) for
5minutes in a pediatrici andccasiantofwatacha videdPrecoreéd nt s
of their interactions with the children and to discuss the positive effects of those interadtions w
a coach who reinforced the potent role parent
pediatric interventions @re an attempt to offer urban, lemcome families the opportunity to
enhance the social and emotional development of their children.

Dr. Alan Mendelsohif2018) associate professor of pediatrics at New York University
School of Medicingand his fellow esearchers on the project, found that, unlike the control
group that was not provided these services, the results for the recgditnssearly preventive
pediatric intervention were reduced hyperactivity, fewer attention probsrdgewer disruptive

behaviors, such as aggression (p. 9). This study aftithat by reading aloud to their preschool
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aged children, parents promotee gocial and emotional development of their children. As a
result of these fApositi v evenedthesaotibecangnicgdpofat egi e
Apoverty rel a2.ed disparitieso (p.

For now, rather than focus on the advantages of readiiigl with children, lwantto
emphasize the value of the social interaction offered when reattimgoung children. In an
interview forThe New York Timesr t i cl e A Reading Al oud to Young
Behavior and At t entNMeadelsohn(oBsprved We 16 hi BR1&henDpa
read with their children more, when they play with their children more, the children have an
opportunity to think about characters, to think about the feelings of those chabatésadded,
AThey | e amstodescribe faelys that are otherwise difficult and this enables them to
better control their behavior when they have
Essentially, this beneficial mode of socially interacting with children has profdteusethat
put theseoreschool kids at an advantage in various social, emotional, cognitive, and educational
ways that prepare them for the kinds of disciplined behaviors necessary for learning when they
reach schoahge.

Immunizations, Breast Feedingad é Readi ng Al oud?!
A Pediatric Intervention to the Literacy Problem

The availability of a pareft physically, temporallyand emotionall§ is becoming more
of a struggle in an era where typarent working homes and high divorce rates prevail. This is
one pasible explanationor the significantly low percentage of mothers mentioned in the
remedi al studentsd autobiographies (only 22%)
mothers in these narratives is restricted might be that the economic fact@semtdial
communityc ol | ege student sd h o nmseisothersfrorhspéndingendcht hos e

time with their young childrerlhis is not to say that those mothexee less dedicated to their
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c hi | dr e nliusthawwdaeltd ceicunestances beyaheir control, thg might have limited
time and availability for activities like reading.

An article inTheWashington PogiHogan, June 25, 2014) atan important statistic
presented inthe 20220 12 Nati onal Survey of e@bfchildken ends H.
yourger than 5 years old in families below the poverty threshold were read to on a daily basis,
compared with 60 percent of children from affluent familiéis 2014,the American Academy
of Pediatrics responded to this alarming socioecondisparity by issing a policy to its more
than 62,000 members that addition to dispensing breastfeeding and immunization advice, they
recommenddthat patients read aloud to their children, starting from infancy! Any and all
explanations for the sigficantly low rateof reportage of having been read to by a mother in the
remedial population led to the same fact: these students were placed at a disadvantage by being
left behind in vocabulary, attention, behavior, and many other contributing fawtiwesrt
literacy deelopment.

Of course, my assumptions about the socioeconomic and social class differences of the
remedial study participants could only be corroborated by data about the financial and home life
backgrounds of each participant in my stuathich | never cdécted. What | can confirm,
though, is the general demographi@efear community college studengnd as | mentioned
earlier, the numbers provided to me by the Co
tuition assistancdn a May, 2013 repoiby the National Center on Education and the Economy
(NCEE) underthdheadBagk gir ound | nf or mat i oismthedoHowifgo mmu ni t
statement : AStudents in community coll ege com

percent of all students enrolled in higher education and living in poverty go to our community
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colleges, which is roughly proportionate to the peraggnta all students who choose community
colleges over fouyear institutions 0

These statisticcsompiled ly the American Association of Community Colleges suggkst
thata largenumber of underprivileged students attend community coll@dgescommunity
collegethatthe students in this study attexathnd Itaughtis near an affluent area, but the
majority ofenrolled students face economic struggles. There is a food pantry on campus with a
student voucher system, a move toward Open Educational ResdDER}t0 defray textbook
costs, a Campus Connection office frequented by students who are food and hsesing|
and many students who work multiple jobs. These factors make them consistent with the
background information provided by the NCEE.

Another ompelling statistic offered in the NCEE study is the number of community
college students who arethefirsh t heir families to attend coll
who receive bachelorés degrees asoomparhdgod4Ri r st
percent of community college studentéhus, the education levels of the mothers in the
community coll ege st udferwhysofewrofahera seadnoithgiht be a
children in the home. This is why it is imperative that \ag pareful attention to and
immediately address inequitable sponsorship.

A Problem of Cause and Effect: Tle Cost of Parent Unavailability

If some explanations for the absence of early literacy sponsorship in the freshman
remedi al c 0 mp o mds and memorges avechlesentes garerismlielsl education
of parents, then what literacy benefits wdraese students missing as a casualty of their
socioeconomic circumstances? A Harvard University study conductétisapeth Duursma

(2014)as part of an Early Head Start Research Consortium (p. 283) examined bookreading
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frequency by parents in 430 lewcome familiesto determine whether paternal or maternal
bookreading was an early factoandcognive hi | dr ends
developmentHer study affirnedthe powerful influence of mothers as sponsors of literacy,
concl udi n ge atwhahmotherststartedreading to their children was one of the best
predictors of language and variance in frequency of bookreaD&lgafyshe, 1993; Raikes et
al ., 2006)0 (p. 285). To reiterate, megent|l y spo
literacy which, in turn, influences later linguistic and cognitive abilities. It is also a practice that
sets the stage for how efft a child will read as he or she continues to develop.

Duursmads comprehensi ve ocutnltirnieb uotfe tthoe cvhairl
language and cognitive development supgmttie powerful and longerm value of the early
practice ofreadingtohi | dren i n the home, especially by :
to examine the questiolf early and contiuous reading has been established as a practice that is
considerably influenti al ,amcogniiveldaMopenent thene ar | vy
how much of a predictor of these outcomes is paternal readingf® loek more intently at the
role d fathers as literacy sponsors.

Fathers assponsors It is clear from the reading autobiographies in Study 1 and Study 2
that maternal boakading was memorable and important in the lives of many of the participants.
They recakkdthe exact locations, attdon received, excitement surrounding, other actors
involved, andin some cases, details of the clothing they were wearing at the tieéngfread
to by their mothers. Amidst the low percentage of overall sponsorship discussed by the remedial
readers §3%), mothers (22%) still made up more than half of that percentage of people who read
to the participants when they were young. On therdtland, NONE of the remedial student

narratives menticgd a father. Even with the lack of early reading in the hamnd,though there
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wereonly nine students in the study, the fact that none of the remedial students cited a father
(0%) is noteworthy, espally when we consider that the study of an older generation of strong
adult readers (most of whom would have bege3an the early to miel970s) showed that 28%
had fathers who read to them.

Aret here di fferences i n, andliterabyidévdldpmentcthatg ni t i v e,
might be theeffectof which particular family membdr.e.,mother or father, grandpanteor
sibling) engages in reading with a child? More specifically, does paternal reading to a child have
the same influence in trearly childhood development of child@rreading attitudes and habits
as maternal readindgcking any evidence from my ovatudy to help answer my question, |
returredtoD u u r s(B0a4)Harvard study which accowetdfor fathers, too, as influential in
childhood literacy; she argde

The changing role of fathers requires an examination of the effects of shared

bookreadig on chil drends devel opment. Recent r e
that paternal bookreadinmore precisely, the a t h @ecabdlary use during a
bookreading session, can contribute signif

(e.g., Duursma, &, & Raikes, 2008; Pancsofar et al., 20{j0) 284)
Fathers, then, can pl ay a cr uageskillsacqudtien;thien a ¢
studyalso showedhe cognitive, language complexity, and language development benefits of
readirg aloud with young children.
Duursma(2014)looked at lowincome fathers and mothers participating in Early Head
Start and the figuency of how often they read to their children at ages 14 months, 24 months,
36 monthsand 5 years. Additionally, Duursncansidered and explained the following about the
participants:
Family Characteristics
Bookreading frequency

Child cognitive skills
Child language skills

= =4 =4 =4
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1 Emergent literacy

1 Observed these categories at 14 months, 24 months, 36 months and 5 years

T At 5 yearsthey also tested for Book knowledge and Story comprehension
The study also accounted for demographics of faterk as biological vs. ndmological,
residential vs. nomesidential, age, education, race/ethnicity, and language spoken at home,
thoublk fHathers who participated in this study
married t o t lanebettdr educatédshamfatiterns who ppted out af thayu d y 0
(p. 298). Ultimately, this study of the intervention of paternal bookreadeagiéncy illustrated
thattheraver ¢ i ndeed productive effects on ,abdi |l dr en
story comprehension (p. 299).

Though the cause and effect of these benefits are clear (fathers read with their children;
c hi | dr e n &sowledgenagdwcanmprehension increases), and there is a blatant argument
for shifting the paradigm of expectingtndher s t o t ake responsibility
literacies, some factors might prohibit lamcome fathers from participating inthelre¢ | d 6 s
early literacy at the level that their highedtucated and highémcome counterparts were proven
toinDuusma Pan, and dadiarstueywnbvbicht B69Q8fireported pater
education as a signifi cant(Dupsma 014 p.@86).lIof bookr
addition to paternal education, inegenderty of b
(low-income fathers in a previous study were found to have read with more frequency to
daughters than to sons) (p. 286), are all enfbial factors in sponsorshiphe reading
autobiographies of the remedial students refi@titese inequities artdld the stories of the real

lives and learners behind the quantitative data.
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Non-Parental Sponsor® A Valuable and Often Available Resource
Grandparents assponsors According to a 2012 Census, 10% of the 65 million
grandparents in therited Statesat that time were living with at least one grandchild. The
number of grandchildren living with a grandparent saw a 3% increase from 1992@1 the
census that reported 10%. A Census demographe
Branh e x p | a iRecend trehds iwindiieased life expectancy, sipglent families and
female employment increase the potential for grandparentay@plimportant role in the lives
of their grandchildren While therewasno evidence in any of the reading autobiographies of
cohabitation with a grandparent, and only one of the nine participants from the remedial class
mentioned a grandparent readinighaher, we should not overlook grandparents as a valuable
resource for teracy sponsorship.
The doctoral students in Study 1 mentioned
memory as equally as they mentioned fathers (28% for both sponsors). Pleehiyisl tstudy
will bring further insight into the role grandparents céaypn the literacy lives of young
children.The study of remedial readers in this chapkenwvever, helpdus to better understand
the early backgrounds and sponsorship of studeimésame to be labeled and tracked as
Aremedi al 06 or AN cannotggndre the gesearcheeddeénee tisat ve tiie
importance of parental attention, reading aloud, and paternal bookreading. Despite
socioeconomic factors, each of these foahsupport in early literacy can become equalizers as
far as future acadeic and careerelated successes.
Part 20 Middle and High School Dichotomies ofln-school vs.Out-of-School Reading
For consistency,d at al og t he r emedi a lheirstchoobdaadhoned ¢ o mmn

reading mindsets breplicaing the method | used in tregrong adult readers stuttylogtheir
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attitudes about school amoénschool readinghs a r e mi scldoeld , | bme &n nr eadi r
that is done FOR school, that is assignedsBiool, and that is required by a teacher, curricular
regulatonor st andardi zed assessmento IWhmeenan wosleuntth
reading that is not done as part of a schietdted assignnme. As | did in the initial study, |

create alit table with two categories and then highlight in color coding (red for negative or
disinterested diction and tone; blue for positive) to distinguish attitudes and behaviors toward

reading.

Table3

English 098 In School vs. Out of School

In School Out of School
1. I never really read unless | wasced 1. I'mean | will occasionally read an
toé | mean even th article if it has my interest but never
barely read | would just kindguess on really books for entertainment.
the reading questions maybe read th 2. €Al so when | hohs
cliffnotes the class before the test. books that | found interesting and
2. Around middle school maybe also el actuallyenjoyed reading.
of elementaryschool when we had to 3. | stopped reading for pleasusben i
read a certain amount of books befol got into middle school.
entering the new year. 4. | stopped reading for pleasusben i
3. I lost interesin reading, and ovat was in middle school because |
didndét make ti me woulddve rather be doing something
4. ibelieve school is place where you more productiveSuch aplayvideo
should be social instead b&ing anti games with cousins and my brother
social by reading book. even just going out with my friends.
5. I remember when | was in Middle guess that's wherstarted to lose
Schooll enjoyed reading because i fe interestinreading | woul d
it was an escape from realitymoved saymy reading habits has grown littl
around for my Middle School years throughout the years of reading
and went to 3 different Middle Schoo would be fond of readig comics,
for each grade s fantasy books and even anime as a
friends. | would skip lunic and read in kid. Il think i r
t he | il doppadregading Of The Wi mpy Kid
probably around ] schooler.
enjoy much as | once did and found i
to be boring over time. | completely
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stopped readingfter High School. |
read my last book from start to finish
about 8 years ago.

. During my period in high school, |
only read books or articles that were
given to us in class and most timest
| found it a little bit stressful and tiring
. Overtime | can honestly say my
reading habits decreasbécause
learning how to understand serof

the upper leave [SIC] books has
always been a struggier me.

. | felt forced to readomething that
didn't really interest me. Felt like was
just reading words. Also feel like=ing
called on to read made me dislikelit
wasn't because | couldnéad,it was
because | had a hard time pronounci
words due to my hispanic backgroun
. I never read often as a childuring
my freshman year of highschool | ha
a class with a verfglunt, strict, scary
english teacheiThe kind thatnakes a
kid cry... In his class, we always had
reading projects to do, and a book |
was assigned was
by Richard Adamdt was one of the
first books | ever completed to reafd.
first | hated the boalt wasthe same
sequence over and over agalirtold
him it was boringmy teacher said bac
tomenl t 6s not the

I t 6 s Whiah got me
thinking...Who am | to say a book thg
is read and loved by millions is
boring? Something is not wrong with
the book if it c3i
attentons. It made me want to read
more and figure out why these books
are so interesting and loved by

everyone else.

5.

| used toenjoy readingbout fantasy.
Like vampires, witches and
werewolves.

As i grew older my reading habits
changedi stoppedreading for

pl easur e. Readin
me anymorei, would say i just got

l azy i n r eadiendné
fades away with timespecially if you
are not the type of person that grew
in a background full of prominent
readers.

Becausef the fact that | may pick up
a few sometimes but most the times
non is one of the main reasons why
stopped readingnd another reason is
| find it boring and hard to keep focu
I much rather be spend my time
playing video games or texting rathe
thanreadng. and yeshere has been @
time where my reading stopped
completely

When | was 12, | use to bébay fan of
the goosebumps books. | use to hay
collection of them bubnce | started tq
get older that sort of faded awdy
think during my middle shod years
reading stop for me. | didn't enjoy
reading anymore.
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Even as compile thistable | wasstruck by how much red, signifying disinterested or
negative attitudes, comprdé he di cti on of the remedial c¢commu
Anot her salient difference between the remec
youth reading ishat therevassignificantly less contrast, and much less of a distinct stance
in-school versus otdf-school reading. If one examines each columthigtable adjectives like
Af orcedo and bdheaummdgireschaq aneé aivf-schoolreading attitudes
conveying a distaste for reading that existed in both environments. This was not the case in the
study of strong readers; there, thetattes toward reading were blatantly polarizggpending
upon themilieu. However,| must add here #i it does not seem to be a simple matter of location
that affected the strong readers6 attitoudes t
and Apleasureo were applied by t henorsehoot i ci pant
reading.This terminology exteretithe notion of in and outof-school reading to something
more emotionally and socially imbued than simply the physical space \EkieRIo the
reading.
Il n t he r e me dtable four pfohp eightavha dil ménson eaf-school
reading had fairly positive things to say about it:

Student#2i Al so when | has found a series of bo
enjoyedr eadi ng. o0

Student#4i |  wo ul d my neddieg habas hasarpwn little throughout the year
of reading | would be fond of reading comics, fantasy books and even anime as a kid. |
think i read most of the fADisaaclyo®lferT.hee Wi m

Student#5 i |1 anjsyeaahdingabout fantasy. Like vampires, witches and
werewohe s . 0

Student#8i When | was bi@fan ofthe gosseburhps bobks. | use to have
a collection of them. o
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Sadly, however, of the four aforememnted students, two also pointed out that though there was
a point at which they enjoyed reading pdeasure, one, Stude# fistopped reading for pleasure
when i was in middle school becauseduld've rather be doing something more produgtive
Such as @y video games with cousins and my brother or even just going out with my friends. |
guess that's eni started to lose interestinreadéh@ despi te claiming in hi
Awoul d | nmykeading lmbits laygrown little throughout thargeof reading 06 St ude n't
#8, who asserted that he was naski gof Amavef at be
them [Goosebumps books] a | s 0 ¢ o antee stateddo, get dldbeuthat sort of faded
away | think during my middle school s reading stop for me. | didn't enjoy reading
anymored0 | n heal Ip,hr as e ibwasusqd gietidhesramddydsix oug of the nine
participants (67%) in this study, with the implication that they ceased reading altogether from
that point on, ast8dent#5 confesseiil| r ead my | ast book from star
agao
The idenification of the middle school years as a time when interest in reading waned
wasin accord with the attitudes expressed by the strong readers in their autdiiegyréyghat
differedhere, thoug@ andit is a vast differena is the fact that the strong read in Study 1
stopped reading the required school reading, but most still read and enjoyed books outside of
school and on their own. The adult strong readers eft f i r st st udy expressed
and Apleasureodo i n t éndentlyseekeng autandrreading of thgiromne r e i n
volition. In contrast, the remedial studedid not talk about reading with this sort of zeal, at
least not past aectain point in their education, which mainly appeedo be from 4th grade on.

It seened too, that the remedial readers came to identify themsalvé$o internalize notions of
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themselvess nonreaders altogether, whereas the strong readers who diebstiogg for a time
all returned to reading and did so avidly by the time they reached&olleg
James andHis Hazy Memories of Reading as an AntBocial Act
What might account, then, for this massive disparity in attitudes and habits between the
two studypopulations? Remedi&udent #4, James, seedto be onto something when he
observe, fii beli eve school i's pl ace antisecralddy you s hc
readingabook One expl anation for alitenshihsociat eader s
interaction that conflicts with the time it takes towdloat they perceive as #olated act of
reading. After all, this is the same studehiovblamed video games and going out with friends
for his permanent departure from reading at ijpe age of adolescent middle school years,
supplying yet another competing interest.
But, strong readers would have tshilar distractions and thoughheymight have
temporarily succumbed to thetheyultimately returned to reading despite them. NohdsHis
reading autobiography was the least developed of any collected out of all three populations of
readers. His answers were in fragments and werd filith grammatical and mechanical errors.
I n response to the quesngdn Méedloawckimowbéaddegetl
myself into reading a book at all. Reading is the very last thing | would be doing in my free time.
| dond hate readingji ust prefer do something other than r
veracity of this stateménin class his attention was nonexistesmidhe rarely submitted written
work; and, on the rare occasions where he did, they twersmcomplete to warramssessment
Jameswas one of the lowegterforming and most apathetic students | have taughyin m
entire career. This does not mean that his beliefs about social activities taking precedence over

readingwere exclusive to this student or that he was the only participant in the study to admit
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that reading was competing with peer interaction. Whatlsean out i n Jamesds r ea
however, is thWhathiasr a eys@puwrn seeasr Itiodcsitd me mor i es
remember my earl i est nWwhenandih@evsdidgolider re atdao( Mirge g d A d
learned to read probably wheniwapim eschool 0) were indicative of
for this student in his early literacy years. Only one other student (Student #1) in this study on
remedial students stated that he had no eaelyories of reading, but then finished the same
sentencéy divulgingfi. . . 1 do know that | wasoread to in

Now | briefly return to the 18 reading histories of Study 1 on strong readeossider
whether any of those participartiad the same lack of recall on their earliest memofies
reading as James had. One or two mentioned th
the Study 1 participants, the strong readers, recalled being read to, having books surrounding
them, orbeing introduced to readireg some pointUnliketherene di al st udentsoé hi
attention from a parent, grandparent, siblimgcousin was a prevailing factor in the adult
doctoral studentsdé memories of rasaotdpromided Whi | e
the same familial connections as the otparticipants simply because tiel not speak about
this dynamic in his narrative, | maintain thilabugh there are likely other factors involved too,
this studentos | it etwereiyfluehcedab® morenspecificalld, devel opm
hindered bg the lack of early literacy exposure in the home.
Nate Loses His Spark

Let me now reisit Nate, a student who, like James, sadly felt the fading light on his time
with reading. Nate wrote about how stressful and tiring reading in high school becdnme for
andconfessed that his own laziness made it difficulihintainany positive early reaag

habits. Remember, thigast he same student who reported how
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loved reading...most of the books or stories...were interesting and dorthoough 8o, how
did Nateperceive his shift in attitude and motivationine r eadi ng | i fe? I n hi:
older my reading habits changed, st opped reading for pleasure.
anymorejwould sayijustgotlazyni r e a di n g é reddingvadeslawday wita yme
especially if you are not thgpe of person that grew up in a background full of prominent
readers. 0 As Shel do fhe Big Bamy Thebneould sayifieBvaizd ingra ! Oh aw
Emmeril Lagassi,tht a mous c¢chef wo u Nalerexogmizeéwhat much éf e m! 0
data inbothstudies, and what theorists, cognitive psychologists, doeodsscholars are
proclaiming:reading begets readers. Regrettably, Nate was actually an early reader whs lost hi
spark when he reached higthool and the reading became more complex.
An Unexpected Case Study: Student #9,he Non-Spark That Ignited a Flame

In contrast, one of my strongest students (Student #9), whose early literacy experiences
were exclusive to faily reading of the Bible, and who only began to commit to autonomous
readng in freshman year of high school, stayed the course with reading rather than abandoned it
like some of the other participants, despite her insecurity and lack of interest atittg. &She
wrote of her early readi mgtoneainmaseparafelroom e me mb e r
because my reading skills were never that great. | felt different because all of the other kids got
to stay in the class and | had to leave withagmidp ot her students to read
Reading became so mucha€hore for her that she later complmeading to eating
vegetabled something you dread, but that you know is good for you. The perspectives
expressed i n St udgaphy refleBdssveral soaial, icuttugal, educatiosial

and institutionhinfluences, ones that might help to explain the resistant and ali{Beses,
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1998)attitudes of the other participants in this study on remedial freshman composition students

ata community college.

The inherent narrative and storytelling nature aflieg autobiographies as a form of

data goes hand in hand with narrative inquiry as a process of bringing to light the personal,

social, temporaland situational strata of an indivu a | 6 s

i teracy h

OllerenshavandC r e s sv(20i02) @&daptation of ClandinremdConnel | y 6 s-

i story.

(2000) t

dimensional space analysis approach to narrative inquiry, Interaction, Contmait@ituation,

providesan analytical ens f or i nterpreting Studen

t #96s i

reading.l choseto use this chart here because | was fortunate enough to get a substantial amount

of background information on this student that | did not have access to with emy oth

participants. She was my student for two consecutive semesters, Wagscbigmunicative,

extremely amiablejeveloped her reading history significantly more in depth than the other

participantsandwasmore than willing to provide me with followp information after the initial

study.This opportunity to hone in on an indiwal case study and to use Clandiainmd

Connel |l ydos met hodoedmegadseeaHhat this weult bevadenéficiah teol fpr

future studies as well.

As Table4 below indiates, ClandiniandC o n n e |

y

advan—<ced

Deweyods

dimensional theory of experience as follows: Interaction involves internal conditions, including

personal hopes and aesthetic responses and social interactions with people and environments;

Continuity rehtes to the tempdraspects of experience, providing lenses backward, cuareaht

forward; Situation incorporates experience into the setting where events take place, with

consideration to place and the characters and contexts involved in that landscape.
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Table4d

ThreeDimensional Theory of Experience

Interaction Continuity Situation_
Personal Social Past Present Future Situation/Place
Look inward Look outward Look Look at Look Look at context,
to internal  to existential backward to current forward to time, and place
conditions, conditionsin remembered experiences, implied and situated in a
feelings, the experiences, feelings, and possible physical landscape
hopes, environment feelings, and stories experiences or setting with
aesthetic with other stories from relatingto  and plot topological and
reactions, peopleand earlier times actions of an lines spatial boundaries
moral their intentions, event with characterg
dispositions purposes, intentions, purposes
assumptions, and different points
and points of of view
view

Source Adapted from ClandiniandConnelly (2000) by OllerenshaandCreswell (2002)

Through this framework, thegearcher rstoricdlt he parti ci pant s expe
A d e v[ed] aadeep understanding of the diverse contexts that are embedded within the
partid pant 's | i fed (Wang & Geal e, , dfferednjernal St udent
and external resporsé her narrative that | have organized into OllerensfiaadCr e s we |l | 6 s

table adollows.
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Table5

Student #9 Responses

Interaction Continuity Situation

Personal Social Past Present Future Situation/place
if el t dischool evolved fAWhoamlIto Given her past High school
religious i f or cfromnot sayabook that responsesto  setting/teacher
family,read r e a d oliking is read and authority changed outlook or
Bi bl e, asked reading toloved by (elementary b oo kownt, i
understand  othersto figuring millions is years being strict, scary english
did not enjoy explain outa boring?fAforcedd¢ eacher . ¢
reading. what was genre that Acknowledges and leaving Teacher asked for
After h.s. going on worked the valueof classroom feedback a
teacher offeredin books; for her  readingbut still despite Watership Down.
different teachers (health struggles with discomfort, Teacher reframed
external who make related = motivation. religious family Rebeccaods
perspective, kids cry; articles) making her readperspective by
internal felt reading Bible h.s. taking her out of
thoughts different started to teacher requirincher lens and
c h andte dwhen change in Watership suggestin
made me want leaving  high Down), Rebeca the book that was
to read more classto school appears to needboring, but that it
and figure out read wih external might beher.
why these Aot he motivation to Became 1st book
books are so  group. read. Shalso Rebecca ever
interesting and needs a sense ccompleted.
loved by relevance that is
everyone else. linked to a field
What were they of interest
getting from (health).
the books, that
|l wasnbd

The reorgani zat i ocesiothis cBwekt eeosal lzedcensigentp er i e
response to authority, which coincttl@ith my relationship with her in the classroom, where she
was a main participant and a strong performer. She was a highly respectful, dnothegen
student who completeglvery assignment in a thorgiuand timely manner. If | had not had

access
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to her reading history, | never would have believed that she was at any time a resistant and non
autonomous reader. However, putting together the pieces of her history, espdaakpne
recaledabout teahers, | now realize that Rebecca exhibited a strong sense of responsibility and
motivation in her first semester of college English that was largely linked to her connection with
a literacy sponsor (later in life)nd with her lassmates. | suspect thatstwas the case in her K

12 educatiod that her comfort and connection with the teacher set the tone for her interest, but

also for her motivation to push past her own comfort zone. Some will argue that this holds true

for manystudentteacher relationshgp, b ut i n Rebecc aodmddseveldpedat i on,

an acute awareness of how powerful this sort of environmentahiaste her literacy.

Rebeccads reading hi st or ysupplentkntanedulecquisea c e me n

belie her strong close reading and adept writing skills exhibited in not one, but two semesters of
freshman composition with me (she followed me to sd@md-semester composition in Spring
2018 after successfully completing this EnghN&hiting | courseof Fall 2017).Knowing more of
her capabilities in a highdevel coursé ef t me wi th more questions
narratve( such as Ahow di d she geso,lpvhilecnysklfdfthee r e i
active collaboratiometwea researcher and participant that is involved in the reflexive nature of
ClandininandConnel | yé6s framewor k.

| e-mailed Rebecca to ask some folloyy questions and invited her to weigh in too, on

helping us both come to a better understanding wfthe sudent | knew, and the student

reflected in her narrative account seemed so vastly different as far as reading attitudes and habits.

Because much of her response inctbdemmentary on her college literacy experience, | will
wait until the next semnoft hi s study where | analyze the r

responses to category
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three, the fisignificance of readingo in their
up feedback. For now, | offer some final thoughts on the thénmeszhool and oubf-school
reading that is present in both sets of reading histories.
ConclusionsAbout the Middle School Dichotomy
In my study of strong adult readers from an Ivy Leagu®Hh English Education
program, | put forth some explanatidios the overwhelmingly dichotomous reactionstiool
and norschoolreading. | speculated that one justification for the extreme and polar diction
pitting fAirequiredoadndghidghesseddescadpckodooal amn
schoolreadg mi ght be, i n my own words, the fact th
of reading that requires toil, interruption, and assessment. It is an environment where students are
commandedavhat to read, and even according to several of the autolpbipa accountshowto
readdb But, those were not the chief compl aints
The bul k of the remedi al S t u dktexttsale@tiom ar r at i
reading assessment tools, or being infged from reading at their own pace were contributing
factors to their negative attitudes toward reading. Amidst the two narratives that mentioned
struggling with reading as a tuoff, the restwere, to be blunt (and theywer8)b or ed 0 and
unmotivatedWhat accounts for this boredom and lack of motivation with reading? Surely
anyone who has experienced the kind of transcendental, aesthetic sort of reading described by
Louise Rosenblatt and dkistrated in many of the reading autobiographies of theysind
strong readergould saythat boredom is not a characteristic of that experieBe.even the
doctoral students, the strong readers, confessed to being bored and unmotivated whewo it came t

reading for school.
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We cannot ignore that boredom in Bsly classes is a pervasive problem, and one that
begs for solutionsor even further, an overhaome possible reasons fneralktudent
disinterest are offered by the remedial freshman amitipn students; competition with social
lives, consumptiof free time, inattentiveness, feeling coerced, overwhelmed, even intimidated,
are all factors identified by the studeritdoecomes evidentn t he next category,
readinginmy i f e thigdistnterast spills over into their disconbh@dth the value of reading
in their personal, academu&nd professional live&Vhile many of them recognize the
significance, they do not seem to have the will to applyig.hard to ignore the influence of
community here: how much does the lack bbak culture, affinity group, or community of
readers factor into this disintete

Part 30 Significance of Reading in My Life

| deliberated over the most effective mode of producing and organizing the findings of
this category. | considered anothertable pi e chart. How does a rese
present such a meaningful findi without reducing it to a quantifiable number? Here is where |
had to reposition my own biases and myself as their teacher and reframe this finding as a
narrative inquirer \wo let the lived stories speak for themselves (Ely.e1887). | begin, then,
by sharing this chaffTable 6)of statements from the remedial college freshmbout their
assessment of treggnificance of reading in their lives. | have usédke font to highlight the
language that implies or explicitly states the importance of reading in their livesdfodt to

indicate ambivalent and negative diction:
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Table6

Significance of Reading in My Life

T

| 6m not sthas enpactéd my Wiewm rkusc reading about artists and
reading the lyrics to feel a different perspective on the music.

T

Reading hasnade no major significanda my life to date. It is something that is dor
everyday sat is a good skill to haveOther than using reading for schor work
purposesteading has not been something that impacted my life in a huge way
something have also never been to foofldoing throughout my life.

Reading hasxpanded my life more ways than | can imagBeing able to reatelps
you commurtate with other people on another ledrlsome ways t harder to say
what you feel, but what i felt is that it's easier to write down what you feel so ano
personcanreaditvVi t h r eadi ng Yy ou a#tent®ndnustwhatryau
wrote cbwn, which i think is pretty special.

Readingdoes increase your vocabulanyd that's something i would like to get up, b
i find it hard to make time and effast what i'mdoing on daily basis to read a book

that i can enjoy. Readirdpes help you ouh writing, | don't read that much that's w
i believe my writing skills are superb to the people around me.

Overalll feel reading has had significance in my earlier ye&tde. When my mom
would take us to the libranywas speciabecause it wasomething we alwayleoked
forwarddoing with her. | felreading had more of an impact for me in Middle Scho
when | di dn o6t ltusedtoenake me/hadpndilused th $eel a
connection to the characters in the bodkdways felt exciteda move on to the next
chapter | would read in class or whenever | had thechanceto of t od a
t hat way anymor e. | t d o e Eveniftwarted togey |
back into reading | work too much noiwow that | have a soca | i fe |
need reading anymore.

| would say the significance of reading in my life to date isitHas allowed me to
develop myself mentally and skillfy, and it has alsallowed me to be aware of son
things i barely knew before

With readingl am able to keep up with the worlalthoughh don 6t Ide ad
read when | use twitter, facebook or even instagram.

From a young age i remember readmag always been important becalsen help
my parents and family members uratand (He said he was Hispanic so
understanding was hard).

Reading issignificance to my life for so manyreasohsf | coul d n o't
be in college. Reading igdrally one of the most common ways of how you learn,
whether it be straightferard or in between the lines.
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Of the nine students in this study on remedial readers, four oftt@udents #3, #5, #6
and #9 responded most specifically apdsitivelyto the significance of reading in their lives.
Interestingly, #6, Nate, our youmgan who lost his spark, was one of them. In the study on adult
strong readers established that the strong reading habits andviaisaof those adult readers
had been significantly shaped by early literacy exposure in the home. Does that correigition ex
in this population too? How much tife positive attitudes oft@&dents#3, #5, #6, and # toward
the value of reading migitave been influenced by earlier experiences with reading in the
home? Letuisrecap what each of these students said aboutraartyories of readinf
highlighted in pink any mention of parental sponsors)
Table7

Early Memories of Reading for Stude#B, #5, #6, #9

Student #3 Student #5 Student #6 (Nate) Student #9

My earliest My earliest memories of My earliest memories of  As a childmy
memories of reading werevhen my reading was back when | family was very
reading was mother would read tmy  was in elementary school, religous [sic], anc
beingread to by sister and | at bedtime. | always loved reading back the only thing

my mother dondt r e me mlthenbecause most of the thatwasead to
when i was reading to us all every  books or stories we read me was the Bible
very young night but | recall some  then werenteresting and  which | did not
cloudy with a  nights here and there. Sh fun to go through. I learnt understand that
chance of would read to me my how to read back then well as a kid.
meatballs. favorite b o «through pictures of comics

Moono or s handotherexciting books

a story book about that display colorful image

Princesses. that drew my attention as i

kid.

Of the four studets in this study on remedial readers who claimed positive attributes
about the significance of reading in their life to date, three (75%) also recalled being bgad

family members early on. Two of the four specifically mergwbeing read to by their mother.
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The one student who did not mention being read to in the home, or by a passadain, Nate.
His positive memory of reading occurred in elementary aici@@ne of the questions that might
remainevenaftercompletingthe data analysis for all three studies is whether elementary school
is Atoo |l ateodo to sow the seeds of |iteracy th
creating lifelong andtrong reader€Of course, it is arguable that it is NEVER too latégnite
that spark to a very powerful aspect of their liv&hat we do know, with a fair amount of
certainty, is that those who are read to in the home during the preschool yeanseairechmed
to become the kind of readers who commit to discipliitedalcy habits and for whom reading
becomes a voluntary activity in their postgraduate lives.

To account for the consistency of this connection between early home reading by a parent
ard later appreciation for the role of reading in their lives, of theameing five students those
who didnot claim a significance to readiigonly one Student #2) mentioned a family member
reading to her (grandmother). Her response to the significameadihg in her life was:

Reading has made no major significaimceny life to date. It is something that is done
everyday so it is a good skill to have. Other than using reading for school or work
purposes, reading has not been something that ingbamtdife in a huge way, something
| have also never been to fond @iy throughout my life.

Interestingly, while she claiedt hat #fAreadi ng has made no major

she followedthis statement with specific ways in which she haed readiry fifor school or

wor k p Wrapddile Rebécca, she wa strong writer throughout the semester in my class,

receiving an AAO0O on every assignment and for
These stories of the readiliges of remedial readergpena small windowon how

literacy sponsorship can inhibit and shapsdieg habits and attitudeSf course, ith only nine

samples, | can only offer possible implicatio
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Rebeccads c as kelpadi exdlain incdnusigreciesehat, many teachers see across
the inschooland outof-school behaviors and attitudes of students.
Revisiting RebeccaRemedial Student #9)
Let me now return to Rebecca, the student | identified as an anomaly in the previous
secim of my analysis of thi s ée B¥slmentionedthare,y ( AFi n
was so puzzled by the inconsistency in her classroom performance during the two semesters she
worked with me, and the history and identity she projected in her natrétat, as | previously
established, | decided a follemp conversabn was necessary. fmailed her after the semester
had ended and will provide here my initiating

ME: 16 working on my dissertation and I'meing (totally anonymously) your reading
autobiography materials assmall case study. You identify some really important points
to my study that | am trying to use to explain how students develop reading attitudes and
habits, but also how the system milgatfailing students of your caliber by identifying

them adistruggling readers when, quite honestly, you were one of my strongest readers
and writers.

So, | was wondering if yad be comfortable with me asking you some follgpw
guestions that would heime to better understand your early background with being
taught howto read? If not, | understand, if so, thanks so much in advar@aidthing
complex. Some examples of wiiat iondering are:

1. You said you were pulled out of class to read witmallseading groupvho
identified you as needing this work? what grddind what was it like IN that group once
you were separated from the class?

REBECCA: (email May 29, 2018):

From second to fourth grade is when my teachers identified me asgésslimelp of
working in a separate group. In elementary school yesteident got pulled out of class
to read a story that was provided to us by our teacher. We had to read it to our teacher
and answer questions on paper and some out loud. How well weetidhat books |
could and could not read. All of the books wetgeled with a grade that determined the
difficulty of the book in our classrooms. Once | was one of maybe no more than 5
students separated from the class, | felt embarrassed and alitnost te be away from
my friends at that age, but the group itsediswery helpful. In that reading group, things
would be broken down and better explained. We would have extra time to complete
assignments and even tests. We were asked various questssres/erything that helped
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us to understand the story better. | eentber my friends wishing they were in our group
to have the "easy" way out, but it still being difficult for me.

2. Did you attend public or private school, and what was the backgrdemmdrigraphic
situation of your elementary school?

REBECCA: lattended a very small public school with kids from all around the country
because we live right next to a military base that had kids with very diverse backgrounds.

3. Your reading autobiograplsays, in several places, that you don't really have the
willpower to read, but my experience with you was so different in this regpactead
the work for my classnd read it insightfully. Was this not the case for you-t2R

REBECCA:Because ldse my focus, interest, and understanding of stories, Vedligo

not have the willpower to read long novels. The stories we read in your class were
shorter, so it made it easier for me not to lose focus. Because you read to us in class and
talked withus about the work, | understood the stories better. It @iped that the

reading responses we had to respond to in your class, related to the topic which helped
me to stay interested. | enjoyed reading the responses and figuring out how to answer the
guestions throughout the story. InR I never really cared #t much about my

education and never worked hard to achieve much. | did not take advantage of many
opportunities to expand my knowledge throughout high school. | was also very shy and
did not wan to be judged by asking questions or answering a wrongrouellege for

English, I'm in a room full of people that do not know me which kind of made it easier

for me to not care what people think and really apply myself. During high school, | would
hawe rather decided to not care about learning, than apply fnlgeekrong and get

judged (which probably was all in my head to begin with.)

4. | guess, that gapirh trying to fill in for yourfistoryo with reading is the difference in
reading attitudes thiayou express in your reading autobiography from the reading
attitudes you expressed in my class. You seem a much more resistant and reluctant
reader in your narrative than you were in the two semesters of my class. Any sense you
can help me make out ofighdisparity would be awesome!

REBECCA: A few things have nda me change my attitude about reading. | became
more aware of the reason | did not like reading and focused more on trying to fix it. |
became interested in learning, but could never find a ghgt best suited me. Maybe it is
because in your class itas almost like that group | was in during second to fourth grade
where | received extra help and was read aloud to. Where online we could look at what
others posted, almost like our reading gradnere we all shared our ideas to help us
formulate our owndeas. It also helped that | was eager to learn in your class because of
the way you connected things to real life scenarios. | also understood that | was in college
now and had to put in more eff to receive a good grade, as opposed-kPKvhere,
unfortunately, I did not do much work but could pass with flying colors. A more
emotional factor that has helped me want to do better in my English classes is my
seventhgrade English teacher whom | svaery close with, Mr. S., and an English
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teacher | was closeith during high school, Mr. P. Late April of my seventh grade

school year, Mr. S. passed away of cancer. | never enjoyed English as much because it

would remind me of him, but | soon realizeshiould be working hard in honor of him,

instead of being scad to remember him. This New Years, Mr. P was killed in a car

accident which also impacted the way | view English because of the fact that | knew how

to deal with the loss. | think all togethéne way | view reading/writing depends on what

| know I will get out of it. For example, the way you connected how reading can benefit

us in our everyday life is something | oddly never thought about. You taught us how

reading can benefit us in ways swshgetting a raise, how to act during an interview, or

even fow to get a refund for a terrible experience at a tattoo pdrlorew | had a voice

but never knew how to find it through literature until your course and that is something

that really motivatd me to work hard in class.

If you have any more questionsneed clarification, that is not a problem!

---END OF CORRESPONDENCE WITH REBECGA

Il first would |Ii ke to pause and honor the
imprint | thinkwe al |l hope and believe a teachwe shoul
also a reminder of who is in our classrooms; these students bringgdrstories and
experiences with them that color the way they receive and interact with us, theirattssand
the course materials. They deserve acknowledgment.

Il n that vein, |l wonder what the inconsiste
narative reveatdabout how and why remedial readers formulate their perceptions of their own
reading abities, their relationship with readingnd the place of reading in their warldow
does any idea, person, placer t hi ng b e c o mespuredingtmcorfsidecthent 0 ? Thii

wording of the prompt for this seénthdy; per haps

significance of reading in your I|ife to date?
you up until now?o, petsonally @piiméctedthraspomBershapghé ded a m
i mplicati oa gmfi fti lte ntceerom elimonteritoad or formal, oréraditional t o f e

in the school sense. And by whose standards? | dkmdi a quick Google search (I am aware
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that this is not academic research) to see wh
most of the results include he wor ds fiskil |l.s®@ and Acomprehens

The rationale for the question in my prompt fastbecond (and as seen in the next
chapter, third) study arose from my analysis of the first study, the study of strong adult readers.
All of those participants vate, without being promptedbout the many significant ways reading
hadbeenand still is gpart of their universe. For some, it is the very center OF their universe. In
an effort to tease out specific ways that the freshman composition students foufirchsice in
reading and now that | think about@& meaningconnection tol asked the questh overtly to
make sure it was addressed in the narrative. Perhaps | feared they would not see reading as
significant, so | tr i eaWhatevehtpeueadomforthéquestion o f i n
and its wording, the fact remains that the strorglees in the first study inherently and
organically spoke abo@itactually illustrated in detadl themany and various ways reading has
been meaningful in their liveSo, too, did Rebecca.

There is so much i n-wprespoase herenhamRdddiletcoc ads f ol
address. | start with the statement that stands out to me the most from a pedagogical and
practitioner standpoint and that supports the researdimfjs about the value of reading aloud:
AMaybe it is because ithatgrgup bwas irtduring secondtto fourths al m
grade where | received extra help and was rea
classroom at the colledevel might be met with disdain by some who perceive it as juvenile, or
as a pr ofods sickrid.sBuwmagyRebme c ads p aeading alougdand eel i ng
working in small groups, both at the elementary school level and in my college coanposit
courseare evidence of how effective facilitating smgitbup work and lowpressure disgssion

opportunities can be in bringing out the more timid or insecure readers.
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Sheridan Blau sgkeabout this in a 2010 interview with the National Writing Pcajén
response to a question about methodsiftk-startingdiscussions with quiet studenB&lau
describe h o wWQuiét students will usually participate actively in groups of three or four...they
are much more likely to do so, if they have already wodked problem and contributed to a
discussion in a small groupBebecca confessed thatsheww fivery shy and did
j udged, ooteamott the dordidemce and inspiration she gained through prewriting and
smallgr oup di s c wka ontne we coutd lbok atfivhat others posted, almost like our
reading group where we ahared our ideas to help us formulate ourownideasT hi s speci f
attribution to the AonlineodedBt aUOBgt heqgui esda
that literature teachers can wstedent discourse communitigspractice anegnhance té
conversations about literature:

Using student writing substantively as a critical text worth discussing raises the

value of student writing for all memberktbe class and gives students the same kind of

responsibility that scholars have whenwudte for audiences of our colleagues within

particular discourse communities. Students take their own writing more seriously under

such conditions and function as migers of an authentic literary community.
Rebecca, earl y | ab ermbeaded lterafuie, twritingg andl scholgrshipeader , 0
because she became part of an authentic literary community. Here is where a sociocultural
framework coincides with thénfdings in this study.

The social and cultural underpinnings of many of the theorists@ralars covered in
my literature review hegdt o ex pl ai n Rebeccads |[(1978Zopads,y ex p e
Lave and (1994)oogeunifies of practicd, e e(ZP85)cognitive apprenticeship,
B | a (2@3)literature workshopandSchoenbackt alé £012)cognitive reading

apprenticeship supp@dRe beccabdés assessment of why she bec

readeydespite the lack of early literacy@psorship; the opportunity to engage in reading and
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discussions about reading among a groftiapprentices, working collaboratively, allowed her to
move from guided skill to autonomous action.

Had | time, foresightand room, | would reach out again to leaé the participants in this
study of remedial freshman composit&tdents from th2-year community college aremail
them followup questions as | did with Rebecca. Biaying spent nearly hours a week fot7
weeks in course contact hours, anditholdial time reading their drafts, online blog discussions,
in-class writing assignmentand major essays, | am not confident that their responses would
have yielded the kind of tldastootinwrittehformnsi ght as

It is possble that verbal interview strategies would be effective with some of them in
teasing out a few more details, but in general, they lacked the written communication skills to
articulate and elaborate asdepth as ta adult doctoral students and the uniQebecca. More
importantly, were | studying the circumstances that create developrAwrebteaders, this
would be a worthy endeavor and likely one for a future study. But my feassn the
circumstances, indivigals, environmentand backgrounds thahaped strong readers, and so |
would like to return to those readers, as a point of comparison, to end this@haptedl i scussi or
Comparing Early Literacy Sponsorship of Remedial and Strong Readers

How aremy earlyinsightsinto early literacy sponsorshasit appeas in the doctoral
studens Barrativesof strong readermformed bythesenew data fromremedial college
freshman readers and writers?

There are obvious differences in these populationsatbald naturally explain the
differences in theirtitudes and behaviors toward reading, and | start by listing those:

1. The participants in this comparative studgre 1540 years younger than the doctoral

study participants, and thuschfgwer years and experiences to recall
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2. This pool of participants caisted of undergraduate students, whereas the Study 1

datawerecompiled from advanced graduate students who were specialists in English

studies and English education.

3. The younger partipantswere individuals whavere at this point undecided or from a

variety of college majors thatere mostly not English or even Humanitieased.

Still, these factors do not explain the differences in early literacy sponsorship of the home

environments. fius, ny first step in comparing th&onsorship at work in the/o pgulationsis

to refer back to a bar graph | provided and analyzed in Ch¥ptéstrong readers and to

correl ate it wi t h

t

he

bar

gr aph rspohdors, ehichn g t

| presented earlier in thhapter In this bar grap, | determined the percentages of each sponsor

mentioned in the reading autobiographies. (mother, father, grandparent, teacher, etc.). In

order to effectively frame #new data fro this study on remediatéaders angut it in

conversation with thprevious data from the strong readenmgMisit and juxtapose the types,

frequencyand influence of home sponsors mentioned by each population.

None
Cousin

Sibling

Sponsors PhD Students

0.05%

11.00%

Teacher _I. 11.00%
Grandparent ﬁ 2
Father ﬁ 2

Mother W55-00

22.00%

8.00%

8.00%

%

Figure 7.Early sponsorsdf i t er acy
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In total, as a recap of the spor&tp findings among strong adult readers, 16 out of 18
participants (89%) identified their first exposure to books as occurring in the home, more
frequently through their moth€55%), but also with fathers, grandparents, siblings, and even
cousins. It ismportant to note, as | did in the first study, that there is overlap in the percentages
insofar as several of the narratives included references to multiple sponsor$ioSaliwere
again, primarily immediate family members.

In comparison to the ndg 90% of strong readers who reported early literacy
sponsorship in the home, or8$% of the remedial readers recalled home sponsorship prior to
attending schooMWhereas 55%f the adult strong readers recalled reading with their mothers in
their preschol years, only 22% of the remedial participants recalled reading with their mothers.
Thelow percentagef mothers as sponsors of literacy in the remedial population as ogposed
the strong readers raises vital questions about the sort of connectismtioat powerful and
long-lasting to propel the social and emotional development integral to strong reading lives.
Even more notable is that 28% of the strong readers mentieadithg with their fathers, while
0% of the English 098 developmental studéemtiicated that reading occurred with a dad.

Il nterestingly, grandparents were cited more
were fathers, but this was still grih 1 of 9 homesOverall, it is clear that there is an

incongruence of sponsghip between the strong and remedial readers and it would not be a huge
leap to say that these differences had a major impact on the attitudes, behadiatslities of
eachclass of reader.

As | mention earlier in this chaptehese disparities ming bepartially explained by

socioeconomic circumstancesmajor focus obDeborah Brandt s w1998 k2001 ktudying

hundreds of Amer i can vdietyof context@and/badkgrosint@xamdt e s ac
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(1998)o b s e r v A dtatistitalecorredfion between high literacy achievement and high
socioeconomic, majorityace status routinely shows upresults of national tests of reading and
writing p er6fThe pmalencoéliteragy access becomes a problem of literacy
outcomes; those vahhave the privilege of early and ongoing sponsorship are more likely to see
high achievement, while those who do faate limited opportunity and disappointing outcomes.

It was never my intention to investigate sponsorship within my research data from a
racial ethnig or SES standpoints Brandt il in her work on sponsorshi@riginally, | was
attempting to focus on learning more about the ways that reading is saugleiarned in and out
of school so that | and my readers could have a better gragmabhas been happening in the
discipline and how we can improve it. But in constricting the parameters of my study and its
intentions, | was closing off opportunitiesdelve further into the sociocultural influence and
impact of ethnicity and socioecormi ¢s i n my participantsd memor i
class was never mentioned i nBetabselhddmott or al st u
considered using thaformation in the first study, | did not collect any official demographic
information for the participants in Studly

| did not collect the official demographic information for the participants in Sudy
either, as myaim when designing the comparative study was still focused on understanding who,
what and where their literacy was smwmred, without accounting for socioeconomic or racial
influences. It just happed, however, that the students wivere also the participas in this
study had voluntarily revealed this personal information as part of their writing and discussion
for thecourse, and even within the study instrument itself. Also, by virtue of just knowing them

through my course, | learned of their home circtameses and that most of them came from
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singleparent homes, had working mothers who were often unavailable tpdhdrtived in
poverty.

On the other hanaine would have to make several assumptabwut the socioeconomic
backgrounds of thdoctoral students to make the correlation between their reported access to
books and sponsors and their resultant high acadsrhievements versus the lower rates of
both i n the r emedliisgpbssidetthatdame,tif nad all,roftheilLeague v e s .
doctoral students were from socioeconomically challenged backgrounds too. Still, the contrast |
am imagining presumefyr example, that the vy League graduate students were not themselves
2-year community college students prior to attendiregigate schodl a presumption that |
would not confidently assert except as a tentative hurals,| must draw on my limited
personal experience and available statistics about community college students in general as
compared to Ivy League graduate stud@ntwere to claim that this inequitable sponsorship and
reading abilitycamedown to a matter of socioeconomiégccordingly, | cannot confidently
assert here that the remedial students didailaio be strong readers simply because they hailed
from adifferent socioeconomic status as the adult strong readers.

| wasalsq as | mentioned earlienpt conducting a study of tlercumstances that
created remedial readers. ltial frame of referencewhichwas applied to the first study and
then, as a point of comparison, to the community college student study, was reliant on the
guestion ohow strong readers came to be strargders.The second studyashelpful in
illustrating the overwhelming commonigliand positive impact of early sponsors on the strong
readers by virtue of showing a population of +strong readers whdor the most partgid not
have this feature in tirebackgroundsHence now that | have these twastly differentpoints of

compaison, accessing the reading histories of studentsanghstrong readers from the same
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generation, samlkevel academic institution, and same community as the remedial ocoeisiep
a muchneededconnectiorback to the origingboint of inquiry.
Concluding Thoughts
My research data from the first study of strong readers revealed tearpasing link
between early literacy sponsorship in the home andtemg affirmative eading habits and
attitudes. Another correlation among the autobiographies wi@sadistinction, through tone
and diction, of attitudes toward-sthool and oubf-school reading, experiences which often
occurred somewhere around the middle school yéarganized those attitudes by chart and
color coding (red for negative attitudes, blue for positive). | noted, too, the dichotomy of the
parti ci pan tpaséivepeading af stlool cequiyed texts, and engaged, aesthetic
reading ofnonschool, feely-chosen literature. | had not anticipated such a drastic polarity
bet ween what the doctoral student subjects id
Locating the reasons behind their distaste for school reading and the appealschool
reading is pedagogically and theoretically important. The third main discovénmgstudy of
strong readers algtisclosedvays in which the participants personallyued alternative means
and forms of literacy sponsorshipnes that were not mentionedime r emedi al st ude
narratives Activities such as theatre, comedy, and music that were repudiated in the classroom
were valuabletothe t r o n g self-esteeh,esocmldivesand scholarshignvolvement in
these activities offered those studemtsew kind of sponsorship in providing them a role as
someone who takes on literacy tasks associated with those forms of mem@eesghijmnal
schooling and approaeh to teaching literacy during the formative school years of the
participants were centealon comprehension of print text, phonics skilsnd A hasty and

superficial di scussionso (as per one particip

170



reveded in the reading autobiographies are highly suggestive of the need for a closer look at
traditional practices in the teaching of reading and writing.

While | can derive several explanations and suggestions for my findings in the study of
strongreaders, cannot ignore what | assume to be the
many ofmy participantsThe Study 1 participants mainly hailed from an era where homes with
two working parents were less likely than in the current generation of partgifjdund increase
in two-working parent and singlparent homes during the more curremegation could
certainly justify a decrease in being read to in the home, as identified in the reading histories of
the 2017 college freshen. In addition, the adulttiong readers were attending an Ivy League
PhD. program, a vast contrast t@g/ear conmunity college student!

| was not privy to the details of the economic backgrounds of my doctoral student study
participants, but it is likely that the economic cimstances of at least several of the students
attending a graduate program at a College éaverage$1,572 per credit/pointvhen compared
to a community college tuition rate of $384 per credit, reflects an economic and educational
disparity in populations. Stephen Krashen, Professor Emeritus at University of Southern
California, has publishe prolifically on the power of acce$o books in combthg adverse
effects of poverty on educational achievement. It is not a surprise, though it is noteworthy, that
AChildren in lowincome families have access to fewer reading materials than children of
middle- and uppeii n ¢ o me {Kaashen, 20823 ke literaturéhas showrhat access to
books is highly contingent upon race, class educational backgrounds, and fi@hildren
growing up in homes with at least twenty books get three years ntmelisg than children
from booklessh o me s , independent of their @Bwasnt sé6 ed

Kelley, & Sikorg 2014). The advantage of growing up in a home with books is indisputable, as
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is the rich/poor disproportion that has beegniified as a major factor in theaging gap across
classes (Allington, 2013). These prevailing disparities in my two research populations needed to
be accounted for.

It is important, then, to establish whether another population of strong readess elicit
parallels to the early backgrounalsthe adult population in Study 1, as it has become clear that
this was not the case for the remedial readdrs.next chapter explores a third study, one that
mightpositonme t o fAcl os e thehdscreprziesppdongdireng and medial
reeder sé6 | iter acy ,angbehmdoosinga lvayphspanagéenerationald e s

differences, socioeconomic stataad diverse educational levelsrassall three populations.
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ChapterVIi
STUDY 3, AN ANALYSIS OF HONORS COMMUNITY COLLEGE
FRESHMAN COMPOSITION STUDENTS

My father opened a book, much larger than ones | was used to. He began to read

Harry Potter and the Sorcer&g@Stonea | oud t o my family. At fir s
preferred our usual ks my father would read to me at night, ke Berenstain Bears
or Where the Wild Things Ar&t f i r st , I just sat in the ro

invested in the words my father brought to life. However, at one poiticeddiow my

mother wa thrilled to be spending quality time with my family as she looked at each of

us smiling. At that moment | realized how invested my older brother was in the story even
though he normally wanted nothing to do with his embarrassingyfafmis was when |

put my crayons down and | opened my ears to my future in the literary world. (Honors
Student, Reading Autobiography, Fall 2016)

Introduction

The above description of the environment, family members, titles of baoéteven the
coloring activity in whichthis student was engaged is an example of what Barton and Hamilton
(2000)would call a socially situated literacy event. In the domain of her home, the social and
cultural power relationships, at least in this shapshe provides, operaten such a wayhat
each family member se@uto benefit from this socially supported experience of reading
toget her . Usi ng Bart oliterawypicctiddmami Nt bedgedefiahi T
ways of utilizing writterlanguage which people draw uponintieir v e s,avedap . 7))
understand the act of creating a written autobiographical account of literacy events as a means to
locating evidence of the influence of social structures on individual literacy.

With this thrd population of readers, students wlawd been accepted into a rigorous
community college honors program and placed in honors freshman composition, based on a
stringent and competitive application process, | again look at the three main categoriesghat w
explicated in the first two sets parratives: sponsors of literacy;school and oubf-school

domains, and significance of reading in their lives. Other themes, too, emerged in this third set of
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reading histories, themes that expand our understgrdihow literacy sponsorship operaites
both proactive and counteractive ways. Not all are necessarily new themes, but thanks to the
thoroughly detailed and developed writing in all of these narratives, we are given not a window,
but a door that providea more comprehensive view into them.
FINDINGS
Part 18 Sponsors of Literacy

General Findings

To demonstrate the principal outcomes of t
numbered the students and created a simple list of the entities mentioned as responsible for
introducing the pdicipants to reading. In cases where there was a gpbi@aé mentioned
toward those sponsor s, |l indicated with a fAne
because sponsors were mentionedidinot mean it was in a beneficial way. Followingsthst,
| provide a graph of sponsorship percentagesgplica of the one used in the first two studies,
but of course, with percentages and sponsors reflected in this specific data pool. | elaborate more
on the positive and negative aspects of spongoestd on the spaces in which they recalled this
sponsoship occurring (e.,t he | i brary) as my anal ysThelistof t hi

of sponsorsnentioned bythehonors freshman composition studestas follows

Student 1:
Student 2:
Student 3: My mother
Student 4: Video games/teacher angry for reading ahead in book

Student 5Green Eggs and Hanenthusiastic h grade teacher (positive)
Student 6: Dad, mom, library trips,atfpad app

Student 7: Embarrassing cousin; mothed,éhd4th grade teachers

Student 8: Mother; parents; grandparents, specifically grandohgrade teacher

parent so

A My
AMy teachers ngosy e i hcompetent 0

R
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W Student 9: Mom (but didotspeak English afirst language)Spanish Old Testament
preschooteacher (positive); il grade teacher (discouraginghking system);
5th grade teacher (positive)
Note: This student comes from an ESL background, like many of the remedial readers,
and the reliance upon teachers becomes so much more significant icabese

W Student 10: Mom, kindergarten teactarallenging high school teacher; (negative)
teachers and books middle school years

W Student 11: Strict Greek mother

W Student 12: Barnes and Noble afwlilight series

W Student 13: Father; interested older brother

W Student 14: Grandpa primarilfhe Cat in the Ht; English teacher mother

A brief overview of this list reveatiseveral interesting differences in this set of sponsors
than in the first two sets. First, the two students who mentioned their ethnicigctedthat
background to the cultural influences in the home, specifically with parental approaches to
literacy.Second, individual book titles and series were identified and discussed more regularly
than in the other two populations. Third, and perhajsodithe most important discoveries of all
three studies, these students recoghieachers frequently and inrnyespecific detailThe

sponsorship percentages in graph fappears in Figure 8.

Sponsors Honors Students

Teacher (negative . : 29.00%
Teacher (positive) . . y 36.00%
Grandparent . 14.00%
Parent y 14.00%
Father . 14.00%
Mother : . y . . 57.00%

Figure 8.Sponsors of literacy mentioned in honorssttdend r eadi ng aut obi
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A more specific breakdown of the numbers reflecteligure 8 is listed below:

8 aut of 14 mentioned mothers (57%)

2 out of 14 mentioned fathers (14%)

2 out of 14 mentioned parents in general (14%)

2 mentioned grandpare(it4%)

1 mentioned a sibling07%)

5 discussed positive teacher influen(&s%)

4 discussed negative teacher inflaes(29%)

1 out of 14 did not mention any early sponsors (.07%)
New Themes Emerge

InChapted, | predicted t hat willoffeeprolifieacauntsgf aut ob i
socially and cul turally siotuadti ence dl iVtygroda csyk yese
integral nature of social interaction in a <c¢h
development. The early childbd relationships and interactions with parents ansome cases,
other sponsors, as discussettiihe maj ority of the honored studen
Vygot skyods theory of cognitive development. A
themes emergeds well:

1. The impact of a home library and access to books in the preschoql years

2. The paver of reading aloud

3. Familial reading apprenticeships

4. Digital vs. print text

5. The effects of illustrations in picture boglend

6. Definitions of readingfo A pl.ceasur e

| further develoghese themes by sharing more from the autobiographies and then

connecting and explaining their significance as supported by current research in the field.
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Student Vignettes: Defining Early Literacy Sponsors in Their Own Tems

In the doctoral student stydl demonstrated some of the outcomes and analysis of
literacy sponsorship through a combination of letting the narratives speak for themselves, and
through my own restorying of the narratives through vignettes. The hdnardse nt s 6 r eadi r
autobiographig, of all the data seta/erethe most detailed, rich and inherently stbkg in
nature, and thus already inclutagnettes. Hence,did not create new vignettes around the
reading autobiographies as | did with the Stlidharratives, but | showcasestintrinsic
vignettes provided by the students in their own narrativesimisdome cases, offer a mosaic of
several voices.

Vignette 1: Theyear The Grinchand cousin Angelinastole Christmas (Melanie,
Honors Student#7). While the majority ofparticipants in both studies of strong readersiPh
andhonors students) identified a parent as an early sponsor, a couple attributed being introduced
to books by a cousin as an influential factor in their literacy. Like Saul indtteral student
study, who vividly recalled being gifted a box of books just prior to hit bitthday, honors
student Melanie (Student #7) remendatrer initial introduction to books through her cousin
Angelina atthe earlyage8f Un | i k e aldenenperiersce, Mamie angrily descrileb
being provoked to read by a demanding cousin:

The brightness was nexistent, and the only visible object was [in my cousin
Angelinads] dark shadow sl owly sl edhering
somet hing that she | ater passed ont oa me. I
book called How the Grinch Stole Chtoi st mas
embarrass myself in front of Angelina and the rest of my family memder$fiad
gathered around, | took the book and began to read with my mother by my side. My
attempt was a complete fail, as a three year old my ability to read and recognize words
were | imited. Words such as dAtheijthan i t, o
AWhovilled and AMt. Crumpit, o which were a
book | could feel tears streaming down past my boiling face and onto my lap. My throat

was choked up and | could not bring myself to utter the last few words stiotliel was
completely devastated and humiliated.

3t
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Sponsors of literacy, Bran@t997)elucidate,iar e a t angi bl e reminde
learning throughout history has always required permission, sanction, assistance, coercion, or, at
minimum, contacvithe x i sti ng trade routeso (p. 3). I n Me
her into reading aloud in front of other relatives beforevegconfident or capable.

This circumstance put her in a position to
stucents whose early literacy memories did not entail a test or performance that could be judged
as a failure. Mel anieds descriptions of her a
down past [her] boiling ftedan®héiniliatede av o migd hleav é e
turned her against reading for many years to come. Fortunately, her competitive disposition and
other, more encouraging sponsors led her in a different direction:

Though this event had left me in an uneasy positiaritimhately helped to fuel and

create a reader in me. It served to start off my continuing literacy journey. The fury that

particular experience had left me with helped me to become a better reader. Afterwards, |

would practice reading almost every singsy/d

Melanie proceeedto describe heBrd and4th grade teachers as establishing an inviting
classroom environment with an enthusiastic tone and multiple avenues to successt&he wr
AThey had this particul ar wa ydwtéthatibneverdelti ng an
like an assignment or a requirement, rather it was a fun and calm activity through which the
students could win prizes a®edhereeerierecirvgved z ed . 0
competition, especially in the art of Wwnig, but the incentives of rewards and respect from the
teacher and peers inspired and motivated Melanie, who remediberw A Wi t h every
assignment, we all looked to improve ourselves, whether that be with the vocabulary we used,

the way we wrote a certaddail, or by reading more to expand our knowledge on the book so

t hat we could write more the next ti me. 0O
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Sadl vy, Me | a toak gebasothar aurn wiaeh she readinégh school, but |
return to that aspect of her narrative when | later disties®tond coded category of this study,
A I-Sthool vs. Oubf-SchoolReadi ng. 06 I n this case of her int
preschool years, we learn how even unintentional sponsorship can begin to shape attitudes about
reading; we also see howgtive classroom encounters can redirect negative attitudes formed
through prior experiences.

Vignette 2: Building the Home Library (Student#8, Student#5, Student#1, Student
#6).

The scholarly culture hypothesis holds that reading provides oagskills that

enhance educational performance. A home with books as an integral part of the way of

life encourages children to read for pleasure and encourages discussion among family

members about what they read, thereby providing children with infmmabcabulary,

imaginative richness, wide horizons, and skills for discovery and play (Bus and

lizendoorn 1995; Dronkers 1992; Persson 2012; Price 2(B23nset al.,2014, p. 3)

Several of the honors students mergidaccess to books, including sgecauthors and

titles, as a central aspect to their literacy and ultimately to their love of reading. Student #8,

whoml call Kyle, notel how

My parents always made sure | never had an excuse as to why | corddahot
write properly, which | nav understand was because they wanted to give me an
advantage over other children. An excuse that | never had was that | did not have enough
books. Just after my third birthday my parents and | moved from our tiny cond® int
much larger house where | hembm to run around and play in our own backyard. When
we moved into this house my parents bought me my own bookcase for my room. Both
my parents and grandparents helped me build my collection of books which, | still have
today.

Kyl ebds c ol lallyand figaratively aemained witlehim, serving as building
blocks to a life of literacy that he will hopefully share with his children one day. In this library,

Kylesadone can find fda dif feefremnlhe MagicrTieeHoyse of b ook

Di sney b o avasnofust tHe physical tollection thatthaalue, as Kyle illustrattwhen
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he aded Al still have all of these books today v
reading and writing and at it was liketoopenupanewlm k and start a new a:
Kyl eds sdwhat the resgapdiias shavrabout the effects of early exposure to books in
the home.

Mariah Evang2014) a sociologist from the University of NevaB&no, and her
cdleagues,Jonathan Kelley and Joaa Sikora, studied the academic achievement of students
across 42 nations (most were age 15 at the time of study) and collected data on the number of
books in the homes and family demographics. Like their findings in besr@@10 study of the
effect of ahome library on academic achievement, this expanded and more recent study
confirmedthat a scholarly culture, which they partially defites fex posure to book
raiselt he contested infyieeercésof Bhicawéncc uhf bueace
performance in ways consistent with the cognitive skill hypothesis, regardless of the nation's
ideol ogy, political h i sl}. Dhesg two importahtetudees of deve
contribute to conversationsrsounding the power of early litgcy sponsorship. They also raise
essential questions about which aspects of sponsorship are most effective.

The information from Student #8nd as | show next with Student #5, among many other
narrative accounts acroal three sets of datauggestdthe significance of the tangible aspects
that make a book indelible in the mind of a young child.t&m does the experience of having a
parent read that book to him d¢luse8cbambachThe ter m
Greenl eaf |, a I?]dlefihtior) ipdiugled socid]l, @eBsonal, cognitive and knowledge
building di mensions (p. 25) and i0s absa seexdp |ocani nte
by Vygotsky. The metacognitive engagement offered in tfeeges of reading interaction are

enhanced by the proximity to books, and, as resdwslprovena home library is an essential
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tool in this procesKyle is one of many voices among the two sets of strong readers who
confirmedthat being read to in tHeome (or in the library) and acs@sg books, especially
during the preschool years, hasffaaching effects on attitudes and behaviors linked with
reading. But, is it the people, the places, the everdscan it merely be the gettirgpoks in the
handsof childrenthat mattes most? Orjs it all of the above?
What constituteswwning abook in the 2kt century? Considering theactile nature of
print books Student5, along with many other participants in all of the studied vinad
memories of Dr. 8us s @Green Eggs and Ham:
The first book that | remember reading waieen Eggs and Haiboy Dr. Seuss. | do
not recall what grade | was in when | read it, but | do remember enjoying the book. My
copy of the book was a thin, tawide, bright orange hardcover. | loved the feel of it in
my hands. Each page had a drawing that took up aboutghesters of the page, and
about two or three lines of text.
The phrase Al | oved the feel o f urrent comcern my hand
regarding print text versus electronic vers.
Student#1, on the other hand, creglitthe gift of a Kindle ereader for ragniting his
reading passion while traveling for the army:
Around the beginning of 2014, | received a Kindgea gift from my family. This
helped tremendously withmye adi ng, as constantly moving
allow
me to have a library with me at all times. But this piece of technology afforded me the
opportunity to keep all my books in one smathnsportable place.
The abil ity t flbookstalbimae campadt, pobtabla deyiae has its benefits too.
Though this was not an early, preschool form of sponsorship, this gift from his parents served
him in a similar way. It was not onturing his military service that this student found

satigaction in this piece of technology. He folledup later in his narrative by showing how,

after a severayear respite from reading, his Kindle lured him back into the world of literature:
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And once again, my Kindle called out to me from my desk,nyegrfor attention that

it had lacked for so long. | stood up and brushed off the dust as | hit the power button. It

came to life and opened to the page | had left it on when in Africa, almib$t laad

been a matter of minutes instead of over a yeaaslinstantly drawn back in, and before

the day was over my book was complete. | sat it down next to me and thought for a

moment about how much of an impact this Kindle, this tiny piece of tdogy, had on

my life, and how grateful | was that somethlikg it existed.

Unlike Studentt1l 6 s encour aging i nter#blexplgirediowt h t ec h
her discovery of the app Wattpad introduced her to a subpar community of readers and writers.
She wote:

Now for those who disafrédappkmnichwritevhcantwrite hi s i s

books and stories for free and people can read theno@roblem with reading from

this app was most of the writers were beginners, so | grew accustomed to reading books

below my reading level. While my readiteyel never diminished, it also didn't flourish

and grow the way it was supposed to.

This digital community of practice did not offer her expert practitioners or mentors who
could help move her toward skillful autonomy in the desired practice (Schoesitac012).
Other, more positive apprenticeships in Studéndb s backgr oun ¢ofbdoksend t o o0\
the home, however, prevailed, as | show next.

Family reading asorm of apprenticeship Fortunately Studenttl &family and home
library did proside a community of practicelthough she claiedt hat fias t he years
discoveredagidn obstacle to my readingéelectrdhnicso
Al was very fortunate to be raisedtiiona@ dmd st
recalkedtrips to the library to add to her already substantial set of books stexlowthe home.
This same studemixcitedly reminiscenakabout the allure of a book that became a staple in her
fami |l yoés h o mebaded booksaargsuntdfan eprepdescussion about the potency

of collaborative family reading of these bookfie recabdhow a specific book became so

much a part of the family that it was built into the nightly routine and was brought on

182



vacation® yetanother remider of the power of the actual physical book and not just the story it

held within. Shewoste A My f avor i t e Ochhe rl edéhso oadn baololkKi gweatso r L
[sic]. My mom read that book to my sister and | so much that she actually knew the story by

heart. That book was brought not only to bedtime but to every trip we took. The poor book was
falling apart we read it so much. o0 Why bring
by heard?

The family activity of reading together is a form ehding apprenticeship, one that has
proven so effective that Nancy Flanagan Knapp and hieragpieg2016)designed a studn
whichthey implemented a summerschool reading apprenticeship, but instead of using
teachers, they used parents as the rggutintners. This t#veek inschool intervention program
was aimed at preventing summer regdietbacks amorigt throughdth grade novice and
struggling readers by inviting parents into the process.

AsKnappshai n her articl e 0 RerdFdnilyRpadinigpget her : A
Apprenticeship Pr ogr ambiterpcy Rebearshtamtdtrugtionina 2016 i
addition to the children increasing their reading level by anywhere ffbfm2nont hs, f The
majority of participating parents also reported substant i mprovements in the
attitudes toward reading, and these improvements weoetegel as having positive effects on
school performance and att i-60uAheddéddoon tathia u mber
summer reading apprenticeshipsthat participating families also reported that the students
initially receiving the intervetion had gone on to serve as apprentices to other children, mainly
younger family members. Thesgre encouraging findings that shedus how access to books
and gprenticeship models offer significant advantages both as a head start and as a way to catch

up in reading performance and attitude. In addition to the emergent themes of book access and
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family apprenticeship in the reading autobiographies of these dtmmagslevel readers, as seen
with Student#1 and Studer#6, the issue of print and digitedxts arose in the narratives.

Thedi gi dividé. dthe controversy over whether one i
print form complicates teaching literacy ahetermining what is and what should be condoned
Areadingo i n the h dismhasbecomde aibaitle hoh anly amoreg ekicators, m;  t
but amid parentsé6é conflicting viewpoints on t
preference of pnt text over digital formats. For instance, from 22135, the American
University professoof linguistics Naomi Baroii2015)conducted a survey of over 400 college
students from five countrie§Sermany, India, Japan, Sloveraad the United States) an effort
to determine the comparison between print andareen reading. Over 90% of tballege
students surveyed reported a preference to print mediums for various reasons such as the
aesthetic appeal, the smell, ease on the, apelsability to keep &tter track of where they were
in the text. The respondents also noted that they werelikelseto multitask when reading
digitally, but that the digital format made it easier when reading in the dark and finding their
place when getting lost in the bofi&aron, 2015).

But can readers comprehend, leamd build critical thinking skills bett in one format
over the other? The relevance of all the voices represented in this composite vignette about
building a home library is critical to the charactérists of a @ h o mstcehtirbr ar y o i
Does owning books onreaders or otherteclmial devi ces fAin the homebo
' i braryo? Anot her cdohemeguitable aceessttditechndlagigal devacks d i v i
and online knowledge, gubject that has been taken up by a number of current research studies

(DiMaggio & Hargitta, 2001; Slate,Manuel, & Brinson 2002, Warschauer, 20031 suspect
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that, although worth mentioning, a comprehensive investigation intss#oigis not within tre
realm of my study.

Vignette 3: Theillustrative allure of picture books(Student#9, Student #14). For a
few of the participants in all three studdedoctoral, remedialand honors populatiodsthe
Bible was a memorable book that was typically passedoom parent to child and read together.
Student#9 describd in detail, much in the way Stude#t described the copy @reen Eggs
andHam t he physical appearance of a childrenods

My earliest memory of reading is when my mother read3panish bible to me at

home. She would sit me down and read to me the stories of God. We used to own a small

Spanish Ol d Testament childrends picture b

pages were either ripped or missing. You could tell it waselh used and loved.

It is a common assumption that if a book is in disheveled condition, it is a sign of
adoration and of having been repeatedly read. Flagged pages, highlighted passages, pencil
scratched notes, fallingpart covers...these are the nsaok a valued and utilized text. How
much, then, does the love of a book, the passion for reading, depend on the tactile aspects of a
text? Or, is it the pictorial feature that resonates?

Student#14 describd the moment he discovered a book hidingundére passenger 0
seat of a car, as though he had just discover
when | saw it, dishevelled and caked with dust, a rather large blue book stuck under the
passengerod6s seat. Aft eeunsghtlyg mokdrondits boadage,eande f f or t
there it was in bold white letter8fhe CatintheHaib The <creati ve adjecti ve
Acaked with dastjodbeifansiomhi(thisp é6hand dbetagharo )f r o
(Afreed thefuomiigthd [yomdaoakeo) wused in this wri

his reader to wonder what inspired such creat

first book | have read, but itag the first time | had explored a book, not for thelorol
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pictures or fun characters, 0 wefebnketl®thé viisuak s o f
aesthetic.

Some reading expertgve arguethat illustrations impede the process of l@agrto
read, while otherbaveclaimedthat pictures cahelp facilitate information gathering and
retention (BrookshireScharff, & Moses2002). Studer#14 continud to declare that the appeal
of the text was i n 0t henssitthuaatt itohne, btohoek scectutlidn
convinced that tis was what first caught his attention as a young boy reading it for the first time,
but whatever did captivate him about the book, heddims a now young adul t t
spark that ignité a passion for reading, for absorbing knowledge of wartdfted from words.
It was then that | truly |l earned how to read.

In his experience with hi€at in the Haencounter, the studewasdescribing a moment
of independent reading, but around this autonomous act, he contextitakit an incredible
amount of support from his beloved grandfather
Joseph singg)Vish we could turn back tie) to the good old daysThat period of my life was
an era of happiness and acquisition of knowledge. It was thertagd of 3 that my Grandpa
started to read to me. He would read to me th
I unc h. rentsldlsosreaghta him, and he snets up the impact of his sponsorship in this
decl arati ve, i roisdogmto thig if | did@oyhave iy grandpd td teabh me
how to read and write, or my mom betakingfthsel ed m
class today It seems that credit can be given to the time spent with his grandpa reading aloud,
espeially illustrated works. Researttas showrhat Studen#l 4 6 s gr andf at her was

him a significant advantage by engaginghis shared activity.

186



More about thepower ofreadingaloud, especially withpicture books Dominic
Massarq2017) Professr of Psychology and Computer Engineering at University of California,
Santa Cruz, studithe perceptual, cognitiyand neurologidaactors involved in written and
spoken language acquisition, and he adghat these skills are not learned throughatire
instruction. In his article, fAReading Aloud t
Literacy Before School BeginMassaro preseatla st udy i n which the goal
exactly what is available to the child in reading aloud thabigresent in the other spoken
|l anguage we direct to our childreno -réaging 64) .
except s from the honors studentsd6 reading autob
honors and the PB. studentof moments when parents (and grandparents) read to/with them,
especially picture books by DBeussthe storiesGoodnight MoorandTh er e 6s an Al | i ga
Under My Bedamong others mentioned, were striking. Perhaps these lucidly animated moments
in the naratives were attributable to the environment in which the reading occurred, and the
attention received from an adult. With this théet of data on memories with reading, it cannot
be ignored that many of the memories specifically exermaglifeing read t@s a highlight of the
participantsd c(20L7)fiddmgscatrgboratdMeadsadvanabpréveous
research (Hayes, 198Btontag, Jones& Smith, 2015) that validatithe powerful effect of
reading aloud, especially picture books, to children:
1. AChildren listening to a reading aloud of a picture book are roughly three times more
likely to experience a new word type that is amtong the most frequent words in a
childés vocabularyo (p. 64). This is beca
vastly different than spoken word, both at the child and adult levels
2. Hearing a word at an earlier age makes it more likely thaddbeisition of the term
will become embedded as receptive and productive vocabulary that will be
remembered and used in #tlood
3. In a followup study, the comparison of a chddtected speech database (iparents

talking to children while playing with toys) to a picture book database rgéated
interaction) reinforced the earlier finding that the vocabulary in pidtaoks is more
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linguistically and cognitively complex than the spoken vocabulary betadelts and
children, and even between adults

The mai n concl @6l7)esearchfand\via imgodantrie o help me
frame moments of the narratives whegading aloud of illustrated texts was descrilveaisthat
At he | angua gmototymicdl pictlwenbboksmate mord extensive in vocabulary,
grammar, and content and therefore more cognitively challenging than their counterparts in
prototypicalyp ok en | anguageo (p. 70). Putting Vygots
theory in conersation with this finding increased mediated parental reaeihgud time with
childrenoptimizest he chi |l dés potential and skill base
readin@ it follows then that educators, too, should provide mediating occasion® feorthof
social interactions that are integral to cognitive development and learning. At the elementary
level, this certainly means curricular and pedagogical framesntbet incorporate these
opportunities! further address this pedagogical implicatiespecially at the college levah, my
final chapter where | discuss possibilities for engaging students in socially situated literacy
activities.
Analyzingdiscourse discoursecommunities and effects ofreadingaloud. With this
research supporting tleegnitive and linguistic advantages of reading aloud to preschoolers in
mind, letusagain look at some of the narrative moments where honors students recalled being
read aloud to by a parent or grandparent. Now, too, consider the discourse groupsadelis
communities each of us belongs to and how they shape our identity as readers (Gee, 1989, 1996):
Kyle (Student #8): During my time in elementary school | would spgea few days a
week with my grandparents, specifically my grandma. This was a timeWkajoyed
r e a d i Wihgnd was a child she would, like my mother, read to me in the rocking chair
next to my crib. | am not really sure what it was but the way mydyna read to me
always kept me interested in the book we were reading. My grandmasaldao read

and write with me when | would go up to the trailer that they owned in Pennsylvania. My
grandparents owned a little trailer up in Pennsylvania where thelgwake me
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occasionally. There my grandma had a collection of about thirty or moks bt we
would read every time | went there.

Depicted in this excerpt are several of the aspects of sponsorship thediexisé strong
reader s 0 hieatoearly, at hame, larel bynagamily member; existence of a
substantial home library; experience of joyful feelings; specific recollection of where the reading
occurred; interest being maintained by the manner in whielfieimily member was reading. The
social practices taking place in this scene coincide with the kind of ways of being that Gee use
to explain what he calls capital ADO0O ADiscour
Introductiono Gee(1989) delireates the difference between laage learning exhibiting
concrete forms of grammatical perfecioandachieving an understanding of how and why we
use | iteracies as a soi ade pmiagdtti cgea.i nl g rlaerenran
but we donot reach a true understandinghofv to use that language that a particular social
context expects or demands.

Gee maintaiedt hat we acquire an Aidentity kito by
dress, behave, valpand believe in accordance Wwithe social practices of each aoemity in
which we play a role. The acquisition of this
and recognition by the soci al group of these
(Gee, 1989, p. 6]t is in the integration of theg@wactices, consistent with the community
practices, where mastery of the essential superficial features of language can lead to full mastery,
which Gee defingas fluency and control over a Primary and Secondary Discur9g thus
necessitatingtheter fil i t eraci eso rather than singular @
Discourseand for mastery to occur, interaction via apprenticeship with an individual who has

already attained mastery of that Discourse.
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Froma pedagogical standpoint, oftenthye time one has entered schawiehas not
learned the superficial features of language necessary for mastery of the expecteldasstbol
modes of literacy, and it is usually too late for one to acquire them by tindgpd in a
classroom settingsee (1989)alleged thati Di scour ses are not mastered
but by enculturationédpprenticeshi@) into social practices through scaffolded and supported
interaction with people who have already mastered®thes ¢ o p.7)sDescourges, #n are
first learned by saying and doing, followed by writing and reading, and are wholly dependent on
membership in a Discourse community. One such community might be the one in which
someone is born and raised, and veherimary Discourses are accesBedhr ough our pri
socialization early in I7)ife in the home and p

With the understanding that homes can be training grounds for Primary Discourses, let us
now revisit some of the moments in the readirggories of the community colledmnors
students where they appedto be describing access and interaction with the social practices
essential to initial Discourse. Kywokeabout both a grandmother and mother who initiated him
by modeling and offenig opportunity to imitate them wlbireading together. In addition to his
earlier memory of his grandmother reading to him in her Pennsylvania home, Kyle dkd@ibe
process of how he was enculturated into the literacy practices that could pave the way for
mastery:

When | would rad these books to my grandma and | stumbled upon a word that |

could not pronounce she would always help me sound it outv&lie never just

straight up tell me the word, always leaving me to figure it out which helped me establish

the attitude of not jst quitting and walking away from something. | do not think my

grandma realized how much she was helping me but to thisahayeéry grateful that
she made me sound out words instead of just telling me the word.
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Phrases here such pasmei sshoeu nwdo uiltd oaultwady sii lheealvi n g
Ahel ped me establish the att iftruodie soofmentohti njguos tr
the benefits of positive mentorship and confidence instilling literacy coaching.

Student#3 (I call her $ephanie) also narrateusing strong storytelling characteristics of
setting, character, plotnd dialogue, the constructieagagement between herself and her
strongest sponsor of literagyhermother. Like Kyle, Stephanie enjoyed the phonetic interplay

t hat became a sort of fsedhowt 06 during reading

At night 1 6d slip into my Pocahontas feet
i n my momdoés r oom. On my stomach with my fe
CatisMado and other similar titles. Slowly so

would channel surf or finger a thick novel next to me.
How do 3dd ?ay Bould ask, saying the | et
What sounds d-ahl tuthe ¥ ulchidapéediviogBme ime to think

about thenoises.
Bal | ?dqudstiomingly. a i
Yup! 06 sheb6éd say, enc o uweatthioulthisrseript, wWkh hundr
different words each time.

ot B 1

o 1 e 1}

In addition to the memorable details she stiateout her pajamas, positioning on the bed, and

book selection, Stephaniescribelt he 1 nteraction in this scene a
Though she confesd¢ o t he fact that she would fAstrug

aloud to her mother, the sort osr&tance or frustration expressed about schelatedstruggles

with reading in many of the narrativegre not evident in this domestic readiexrhange.

Stephaniereveelh ow her mot her ds fAmotivation and att el

tredorst ressed she was fr om h edhereadysntivatieanyo learh  wo r k

how to read, and then her later perseverance throighdicul t reading, to her

example as a reader herself who read every da

My mother was always reading, whether it be books or newspapers or articles. Her

blonde hair floats around her educated brain and herelykgescan the pages with
breakneck speed and intensityBy watching her | understood that there were miesser
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and adventures to be unlocked within the pages of a book. This motivated me to learn to

read so | could be like my mother. Her guidance avee &as | grew and developed into a

more mature reader was critical.
Stephanie witnessed her mother readyag, but the positive effect of watching her mother
engage in this activity seedto come from watching her mothenjoyreading. Let us then
cosi der more carefully what it means to fAread

What doesit mean toread for pleasure?Clark andRumbold (2006) explagdthat
AReading for pleasure refers to reading that
satisfaction that we willg from the act of reading. It also refers to reading that having begun at
someone el seds beamuavesare interestecimin It typicallyanvolves
materials that reflect our own choérestmgtoat a t
note that their definitionincluder e adi ng t hat had fAbegun at somec
dictionar y def i ni t iapersonWwho makesp pledgemrr promise ofi behalf of
another o

| spoke earlier of DaspomsoraohliterBay and kturdteit def i ni
here. Her definition expaedupon the social, cultural, politicaindeconomic aspects of the

traditional definition. She notkthat these agents of literacy work in a multitude of ways, with a

variety of benefitsdr their actions. BrandiL997)observe,i s ponsor s seemed a fi

the figures who turnedupmostpi cal ly in peopl ebsom@rmmdr i es of
explairedt hat Ain whatever form, sponsors deliver
access to what they haveo (p. 4). Steplddani eods

her reading by modeling joy during the act of reading and by eng&gepipanie in interactive

ways of reading.
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Stephanie crecddth er mot her f or providing fAiconstant
establishing a literary environment in the home, and skeribel h o WWhén | began to read
she encouraged me to not only see what was on the page but to question why. Why does this
word sound like that? What other words do you know that are similar? How can you figure out
what that means? | learned to break davords into pieces that could be more easily
understood. 0 Frequent trips to theslittrachr ary i n
sponsorship, as Stephanie fondly resddl hat fAWhen | was seven, at |
my mother piled memy three year old brother-M-, and my infant brother8-- into our silver
minivan for the library. We were let looseinthedhilen s secti on to do wha
|l i brarians knew us by n aOne again, thengasoecasioefdr us we |
reading for Apleasureodo in this scenario. This
autobiographies for this stydand in the next section of this third study, where | analyze the in
school and noischool memories shared by the horsitglents, | further explore its
connotations.
Final Thoughts on Home Literacy and the Influence of Socially Situated Sponsorship

A common characteristic in the narratives of the adult strong readers and the honors
student narratives in this final studsas the detailed description of where the participants were
located, who they were with, and even what they were wearing at the tthesefearly reading
memories. The activity of reading, as evidenced by the early reading memories of these students,
wasa highly social and mediated one, with a wide scope of factors that calrioittepact the
activity of readingSocioculturallyminded frameworks leath, 1983; Lav& Wenger, 1991
Vygotsky, 1978 have helpedo describe the various environments, peopletjyations,

histories, artifactsand complex actions involved in learning to read. From the reading
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autobiographiesve learn morelaout learning: who is learning, why they do orrdilearn,

what they learnand how they learihis knowledge helps Ernigh educators to account for the
purposes and uses of what is learned, the motives or forces that promote or require learning, the
relationships that are entailed in the learning, and the results from the learning.

As | move intathe findings and analysisor t he next Sahat egory fA Mi d
Dichotomies ofin-School vs. Oubf-SchoolRe adi ng, 06 | buil d on what we
social determinants of who, why, whatn d how t he honors students s
also lookingat the spaces in whichdin literacy has been sponsored. Through examination of the
in- and outof-school contexts in which this learning occurred or was hindered, we can better
answer the question AWhere do tyheamyinglisewer n? o |
dependat on one Aactor. o NONE of the participant
having come to books and reading on their own, in an isolated environment. Even those who did
not identify a sponsor also did not identify therusels as haviupgbopkiasdt fApi cke
reado without another agent or in a remote co

Part 20 Middle and High School Dichotomies of InSchool vs. Outof-School Reading

A glaring variant in the narratives for this third study materializedatiginpted to trace
segments oftte data that directly commented orsithool and outsidef-school reading
experiences. The honors studentsd autobiograp
pleasure that represented the conspicuous cont@diagtweerschool and noischoolreading
as was evident i n t heMomravertnike raany oftheuethedralt s nar r
studentsd accounts, the hdhelwoarddisdaindodreadingsn di d n

both environments.
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However those honors participants wha write about their schoand norschool
reading experiences had strong feelings about both, as adeptly represented by the student who
sardonically asked of required schoawhent ext s,
there are other peopleinant asy worl ds sl aying denmmtos?0 Thi
the problem of the canon, and to the fact that those in the profession of English at the secondary
level have historically felt responsible for teachinggtof texts that have been titazhally
regarded as great literature (Applebee, 1974). The belief that this canon of knowledge is required
for success in college and as a marker of social success often results in school reading being tied
to theseobjecives andexplains why the canaypically remains the samdespite renewed
curriculum debat es an dcreatedhafadloning tébledo drgamzg and g i n't
highlightt he honors studentsd attitudBseagqudr edbavi
readi ng vreadiagrksoicdif r e e 0

This table is extensivelespite the already heavy editing to winnow the material to this
spacebecause wantto give my readers the opportunity to see firahd the richness of the data
yielded from thidast study population, the csectional (in and outof-school) positive and
negative attitudes toward reading, and the elaborate framing and explanation provided by each of
the participants. Notthatonly 12 of the 14 participants in this data pa@ eepresented in this
chart beause the other Studens #1 and#2) did not address their-schooland outof-school
reading experiences sufficiently enough for me to perform coding.

Consider, as you peruse this chart, the ways in watigtlents chronicle the treatment by
teachers,heir attitudes about required vs. free choice readind the ways in which they sketch

and position themselves, in some cases, as characters in their own stories.
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Honor s

Table 8

S tSuhdad vs@usob School Reading Experiences

In-School

Out-of-School

1. (Student#3): | wouldoften get in troublg

2. (Student#4): | walked out and waited,

in class for reading my books under th
table.

my teacher in tow. She gently closed tl
door andorcefully asked me if | had
read ahead.

My first thoughts vere of indignation,
why was | singled out and brought to g
private meeting for this?... | denied tha
was ahead of the class.

Dead silemceur é@?Ao
asked with anoticeable hint of
disbelief...I sheepishly admitted my
guilt, my deadly sirof over reading. |
wasscolded for a minute or swhat felt
like an eternity in my head, and was
escorted baclnto class. Whilé was
punished for knowinghecolor red in
this novel, it was only fitting that my
face was the same shade as the apple
my downfall. Alas, the forbidden fruit o
knowledgetempted me.

. (Student#5): This experience with
Green Eggs and Haims theonly

positive memory that | have of reading
because | saw it as more of a game sii
| did it during casual class reading timg
At this point in time, to learn to read,

1. From elementary through middle school
consumed eery young adult novel | coulg
get my hands oms long as it had a youn
protagonist and was written for teens |
would read it..| dreamed of the day whe
| too would be eighteen and able to live
out the fantasies that captivated melsat
relationshipl had with reading when | wa
very young has ner quite been rekindled
but | definitely still enjoy it in my own
wayé

2. The earliest memory | have ofioosing a
book to read of my own willrather than
my teacherdés, was
that time | was antisocial and chose to
spend more timaside playing video
games than socializing or participating i
clubs and sports. Due to my fascination
with this setting and its characters | beg
t o read TBelArtof Waru 6 s
While Sun Tzu wasdyond my reachthe
act of wanting to read higork is what
sparked a change in my reading
behaviour | began taavenously read
history..l wasdelighted to escafeom
my ordinary, boring life into vibrant
foreign courts, massive battles that
decided the course of history, and to
witness the storiesf extraordinary
individuals. Thischange to enjoying
readingwas facilitated by another video
game...

3. I fully understood their importance and
knew that, despite my dislike, 1 would
need reading and writing skills for
whatever | would end up doing in life
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and to read that book specifically, was
not an fiassi gnmen

. (Student#6): | was a good kid in school
| always did my homework, did well on
tests..But almost everyday | got in
trouble for readingn class, and this
happened all throughout middle schoo
It was in the beginning of high school,
that the honeymoon phasereading
was oRealmgbecame a chard
too much efforon top of the stress of
high school life. Howeveryhenever |
was asgned a book in class, | always
enjoyed itand most oftentimes | was
finished before everyone got to chapte
two. There was jusno need to pick up &
bookéit wasndt an
stimulated learning and encouraged
knowledge If you raised your hantbo
much in class, you were a knatvall, if
you read you were a nerd, if you did a
great project you were an overachieve
and so on and so forttPeople who
strived for knowledge were put down
and encouraged not to &ymy peers
and t eachemagelitktlond n
l earning and know

. (Student#7): As | entered high school,
however, something happened. Maybe
w a stiée crazy amount of work require
for school Whatever the reasor,
ultimately inhibited my reading habits.
girl who enjoyed ad cherished every
single detail of a book could not even
bring herself to even read the first pag;
of a book.The eightand ninth grade hag
killed me. Dreary reading and writing
assignments were assigned day by
day éAt many times | found by self
barely doirg the English assignments.
Rather than reading through an article
a book I would just skim through it or
look up thesummary online.l probably

4. It got to a point wherven at home that
my parents would literally take away my
books and beg me to do someth gl
my later high school years | began
reading agairut it was not the good
stimulating intellectual books a kid my
age should have ba reading.

5. N/A
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went through the two years without
reading a single book.

However, thelOthgrade shone a
different light onme.After a rough year
in the dark, overcrowded, ninth grade
English classroom hadmoved to a
much more free andvely room the
foll owing year éth
so perfectly that anyone could learn in
the room without any distractién
Throughouthe year in his class, | foun(
myself paying more attention in class,
writing more, and reading mare

. (Student#B): Unfortunatelythe
required reading that | had to do in
school burned me oéita | | in $choel
work took up all my time and destroys
the memories of the time where | onc
enjoyed reading

e | did not find a

Ceaser interestingcould not stand

having to answer questions on the bod

and hand it i n fo
it in for me and | never touched a book
outsde of class again for the rest of hig
school.

. (Student#9): Assigned books for schod
are not my favoritel. do enjoy an
assigned books from time to time, like
Of Mice and Men, Frankenstein,
Fahrenheit, and To Kill a Mockingbird
It is a little straage butthe reading that
was required for AP Spanish Literature
was a lot more enjoyable to read than
any of the worksn my other English
classes.

(Student#10): Honestly, sixth eighth
grade English classes made me
absolutely despise readiagd wi t i 1
Nothing about my English classes
appealed to me during these three yeg
| enjoyed To Killa Mockingbird butll
of the chapter questions and discussio

6. As | was entering high school |

remember saying to myself thHaam
going to read a lot outside of school ar
educate myself on topics that | would
not have learned in school.

€ | love reading, but really only the
books | choose to reaBut | terd to
forget details faster in those then
books | read for pleasure. | have a quil
pleasure of fiction and fantasy books,
ét hat &csfasginateidg to me. |
became inspired to write mywvo
fanfiction.

8. N/A
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guestions on the novel made it less
enjoyable to read and more like
punishment.

Ironically, Watership down was my
favorite novel read that yeanostly
because it was the last and there was
little time to do any chapter questions
essays.

Lastly, and definitely my least favorite
was Romeo and Juliethis is definitely
where myhatredfor Shakespare

b e g u.This was also the piece of
literature whereny confidence in my
reading abilitto e gan t o ljgsb
sat thereslumped in my seat
embarrassed hat | di dno
of it.

My strugglein English continued
through 10th grade and eventyanto
11th when | dropped into a regular
English class. My new regular English
class wagpolar opposite of the honors
English classesdle been inNo one
really read for pleasure, no one enjoye
writing and the discussion about the
literature we read &s nothing compare
to those of my past.

. (Student#11): Thetedious taslof
summer readg, which in my opinion at
the time was vergtressfuland
unnecessary did not bolster my desire
read at myolderageét he t wo
crucial years in the developent of my
literacy are junior, and especially senic
year in high school. For both classks,
had the same instructor, who really
opened my eyes to the way in which tH
way we read guiding us through the
workload with positive and encouragin
adviceé . At this point in my literacy
journey, | can say that | found the
Arai nbowo, t hfaAh a!
moment in understanding how all of m
previous experiences as well as the or
in this class would bolster my reading

9. N/A
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10. (Studen#12): 1 d i

11. (Studen#13): My high school English

12.

and wr it iThigismalliclask |
allowed me to apply my opinions into
reading and writing as well as look at r
just booksput real life.

dnot fi
difficult in the classroom anymore sinc
| loved it butSometimes | found myself
gettingbored of the @Iff we read in
clas® my 8t hieagiehamtied me
i The Hewagpasdténished that a
novel type book was a book | clearly
enjoyed reading.

classes turned reading into a chore an
took the fun out of one of nfavorite
pastimes| had been taught to focus
extensively on symbolism and themes
the point thatnade it nearly impossible
to simply enjoy the books | was readin
| distinctly remember groaning and
crying of anger oveFahrenheit 4511
loathed this bok. My teacheidemanded
at least three notations be made on eV
p a g &rém that moment on, reading
was exclusively a homework assignme
rather than a fun activity.

(Student#14): What labhor is reading
under pressuéei n 't he M@y h
english eacher assigned us the dry
and dull bookThe Scarlet LetteThe
setting was boring, Colonial New
England, the drama was boring, even 1
main character was boring. Who cares
you overcame a social stigma when th
are other people in fantasy worlds
slaying demonsPfind it extremely
irksomewhen a teacher also tests me ¢
readi ng ma tteerpriessure |
feel ruins the entirety of the book.

10.¢é | didné find it as intriguing as | did

11. As | got older, | bgan to do more

12.N/A

when lreadathonée | f ound
getting a littlebored of the mysteries |
was reading at home too

reading on my own..In my preteen
years, | had discovered young adult
novels. These storiemptured my
attentionbecause the characters were §
relatable to me
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Given the resistant and even hostile attitudesesged by all three stughppulations
toward school reading, | began to speculate about the causes of that resistance, and why those
feelings seemed to arise around the middle sc
somet hi ngo iw,iatswer quéstionst alyze tpredict)? In the early memories of
parents and grandparents reading with them, though, many of the participants explained the
process their parents went through when reading with them in the house or at the library. Indeed,
in many cases, they webeing asked to do something with the text, whether it be active
listening or trying out words themselves, and still they ssHmlove reading. What, then, is
accountable for all of the RED highlighting of negative attitudekerchart above, and in the
charts of the other two studies when it comes to the issue of reading in school?

Students themselves are some of the best resources for these answers, and, if instead of
asking them as fAstudent s, withousde mter&sts bfttheimowm s e v e
those answersanhelp to bring together the-school and oubf-schal reading experiences in
more relevant, practical ways. This is exactly Jeff Wilhelm and Michael $2@t6)did in
their study of the pleasureges find in the reading they select on their own and outside of
school. Wilhelm and Smith are educators eeating specialists who discovered in their own
students and daughters the fAsecreto reading h
found disconcerting but, for the teens, were sources of enjoyment.

Wilhelm and Smith(2016)interviewed male rrd femaleBth graders who identified
themselves as readers who passionately read books that were not condoned by their parents or
schools. Studentanged in ethnicity, socioeconomic background, and school achievement (pp.
26-27). The findings were thateke ouof-school reading experiences thatliided genres

being marginalized by schools but emlum aced by
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distinct kinds of pleasure: the pleasure of play, intellectual pleasure, social pleasure, and the
pleasue of work, both functional work and psychol
sociocognitive rewards are the result of reading book$bice, why, then, the authors of this
study askd (and | reiterate) is pleasure neglected as a goal iadiyaesearch, pedagogy, and
practices?

A common misconception among English educators, and parents, is that popular culture
lacks the necessarycpmt e xi ty for fAdeepo reading and the ¢
intellectual engagement that schools andetg@rioritize (Sullivan, Tinberg& Blau, 2017).
The students intervi ewe d -idemified\dis paseomhata readersdof Smi t h
the kinds of genres not typically condoned i n
spend hours upon hmureading outside school even as they often rejected the reading they were
asked to do i nsé&8mth, 80d) m 26). Htoo( avéihd nmarityrof the
participants in myirst andthird studies, and some of the participants ingagondstudy.

The data in each of these three studies unequivocally cadfimmat Wilhelm and
Smith, and many other English educatatseady know througkxperience but still struggle to
resolve: students, especially from the middle school years on, will optifof-school reading
overinrschool reading and characterize the | atter
thereof. With a definitionandosme benef it s of fApl easure reading
carefully examine the excerpts of school and-sclool commentary reflected by the third set of
participants, the college freshmlaonors students.
When Reading Feels Like a Punitive Act

| feel it paamount to begin by discussing Studéhtwho was humiliated, shamed, called

outand puni shed by his teacher for fAreading ahe
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recurrent refrain | hear from my students and my own children. The studert stutly reported

that Al n order to make s utearytekicesinteenevel gnd®t uden

make sure that every student was under the illusion that we were equal, the class was told to only

read until a given pointandtodiscusse assi gnment in c¢class until C

t eacher 6s r aimes evansmy ovan,al noswamting a student to get ahead of the

class in the assigned reading are justifiable (wealovantthest udent to fAspoil 0 t

forother s; we want a chance to fAexplainewatssent i e

to keep the pacing consistent with a writing assignment), this emphasis on quantifying and

interrupting reading engenders tohe suppressio
Donalyn Miller (2014), an elementary school ELA teacher and reading worksipept,

along with her middle school teacher colleague Susan Kelly, surveyed the habits of those

individuals whom she labetii wi | d (adult @aderswiho read ferventland presented

research findings and teacher resources in the Beakinginhe Wi | d: The Book Wt

Keys to Cultivating Lifelong Reading Habits The common habits of #Awil

were that they:

dedicate time to read amidst Hedives,

successfully seléelect reading material that suits theterests, needand abilities

share books and reading with other readers, creating a reading community

have reading plans, anticipating what they will read next and ard/
show gene, authorand topic preferences

abrwnE

Cultivating lifelong readers irhe classroom, then, involves time, choice, opportunity for
response, communal collaboration, and structure (Miller, 2014, ppxxxii).

A careful review of Studerit4 6 s 6t h dpsseahreexpérlerce demonstddtee
characteristics inherent in tineaking of a lifelong reader:

In the 6th grade | was assignéde Giveri n my Engl i sh cl assé. Whi
book boring at first, | t h o avgrterjoymefitl mi g h't
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could get from it. It seems that my arrogant mistaks reading too far ahead. | ignored

the stipulation placed for my class and read ahead. | still remember that day in class, a

very calm day with pleasant weather, a cool breeze entezardassroom periodically,

fluttering the motivational postersingh r oom. The teacher asked &
the narrator see when he had an apple in h
and no one else wanted to answer, | answeredhbatarrator saw something peculiar

and glimpsed the color red, aswas beginning to perceive reality differently than those

around him.

Here, we find a student who is satibtivated, has made the time to read, and who has
anticipated an opportunity &hare information about what he has read with the community of
reades provided. While his transgression of 1igno
chall enge for many teachers, the nature of th
surpassed his teacher 6s expeesignadfanonterested,nd hi s ¢
motivated reader. Sadly, the teachero6s respon
building blocks of a lifelong reader.
| walked out and waitg my teacher in tow. She gently closed the doorfarwfully

askedme if | had read aheally first thoughts were of indignation, why was | singled

out and brought to a private meeting for this?... | denied that | was ahead of the class.

Dead sArengeu Bure?o0, I was asked with a n

sheepishly admitted my guilt, my deadly sin of over reading. | was scolded for a minute

or so, what felt like an eternity in my head, and was escorted back into class. While | was

punisked for knowing the color red in this novel, it was only fittingt iy face was the

same shade as the apple of my downfall. Alas, the forbidden fruit of knowledge tempted

me.

It is possible that this studemwashyperbolizing his experience with his teachfor
creative effect, but these feelings of fear, shame, humoiiaand confusion that were allegedly
engendered by ateacter e not wuni que t o t hweealsotepodtedibt 6 s e x
participants in the adult strong readstaidy andn otherhonors studerst dutobiographies. For
instance, StudemtlOreporeda si mi | ar experience of being dApu

a readi ng |anpoged TorkithaMotkingbiid but all of the chapter questions and

discussion guestioran the novel made it less enjoyable to read and more like pumishmeo
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Though the studentud¢ he word fipuni shmento to describ
what happened in this scenario, a common one for strong readers in s&sbat the pleasure
inreadingagood bookasr ui ned by t he t etavertans. he chaptesahdr uct i o
di scussion questions used to Ahel pod students
textseliciedianxi ety of t he r dgudatfear abaud providing tha codectp r o mo
predetermined authoritative avers (Blau, 2017, p. 269).

When Reading Becomes a Chore

This theme has reared its ugly head so many times tkdtdginning to evoke images of
the bad, firebreathing dragon #t persisently wields its power and threatens to destroy anything
in its path. Are there teachers who are metaphorically théfeathing dragon taking a torch to
the imaginative appeal and to the desire to succeed at reading? $ijedndra, refleetion
the experiences i n her hturget reasinginboachorE and todk thdr c | a ¢
fun out of one of my edhawtlerhypefecuspraamnalyzingéheme® She
and symbols was so0 consumi ngosdble tosimglylergoythee ac her
books | was reading. o In addition to the emph
compose a minimum of threamotations per page éahrenheit451¢c ausi ng her to Al
this book and determine from that pointtbat reading was no longéun.® Sandr ads at t i
toward readingvere reminiscent of Rebecca, the student in Study 2 on remedial reabers
likened reading to eating vegetadlemmething that you know is good for you but that feels
awful going down.

Student#8 claimredt hat @At he required reading that |
out éal l the in school wor k memariés ofuhe tineelwherethy t i m

once enjoyed reading wh i | e#6, 8ke Baddranheliecki Re a d i mega choee arad
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too much effort on top of the stress of high schoojdifeaddi ng t hat #AThere wa:
pick up a bookéiédantwhiehstimaldted kearning ang encoorageu
knowl edge. 0 Some 70 hlacthel Shakespeatfor Killiag tieir lovd & n t
reading because the complexity of his workstleem to feel confused, frustratehd inept. She
brazenly declakof her high school years that upon the assignmeRarfieo and Juliet A T hi s
is definitely where my hatred fohSa k e s p e a r Téhis Was gso the piece of literature
where my confidence i n my .ijesasdtithargslumgedihmyt vy beg
seat embarrassed that | didnét pick up on any
Summer reading, too, contributed to the disintarestading, as mentioned in Student
#1106s narrative where AThe tedious task of sun
verystressfuland nnecessary did not bol st eMoreougr, desi r e
Student#7 attributeltoo muchvor k as t he explanation for how i
cherished every single detail of a book could not even bring herself to even read thgdist pa
a book. o
Final Thoughts on Honors Student InSchool and Outof-School Attitudes
As part of the finhset of participants across three studies, none of this information from
the honors students is novel by this point in the research; somis,dfatvever, still as
disturbing as it was when the adult Phstudent in the first study revealed that teashe
curriculumand i nstruction Akilled everything about
three sets of participants regarding theisthool and oubf-school reading experiences,
attitudes and behaviors help us to initiate a larger discussibas@ findings can help us to
understand where English educators and parents might better serve middle and high school

readers and do a more etige job of reinforcing positive literacy sponsorship at those levels
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and beyond, into the college years. Monenediately, though, the next section of tbiapter
reveabt he f i ndi ngs f obeliefsdbaut the signiicarsce of readidgdmeirt s 6
lives.

Part 30 Significance of Reading

The entire time | was reeading the narratives of the honorsdseint s 6 ofiemor i es
reading, | felt their sense of dedication to the process of recalling, pondering, recording,
reworking and attempting to malks®me metacognitive significance out of their literacy lives. It
was exciting to see them summon and produck sweaningful writing. Still, | could not escape
the feeling that, like the doctoral student study participants who prided themselves on their
strong reading, thinkingand writing skills, the honors students were working hard to impress
their aptitude upoe me and their classmates.

There is, at some levels, the potential for a disingenuous aspect to writing, especially
when the writer is aware thhe or she will post the product in a public social media forum such
as Moodle or Blackboard. This final catey of coding is a reminder that writing,
autobiographical or not, is still a creative
can certainly influence the message, discquasé style of delivery. Still, the thoughts and
memories express in the narrativeser e t he participantsdé6 | ived st
tell and be trusted.

Of the14reading autobiographies cetited in this third study, four students did not
directly discuss t he disatmpeanithatitheraweceamm@moméntsme ad i n
their narratives where reading was significant in their lives, but my interest here lies in how they
perceivel and articulatd the role of reading in their lives to date. Again, due to the richness of

the data, | opted torganize and cull the most poignant moments in the narratives related to this
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final category for analysis. Students are numbered according $artie sequence of numbering
used in the previous two categories.
Table 9

Excerpts on Significance of Readingdronor s St udentsd Lives

Student Significance of Reading in My Life

1 Throughout my entire life, literature and reading have playadaal role in
the development of my knowledge and personal identity
This became an especially valuable skill as | ttaorged into the rigorous
schedule of military life.

N/A

N/A

N/A

0 | fully understood their importance and knew that, despite my dislike, | wot

need reading and writing skills for whatever | would end up doing in life...ir
order to live life inthe best way possible, people must be lifelong learners.
Learning to its fukst extent is only possible through the extensive reading
writing of ideas.

6 Developing language and literature is the most profound advancement ma

has madeThese give us a critical connection to the people around us toda

peopk in history, and access to the knowledge that these people have.

Due to the fact that | read so much, my writing improved along with my

reading, yet in a different way.

g iwiN

7 AstheUN di pl omat Kof i Annan once S:
progressand the means through which every man, woman and child can 1
his or her full potential . o | n my
the better | became at realigiand furthering my potential.

8 Looking back upon what | read a&id made me realize how much it shaped

me into the type of reader | am today.

Overtime our literacy changes for either better or worse, it all depends on
much we care about bettegiourselves and becoming more educated.

My motivation to read and writeas suffered many ups and downs througha
my life, but learning is lifelong and | plan to continue to read and constantl
improve my writing.

9 N/A

10 | didn t&think all of my readig and writing experiences were significant in af
such way until | sawhem all on paper and traced the pattern.

Through out my past eighteen years reading and writing have been preval
my life.

11 As | conclude my reminiscent journey of my devetapliteracy, | have come
to realize that every step of the watters and has an everlasting impact or
my knowledge.
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As | sit in this college writing honors class, | can feel a sense of pride and
confidence knowing that my past experiences can assist awnpleting the
best work than | can.

Reading challengingooks has and will help me become a better wiliteave
found that reading and writing go together and | want to readlivease way
to | can learn to write in a diverse way too. Lookinglbbhwould describe my
literacy experience as a rollercoastéthwnany ups and downs. | think when
someone realizes that learning is so empowering only then will he/she
understand the power of writing and reading.

13 Though I have currently stopped mytige efforts to continue reading for the
time being, | know reding is a love | want back in my life in order to continy
enriching my mind and soul.

The main reason | want to reconnect with reading is so that when | am old
have children of my ownwant to enrich their lives the exact same way my
fatherdid, byreading. This is a legacy | want to live on through generations
and | do not intend to bring it to an end any time soon.

14 Reading has provided the materials that make me into who | ay tedether
that be good or bad is up to whoever is around me#waiting has allowed me
to shape those materials and influence not only myself but people around
well.

12

O«

Amidst the stock and requisite statements students would be expectddnk is
expected of thehwhenanswer i ng their first college Engl.
significance of reading in their lives, one can locate genuine recognition of how and where
reading has made an impact on them. One link that | have not suffidetussed yet, but &h
has been present in many of the narratives across all three studies, is the one between reading and
writing skills. Studen#5 knewiil woul d need reading and writin
end up doing in life.. Learningto its fullest extent isnly possible through the extensive reading
and writing of ideas. 0

Student#6 malethe direct connection between the progress of her writing as a result of
her reading abilities whenshe sthte iDue t o t he fhany writinghmproved read
a ong with my reading, #lerecodgnimdha wd infTfhe roairgth waiy .

my past eighteen years reading and#lstatdtai ng ha
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similar senti ment adingthallenyingeoolsasamdui melp Mg becorfer e
a better writerl have found that reading and writing go together and | want to readiverse
way to | can |l earn to w#ldtoaceddinh at dii Readiengvalya
provided the mizrials that make me imtwho | am today, whether that be good or bad is up to
whoever is around me, and writing has allowed me to shape those materials and influence not
only myself but people around me as well . o0
The students intuited the interconnectesiof reading and wnitg; why, then, have so
many teachers of composition and of literature worked so hard to forge a differentiation between
the two? | discusslthese dichotomies in my literature review where | tidbe history of
theories and praactes in English educatidseeApplebee, 1974Blau, 1993, 2017; Graff, 1991;
Lindemann/Tate debate, 19%holes, 1978, 1985, 2002). The narratives of current college
students indicatkthe vital need for a bridge in the divide between composition aardtlitre,
especially athe college level where too many composition professors are prioritizing writing
skills and deemphasizinghe teaching ofeading. | delve further into this issue in my final
chapter.
Another important aspect of reading that therggrreaders in the doctd student study
and the strong readers in this honors group affirmasthe role reading has played in their
identity formation. Studentl proclaimred, A Thr oughout my entire | ife,
have played a crucial role the developmentofyn knowl edge and personal
the identities havasreferring towashis status as former military personnel. Even there he found
|l iteracy invaluable, sharing how r etodddng Mfnbec
intotherigorous c hedul e of military | widsamil@arwitthough it |

semiotics Gee, 1996Scholes, 1982), this student recogdi#eat meaning is entwined with the
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communities in which that meaning is signified and shapeda s suchf i caeacé@ei gai
often tied to its value in a particular community. Bardent#11, a community where reading
took on value was in our Honors English cl ass
can feel a sense of pride atmhfidence knowing thahy past experiences can assist me in
compl eting the best work than [sic] | can. o
Reading as a Lifelong Endeavor

When | began designing the research quest.
mi ndo was aaof mythingingf HDwrauéh rofahe early habits in the home primed me
and my PID. classmates for the attitudes and behaviors we had about learning? More
specifically, how longasting are those foundational attributes and can we predispose students to
engagen thinking and leming in such a fashion that those ways of approaching reading become
internalized? Is there a way to foster habits of mind that last into adulthood, or that become so
enmeshed in our ways of being that they stay with us througholives® The data frorthis
third study poiltdt o fiyes o and sever al of the students |
thoughts on how influential they beliavearly literacy sponsorship can be on later attitudes and
habits. Here are some of the slades 6 s t atedeartee mdtien ofrlifeldng learning:

Student#5:fi n or der to live |ife in the best w a
learnersd

Student#6 metaphorically illustratthe process of being initiated, parting ways, and
then ultimaely reuniting with eading:

Reading was the one who got away, and now
away again. I described myself as a trappe
| feel. 1 once knew of the luscious forests, eknwhere all the huars were, where my
prey laid and the beauty of what was around me. The lure of the electronics and the lack
of intellectual stimulus trapped me, | was kept caged by my own accord. When | was
captured, | forgot what some of the esseskéls of being dion was. However when |
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set myself free, | am now able to rediscover my true love of the forest, and all of the
secrets it holds.

Student#8 (Kyle): i My moti vation to read and write h
throughout my lifeput learning is lifeong and | plan to continue to read and constantly
i mprove my writing.o
Student11:iAs | conclude my reminiscent journey
come to realize that every step of the way matters and has an everlastingoimipgc
knowl edge. 0
Student#13, like Studen#6, attempedto illustratemetaphorically her feelings on the current
significance of reading in her life, but unlike Studédtwasstill in the ambivalent phase of the
process described by Studé6t Student #13 lamened:
It is clear to me now that | dondt want t
is devastating. My literacy experience has been like a motorboat that once was racing
forward and now has run out of gas and | am now desertederog how to propel
myself onward. Reading transformed from a family activity, to a personal pleasure, to the
bane of my existence.
On the brighter side, howevé&tudent #1&lso recognizét hat @A Though | hav
stopped my active efforts to camie reading for théme being, | know reading is a love | want
back in my |ife in order to contindheresari chin
mindset with a bent toward intellectual growth. Her reason for this desire leads us back to the
impactofearlyfamiii al sponsorship: AThe main reason |
that when | am older and have children of my own | want to enrich their lives the exact same
way my father did, by reading. This is a legacy | want to live aoutin generations, drl do
not intend to bring it to an end any time soo0
Fletcher, Najarro, and Yelland (2015) investigated the processes that are most effective in
bridging the college readiness gap that is widely lamented in the educational community.

Anotherimportant body of work that contribuid¢o these college readiness efforts is the WPA,

NCTEand NWP coll aborative fAFr amewo rflom20dlr Succe
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These texts acknowledg¢hat preparation for college and career succassot be limited to
academic skills; there are particular intellectual traits and competencies that are consistent with
success in higher education and in professional careers.

In the 2011 Framework, fadylfrom 2- and 4year colleges and high schoalddressd
the question of college readinessand efiéire ac her s approaches to fost
through writing, reading, and critical analys
recognizé ashared responsibility among teachers, schéafsilies and students to prepare
students for collegéevel writing. They emphasizkthe habits of mind essential to approaching
learning and the kinds of writing experiences that lead to success in deletjeourses.

| have alwaysnaintainedhat Ican teach the underprepared learner, but that it is nearly

impossible to teach the apathetic student. A main ingredient that is typically missing in the

students whom lidengifa s A un wi | | i nhisd one of the taitsithatd-letthgr et alT
(2015)alsoidentied, al ong wi th other fAsoft skillso | i ke
flexibility,and resilience (p. 6) and is theg20fi1) rst c a

A e s s ehakits ochrim necessary for succeeding ategalwriting (p. 1). The overlap of these
gualities with those described by Sheridan BB03)as necessary for dAperfo
painteda fairly clear composite of the fundamental dispositions essémivell prepared,
successful learners.

Thegood news is that these traits seem teachable and transferrable. Current trends in
mindfulness and metacognitive exercises can assist educators in thinking about their own
intellectual dispositionsandinemar agi ng students t o,clrieus,0o mi ng cC ¢
selfr egul ated participants in academic discour s

reading autobiographies of the strong readers in Study 1 and Ssugp@redother theorists
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and researchers whwaverecognize that intelle¢ual growth is an accumulation of the various
identities and behaviors that have been part of their social, culintheducational upbringing
(Gee, 2004Lave & Wenger, 199)
Concluding Thoughts on ChapterVII

The honors st ud e nléecedihe vaded dnd sometitmas sonflcting e s r e f
domains in which literacy practices were embedded. Whanhot directly addressed, though, is
how their own socioeconomic circumstances might lafkeenced theischoolandnonschool
literacy experiences sitarly or differently than it had their remedial peers. In Chaytdr
where | address implications and areas for further research, | take up the limitations of my own
study as far as thegaportant demographic details are concerned. What my studisbalv in
wide-ranging detail is that within diverse domains of activity, such as the home, school, and
workplace, there exist multiple literacies. We must recognize and honor each of theseffor

literacy within the English classroom.
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ChapterViii
IMPLICATIONS

At the outset, | established three guiding questions for my research. | would like now to
return to those questions and conduct a comparative analysis of some of the prominest finding
across all three studies presented. The first research quastilbed to one specific population
of participants, strong adult readers, and the other two questions extended to remedial and honors
community college freshen, resulting in a threpart set of studies, with the final question
focusing on implications:

1. What can be learned about the early literacy experiences, reading practices, family,
community, school and cultural influences, personal attitudes and bahitgoup of
fistrong adult readers through the filsand narrative accounts of their readings?

2. How mighta study that compares and contrasts the reading lives of adult strong
readers withremedial and honors freshmasyear college compositiostudentserve
to highlight experiences and contexts that may fostebsiruct the developmeat
highly competent readers?

3. What are some pedagogical, curricular and cultural implications of the findings from
these studies for families, teachers, addools?

To address these questions with clarity and proper attention to each, this hapter
divided into two partsfa) Implications of Family Literacy Sponsorshgnd(b) Implications for
Practice.

Part |8 Family First: Primary Sponsors
To productively drive further conversation about what can be learned from strong adult

reader s 06 rograpldes,iit gould bethalptui to juxtapose those findings with the
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findings from the other two studiddimit my comparative data here to thesh prominent
findings across all three populations, and doesvhich| feel justifiedoffering analysis and
explanatiorwithout making presumption3 he different wording on the instruments for each
study, though similar in ideas, would make it difficwb draw comparisons that could not be
equally accounted for across the three sets of narraivesstane, he operended nature of
the doctoral student prompt that asked for a timeline and history of reading, when compared with
the more structuredrpmpts used for the freshman composition populatiomsdd have
influenced specificity levels in responses.

Different, too,are the numbers of participants in each study, and with the remedial
student studgontainingonly half the amount of narratives the doctoral study, there are
limitations to making generalized comparisons about a few of the featuhesdataStill,
severaprevalent findings about early literacy sponsorstigworth noting andtan be
reasonablyliscusedhere in a comparativ@anner.

As it turns out, not surprisinglya principal conclusion or implication of this studgs
that earlyliteracy sponsorship in the home is a crucial factor in providing multiple advantages
andamassiveheadt art f or an i nThisdoeschot meéaid that thoseandho didg | i f
not have this advantage of early home litenaexe incapable of attaing the same skills and
mindsets, but itid support the conversations surrounding the potency of those early forms of
sponsorship.

Figure 9showsthe combinegercentagesf sponsors as they appeared in each
popul ationds nar r at edoaoslstudents, red rdptesemrtingithe donatsat i n g
studentsand green signifying the remedial students. Tilgigre reflects the percentages of

grandparents, fathers, motheand teachers mentioned in the reading autobiographies of each set
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of readers. tlid not include siblings and cousins in this final, merfigdre because they were
rarely mentioned overall and not significant enough to makasrd pf comparison. Though |
included teachers in thigyure, these sponsors were mainly present in the pesichool years,

while the family members appeared in earlier memories.

Sponsors of Literacy PhD, Remedial and Honors Students

0,
Teachers w 36%
0

)
Grandparents 0,
P 28%

0,
Fatners | e
atners 28%
votner .| .
others
(%7 %o

0% 10% 20% 30% 40% 50% 60%

Remedial ®mHonors ®PhD Students

Figure 9. Category | sponsors of literacy in doctoral, honors, and remedial histories

With thisfigure as a starting point, | now attempt to highlight the effects of early
sponsorsaccess to books, socioeconomic factors, and the link between writing and reading
abilities.

The Prominent Factor of M others asSponsors inStrong Re a d eBackgbounds

Mot hers were integral to the strong reader
ewvenly in each set of participants®d narratives
the remedi al reader sO hi s tirothisfigueappedriinghismost con

grouping, with théhonors (57%) and PBD. adult students (55%)ithin 2% of each other on the

reported memories of reading with a mother. The more than 30% disproportion between those
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t wo popul ations and ¢elofereading mithd maher (22%)asd er s 6 r ep

consequential to our understanding of the drandoofestic literacy.

The significance of adding a third population of students who are the same generation as
the remedial readers is evident here, as without this aopo) we might have been inclined to
offer conjectures about generational differenedlecting changes in the numbers of working
mothers. But the fact that the honors students, a contemporary generation, stitdepading
with a mother obviates @t least complicates that simple conclusidawever, mothersvere
still the most sigificant influence on remedial readers too.

In ChaptelVI, | raised the issue of socioeconomic factors that might help to explain some
of the experiences of the remedial students and the differences between them and the doctoral
students, and | briefly résit it here as part of the cresemparison study of athree
populationslt could bethat the honors students, like the doctoral studentgdfaedim more
privileged backgrounds anthus, their mothers might have been able to stay home with them.
Today, however, mothers of every socioeconomic class wdsidmithe home for multiple
reasons beyond economic necessity, though it is possible that the mothers of the remedial
students might have had economic demands that precluded them from findingettee riéad
with their children.

Additionally, their accesto books might be another factor related to socioeconomic
backgroundsWe would need to know more about the socioeconomic circumstances of all
participants to go any further with this line of thimd. It is a valuable consideration for future
studies. V¢ must not assume, moreover, that mothers who stay home are more likely to read
with their children than those who work, and as a working mother who has always read with and

brought her children tde library and bookstore, | am not prone to making testimption. |
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might be more inclined to assume that the educational levels of the different groups of mothers
impacted their understanding of and inclination to value early literacy experiencebedith t
children.
It was originally my intention to also nmare in this section the other sponsors who did
and did not appear in the reading autobiographies of all three populations. Fathers, grandparents,
teachers, and friendgere viable sponsors who akedacross the populations (with the
exception of no maion of fathers in the remedial group). However, beyond the obvious
guantitative aspects, such as the higher perc
narratives, it would be diffictiko analyze the significance of those numbers.natdelieve that
| can offer more than conjecture about the lack of fathers in the remedial memories and the more
frequent mention of teacher slrétuin then,éabhoaderor s st
exploration of the socioeconomic forces thagimimore generally explain how socioeconomic
factors can affect home sponsorship and reading development.
Socioeconomid nequities
Whatever the socioeconomic circumstances of the population ohstuideny study, we
do know that in general
Privileged children (children from wetff, educated homes) often get an important
head start before school at home on the acquisition of such academic varieties of
language; less privileged children (pabildren or children from some minority groups)
often donot. The privileged children continue to receive support outside of school on
their academic language acquisition process throughout their school years, support that
less privileged children do notceive (Gee, 2004, p. 3)
Considering what a huge factsocioeconomic backgrounds may play in literacy opportunities, it
would help in future studies to gather data about the socioeconomic and educational backgrounds

of theindividual participants andheir parents. A 2013 study of Western New York rsghool

students, however, offeed some insight into the effects of home literacy environmg@it&s)
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in students hailing from low socioeconomic status backgrodrasaim of the study was to
assessthef f ect s of | ow soci oec enmsdiepaental educdtemt sd ho
levels, family attitudes toward education, literary resource access) on their literacy ability and
reading interestA home literacy environment questionnaire was admiradtes parents
(including a question on how many b@okere in the home), a community literacy index was
gatheredandstudent literacy assessmentsre conducted as part of the studgt surprisingly,
the findings were thagtudents had limited readingilities, low interest in reading, poor class
participation, and lagging reading levels (Van Vechten, 2013).

Theseinsufficiencies are not solely attributable to parental reading abilities, educational
levels and job affiliations; in fact, many studibave pointed as | mentioned in an earlier
chapter, tahe availability of texts in the home as an essential factor in later success (Evans et al
2014; van BergerBishop, van Zuijen, & de Jong015; for more, see Sikor&vans, and
Kelleyd R019]extensve International Assessment workhildren from lav socioeconomic
status circumstances should not be additionally disadvantaged in schools as a result of not
receiving resources and early head starts in their homes. We also cannot assume that limited
avd | ability of r esour c eofdeseeqolemtSe,productiveliteraey st uden
sponsorshigan be as simplas getting books into the homes and hands of chil&eme
researcherBave shownhoweverthat it is not simply owning the boskhat help with literacy
acquisition; it is what is done with the books that matti€ndy, 2008;Loera, 2011)Evenmore
advantageoyshen,would be interventions that hefarents participate in interactions with these
resourcesBut if those boostare not pogble, there are other ways for Ie8ES children to

access resources and Sponsors.
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Libraries and Librarians as Allies and SocioeconomicEqualizers

It was a day that will forever be etched in my mind, and that has left a dark mark on my
faith in the agents o have the power to supply and withhold literacy in the free world. As |
descended the stairs to the basement of the library at the college where | had been teaching for
decades, | watched in horror as librarians pulled and piled books feomuititudirous stacks
that had served as the@liable,woodenrectangular home§.he | i brari ansd count
revealed that though they were the ones doing the discarding, they were just as appalled and
distraught as | was.

The fAadmi ni sided thathepwere gding papedess and digital, and that
required the extraction afiousands and thousands of books from all genres and disciplines. To
be fair, they gave faculty, staff, and students the opportunity to select and take home books
beforethey were tde casbff into the land of naneknewwhere.The entire operation felt like
the inverse oFarenheit 451 where the people (and environment, a liberal arts college) that most
benefitted from print texts spearheaded the execution of thassbl@resources.

| am not advocating fgorint over digital texts here, but | am advocating for a site of
sponsorshipvhere all of the features of positive, productive sponsorship are offered, and where
people have access to the communal liaisons tetuatsorship, librarians. It is possible that
print text might not have to betegral to those sponsorship interacticasd that digital and
other 25tcentury forms of literacy can become part of the library/reader relatiori&itipooks
need ghysicd home; digital literacies only need a virtual one.

Libraries appeared in many of the reading autobiographies of sgadgrs, and in every
account where they emergetwas reported as a joyful, rewarding experiefdde library was

only mentioned, hwever, in one of the e me di a | r e aafacrwhiéh wareamtsr at i ves
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attention and responsghe fact that eight ahe nine students did not mention a library does not
necessarily mean that they were not brought to the library, but when comparetewitiers of
the other two populationsdéd vivid and more fre
mentioningthis worthwhile and available literacy resource.

Admission to libraries and access to their conteiitisin are free. Any socioeconomi
barrier between access to a book and absence of a baltdyedby a trip to a libraryLibraries
are free angrecoussites of literacy sponsorship, and perhaps if more parents become aware of
the research findings abaie advantages afforded byngily getting some books into the home
and reading them aloud, they can also be inspired to visit the library. Evepgearadly if, those
parents cannot read themselves, there are so many opportunities at the library for children to be
read to in afterdwol programs, early childhood workshops, weekend and special events, and
even books on tapeibraries and librariansra important allies in the effort to provide book
access and tengage with others around the shared activity of book reading.
Implicati ons for Parents

In their 2016Reading Research Quartedyr t i cl e A Why Are Home Lit
and Children'"s Reading Skills Associated? Wha
Bergen Bishop, van Zuijen,andde Joagt udi ed tehef eficfta nodi lWhalc h measu
combination of the genetic amtsvironmental influences on reading transmitted from parent to
child (p. 2). They found a significant correlation between parental reading practices and
childrends readi ng efdam la this Yearistudy 6f aundrdds oéfamiliesn A ms
theresearchers accounted for reading fluency, socioeconomic status, inclusive of parental
education, and home literacy environment (parental reading frequency, magazine/newspaper

subscriptions, and appximate number of books in the homievertheless, thefindings were
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t hat while there was a significant cortheel ati o
most notable statistic associat edoftooksimthe hi | dr
home. While this study assedsbe efects of home literacy environments atddent accuracy

and fluency with reading, especially decoding skills, the findings in my own study edqxzurd
understanding of the influence of home envirentrand access to books on reading attitudes

and engagesnt.

The formative paremd f f spri ng reading interaction is i
reading outcomes as is the number of books in
acquisit on 0 ( Mc Qu Mdrdowinas thelcOn$&8rative @ain the category of literacy
sponsorship among my three studies readkdhere is a reciprocity between access to books in
the home and an increase in reading interest and ability. Craisialto language development
and cognition is the shared actiof reading aloud (Hayes, 1988assaro, 201 Montag,

Jones& Smith, 201%. These advantageous factors do not negate the possibility that there could
be many strong readers who become so withavinly these early or home exposurektéwacy.

Still, we know that these early-lmome reading experiences, trips to the library, and
contactwith books in the home during the preschool years are all predicttirs aneatiorof
strong readersThus, wecan offer parents insight into how thean facilitate these connections
to reading that put their children on a path toward becoming stronger re2etasnly, the
di scovery of the potency @G014)siuadyandthechrmp kr eadi n
pediatric poshatal recommendatiorfslogan, 2014), both shared in Chaptéy are an excellent
start to this process, but literacy educators can also serve as liaisons between this important
message and parents of young childteraddition,we shouldeinforce the behaviors of parents

who already do read regularly with their children. Helpful to tfeslof establishing early
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bridges between parentally motivated reading and sdbas®d literacy expectations and
practices is entry into the workingétbese parent/child dynamics and prees$ with home
related literacy, without having to actually physically enter their homes. Reading autobiographies
allow us that entrance.
Reading Autobiographies and Parental Influence

If we want a way to measure haeading attitudes begin in the homeading
autobiographies have proven to provide a suitable instrument for assessing how student mindsets
are initially formed, information that is essential to positioning them for learning in the
classroom. Nancy Morro@i997)sawliteracy memoirs as valuabhpparatuses for explaining
how early literacy environments lead to evident attitudes and levels of preparation for school
expectations, ones that while preparatory in some ways might conflict with each other:

What memoirs of literacy also show, acding to Lorri Neilsods work with school

teachers, is that early reading experiences are often associated with matertuting,

and sensuality, and yet learning to read in the academic enviroregeires linar

thinking coupled with a knowledge gfuals, rules, and conventiorss Neilson

explains fin order to survive in school, readers néugiarticipate irthelarger

institutional narrative, or school téxt101), and what was once pleasurdi#eomes

duty. (p. 456)
The effects of parental spsorship on reading habits and attitudes evolve into the habits and
attitudes expected in school environmeNst, accessing this early evidence about readers only
helps us to understand the roots of the issue ansbhdtons for how to link these multg
forms of literacies and discourses.

Learning to read in the home has proven to be a vastly different experience than learning
to read in school. This w803 anddsBnahditafdused i n He a

understanding who the stakeholders are in sponsoring our reading and writing can help students,

parents, and educat or s-of-school iteracipsadiffed from thgse they u d e n t
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encounter in school. By fnd defivericurrgulat naterias fpons or s
theirschool® students and parents can be more aware
involved in sponsoring their reading and writing, prior to, dyrargl after their formative

school years (Brandt, 2001, p. 44hi§ awareness can also assist in more informal, Hzased

guided preparation leading into formal schooliMg might consider thachools need to

changenot the homes.

Therefore, one way to mitigate the home/school literacy gap is for schools tmofter
community and parental outreach prior to kindergarten, and then throughout the school years, as
a way toget to know the existent literaciesfamilies and studentsdo not mean that we should
extend school practices into home practices; | am stiggethat schools and teachers might
benefit fromknowing the reading attitudes and practices in the homes of students by the time
they reach our classroont¥erhaps parents could be invited to share their own reading histories
as part of these outreacticets. Schools can also offer strategies such as reading aloud, and
some of the other successful practices found in the homes of the strong readers in niystudy.
family reading apprenticeship studied by Knapp (2016) is another option worth consideting.
another idea is to distribute flyers to parents and caregstergjing some of the confirmed
successful home practicasd valuable time spent at the library.

Another way to mitigate the inconsistency between school and home is to make
curricularanpedagogi cal gestures toward better undei
out-of-school literacies, attitudeand practiced-or example, students could be asked to gather
samples of their daily home activitiese(, Pokemon cards, sheet mudiego instructions) and

share them with classmates and teachers.
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By acknowledging those representations of the literacies with which many students have
comfort and aptitude, we can illustrate how literacy can be acquired in a variety of forms, and
that reathg and writing are just some of those forms. In this,wayextend our role as sponsors
and invite them to see how they have sponsored their own literacy by engaging in those other
modes and activities. Parents, too, might learn from this recognitibthéwachildren are
literate in multiple ways, sometimesore advanced than we conceive them to be.

Early intervention is ideahowever, much worktill can be done toward meeting these
studentsdé needs in the | at &rnthe aextrsection, eoffee n i nt o
thoughts on teacher imphtions as they relate to the second category of my findings: school and
nonschool reading attitudes and habits. Thé&re,| consider some pedagogical approaches to
bridging the gap in studenttiéiides about irschool and odbf-school reading.

Part 20 Implications for Practice
Avoiding Readicide: Fostering Lifelong Readers
Think about that comforting place at home where you curl up with a good book.

Mentally place yourself there. Now ansveame brief questions. When you curl up with

a book, do yowo so with the idea of preparing for a statandated multipkehoice

exam? Do you pause at the end of each chapter so you can spend an hour answering a

worksheet filled with minehumbing answersRo you go to the library or bookstore to

choose your nexead so you can earn grades, candy, points, or other trivial external

rewards? Do you finish your book quickly s

make a poster, or build a diorama? Do yegih reading with the hope this will be the

book that willenable you to move up to a higher color level or higher point system?

(Gallagher, 2009, p. 72)

This excerpt f r Readicidee Howpchddks aré KillondyReading and
What You Can Do atut Itdirectly addressethe problematic approaches to teaching and
assessing reading that also appeared in the reading autobiographies of the remedial and strong

readers in my research. Twasprovooativdireitsitonyeth Gal | ag

cynicism and mirragdthe findings in the studies presented here. Gallagher ebpedagogical
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approaches to teaching students reading with a recipe for how to kill readers s IF'hared

in Chapteil, Gallaghedefinedfir e adi c i d e oOaticaki#lingdfttheleve af xeadingg m

often exacerbated by the inane, mmdi mbi ng practice®). found i n sch
The most valuable aspect that | hope arises from my research is movement toward a new

schootbased recipe for how to nurture mindfuleldng readers. As pants, community

members, educators, researchers, administraiodscitizens, we can each play a role in

preventing Areadici deol! Here are some recomme

the strong adult readers and Galagr 6 s r e sidatempasitive, prodactive literacy

sponsorship:

Provide access to a variety of. books, one
Allow students room for text seffelection for irschool reading
Offer space and time for leisure rerglin the classroore¢hool environment
Read aloud to students in class without r
enjoy listening
1 Employ inquirybased learning strategies designed to access higher order thinking
skills (Fecho, 2003)
1 Expandourdf i ni ti @ryooft ofiliintcémale multiliteraci
diverse, daily literacies of our students
Incorporate those various literacies into our curriculum
Design reading workshops that foster discussion and boost confidence (At@8|l, 19
Blau, 2003)
1 Invite students to be collaborators i ttlassroom, bridging their home literacies
with their schoolrelated ones
Reconsider how we determine, | abel and tr
Enhance literary experiences by assisting studentsimecting fiction taeadingthe
Areal.dworl d
Create occasions for more creative responses to literature
Model the reading process for students by making our own processes visible
(Schoenbach, et al., 2012)
1 Integrate Reading Apprenticeships, a collabeeatneans of commuhéteracy
support (For more on Reading Apprenticeships, see Lee, 1995; Schoenbach et al.,
2012; al shtp://reatingapEemticeship.oyg/

= =4 =4 -4

E

= =

= =

It is important to clarify that simplinviting studentgo seltselect texts is neither a sufficient

solution nor a guarantee that they will become avid readers. In addition, it would be imprudent to
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suggest that English educators resort to a completely voluntary reading curriculum. The
aforementioned suggestios s houl d be balanced to #00)i d Aund
sugged we need to work at fAfinding the sweet s
overly regimented curriculum and selirected learning (p. 90Not dl of these strategis will
work all of the time or for every student, but the more approaches we incorporate, the more we
increase the possibility of meeting studentso

Through the process of analyzing the reading autobiographies of strong reesdease
a valuable starting place for understanding how literacy is most and least effectively sponsored
and the results of such forms of sponsorship. We can also ascertain the common predictors for
successful, literate lives, which start with those fdimeamediators of oral language and book
access. Nancie Atweg(lLl998) reminded us thatwe , t he t eachers, are the
in our classroom, and as such, each of us shouldrbergorfa dmediatordand admodebo (p.
21).

The narrativesf English educators at an Ivy League institution reaealset of readers
and teachers who have experienced both aesthetic engagement and reluctant interludes with
reading. | want to emphasize that | am prioritizing readimgagemeniespecially withiiction,
over the mechanics of reading as a goal for |
narratives show how reading not jfst pleasure, butvith pleasure was an early predictor of not
only reading ability but of success on many levetsents can open early avenues to this
mindset, but teachers are responsible for fostering this sort of engagement throughout the
formative and higher education school years and amidst the frustrations that text complexity can

instigate.
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It can be arguecat most of the participants in the
have devel oped what Bl au deems fAhabits of min
necessary for Aperformative | iterachaee ( Bl au,
experienced the trials and tribulations of sustaining focus, enduring discomfort, challenging a
text, forging through text complexity and ambiguity, employing a methodology of believing and
doubting their understanding of a teaihd engaging in metagnitive awareness of their reading
processes (Blau, 2003). According to the part
isolation. Their successesre attributable to sponsors who provided opportunities,
environmentsand materials necesgao introduce, motivateand foster the personal, academic
and professional traits essential to disciplined literacy and to building lifelong relddemsver,
these experiencebd not necessarily produce engaged readers either; other faghrishawe
beeninvolved, such as certain personalities taat tolerate difficulty and discomfort.

Perseverance is a key elemdrttis is why it is important for English educatorsctmsider
carefully what it entails to be sponsors of literacy for a diversef gedividuals and learners.

The generatlictionarydefinitionso f s p 0 mparson whae vwuclies or is responsible
for a person or thingo and fAa person. thdtreo mak e
are clear implications and accountabibtibat accompany sponsorship. As educateesare
intrinsically beholden to our students; as English educatoes ar e responsi bl e fo
literacies. Parents, too, should have this obligatioratdwheir own children, and where they
cannot afbrd the resources, they should be shown the routes to free or economically sound
alternatives.

This commitment entails providing equal access to books and ensuring spaces for

advantageous reading interaaso Brand(2001) toldus that the resources agimportant as
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the sponsors themselves; while researching fih
not i c eedople doraetimea turned their attention to the resources on hand for devatoping

writers or readefs that is, where it was th#étey found opportunity, assistance, inspiration, or
informationo (p. 6). Though all of those qual
consequence, guaranteeing equity of these resources might ingolveunities and

governments, a much larger dissias for a future paper, and one more in line with the
economic focus of Brandtds wor k.

Socially Situated Pedagogies

Here though, | would like to address the socially situated ways that educators can
contlibute positive and engaged literacy support

Readng aloud. | am not suggesting that picture books be read to middle, high school
and college students, but | am suggesting tha
A me di anthe spisit@fVygotsky,r at her t han ft eachdr geaadndgii n
|l iterature and nonfiction. I f we consider our
p. 14), we can redefine that space as one for experimentation wherein we can model our
processe for reading linguistically and cognitively cotag texts and where our students can
explore and monitor their own ways of thinking, readangd writing.

Here, the traditional stance of teacher as main authority on the text and as the primary
producerof knowledge becomes deemphasized in favor afitare of collaborative learning
processes, such as(2003)Ths leteraduecdMorkshdprelid Wii Inh 8l m@ $ s
You Gotta Be the BogR008)andIimproving Comprehension witthink-Aloud Strategies
(2001). Furthermore, classroom (and home) etiad for students through activities like reading

aloud and accounting for various forms of literacy, inclusive of orality and visualization as part
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of the interpretive processan helpboostconfidence and enhance prospects of building on
already existig skills. Other benefits of reading and thinking aloud as a collaborative classroom
activity include

Enhanced group discussion

Promote reading as a social activity

Make complex texts ore accessible and less intimidating
Modeling how to preview titl@and text

Determine significant words and passages

Monitor and enhance comprehension

Engage attentian

Practice making predictions

Interrogate the text

Invite questions as a construaiapproach

Encourage attentiveness to sensory details

Address an@mbrace confusion

Scaffold,review and synthesize previous sections
Perform reading fluency

Provide opportunity for students to fihear
Model rereading as strategy

Ask students to share multiple perspectives

Increase vocabaty.

Stimulate visualization

Expand critical thinking skills

Explore and directly perceive the transactional relationship of author/text/reader
(www.teach.its.uiowa.edBlau, 2003 Wilhelm, 1997)

A =280 _9_9_9_40_292_9_92_-2_-2_-2_2_-2°_-2°_-2°_-2._-2=2:--°

At the cdlege level, reading aloud with our students allows us the opportunity to model
our own Areading movesod and to show them that
and doubt. I f we, and they, can radecsagimoreg e t ha
novice ones is largely an issue of grit and perseverance, of a willingness to tolerate failure as part
of our reading process (Blau, 2003, p. 30), then reamgd for and with them gives us
occasion to show our own struggles and questimaisarise as we read. Reading aloud also

all ows the professor t o i-nhakingsand tex topestructio@laui me s s i
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2003,p. 31) instead of justsuppy i ng t hem with the neat, Afini

professors offer as tebookfilling fodder.

Furthermore, the classroom discourses while reading together can include strategies for
previewing the textife., posing questions about the titlensmoning prior knowledge, making
early predictions from the opening sentence)imgpguestions along the way, rereading, making
inferences and connections, and reconsidering early predictions and questions after completing
the reading. In this way, studsriearn how the reading process begins before reading and does
not end when the@ry ends.

For poet r y2001)vadingthinkaloddsstrategies, originally designed for
elementary and middiechool students and then modified by Blau (2003, 9) i the college
classroom, are effective approaches to enhancing comprehdndias.activity, students are
assigned to read a poem in pairs, with one student reading the poem aloud, tracking thought
processes and questions along the way, whilettier student serves as observer and-taier.

The benefit of this exercise is dbserve, modehlnd practice how to construct meaning from a

S |

text. The process also allows students to mon

comprehension, teachém how to read for context clues andead sentences for clarity, and
overall sow down the experience of reading enough to employ essential cognitive processes.

To make the activity sound more sophisticated to our colleagues and students in
academia, & might consider modifying the rhetoric we use for the activity; more preferable
terminology could be fAcoll aborative 11829di ng
language, but without using his focus on student misreadings. Another pogsiblerté is

Amet aprocessingo (Bl au, 2003, p . 169) .
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In each of these readirajoud scenarios, the socially situated nature of reading is
emphasized, as is the metacognitive process involved in sorting out our own thoughts and
confusions during the proceskreading. In this way, teaching and reading are reimagined as a
A t wgided leaming-centered model(Wilhelm, Baker & Dube, 2001,)in which students and
teachers and students and peers work together as a learning community. Moreover, the
pedagogical ggroach is focused on processented rather than productiented reading.

The Metacognitive Benefits of Reading Autobiographies

Teaching, |li ke research, involves situate
lives in ways that draw on our owrstories as learnergHicks, 2002, p. 56)

In Chaptedll, where | explain my mabdology for my second study, | share my
expectation that by assigning a reading autob
these reading autobiographies to guide them, and perhaps future students, toward engaging in
moremindful approachesto¢hi r | i t eracy attitudes and habits
content knowledge, a more lasting and transferrable approach is teaching students how to think
about the processes involved in their own learning and how they naaatdhose strategiesd
apply those procedures to new academic contexts. The construction of writing assignments that
provide occasion for this sort of multilayered selivar eness t hat can | ead t
dot so0 and, -efiidadyism@dadantitsue medagogal technique. Freshman Honors
Student##10 sunmedup these benefitsin afinalselfe f | ect i on Sthekadohent @ Al
my reading and writing experiences were significant in any such way until | saw them all on
paperand r aced the pattern. o

| was (and continue to be) interested in what meaning my students derived from their
experiences with reading, and with writing their narrative about their histories with reading, and

these narratives served as a portal ihtse realms. The benefits of potial metacognitive
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awareness of their own reading histories, attitudied behaviors did not escape me. Like my
older and better educated.Bhclassmates who had become strong readers, college students,
through thinkingabout their own thinking, mightja the act of personal narrative writing,
become more mindful of how productive their positive experiences and how obstructive their
own negative attitudes about reading have been to the process of becoming more resilient
readersThey might even discove pattern of selfulfilling prophecy that has allowed early
|l abels such as fAstrugglingo and dAgiftedo to d
too, as a literacy educator would be better positionedutjirahese reading autobiographies
guide them, and perhaps future students, toward engaging in more mindful approaches to their
literacy attitudes and habits.
EducatorsCanLearnFr om St udent s6é6 Outside Literate Live
We need to acknowledge and ewdrannel, through invitation into tledassroom, the
literate lives of our students that exist and thrive outside of school. Valerie K{2o@8) who
advocateplacebased pedagogy rooted in Stredhatts i deol
educatorand researchers strongly considerthway s i n which Acommunity
engagements with literacy are oftentimes remarkably different from their schsed
interactions and dispositionso (p. 3@1d. The
Aruins, 0 ARhated, boaddséunbBatikBéieesults of in
attitudes.
A further area for studgouldbe toobserveELA clas®sin late elementary anahiddle
school toevaluatth ow r eadi ng i sssrgoin atthgt stage, a stage vihéaeyrofc | a
the participants in mgwn study stopped reading or began to reflect negative attitudes toward

reading.Attention to how ampedp assessment might factor into educational practices and
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student involvement in read) at those stages of formal schaglicould unearth some
causalities for the shift in reading attitudes and behaviors revealed in the reading histories of my
participants.

These firsthand accounts of multigenerational reading lives are indicatiserad
problens with how reading is beingpproached and taught in the formal educational system.
Rather than attempting to accommodate the diverse sociolinguistic and sociocultural needs of
students, it isometimesustomaryfor teachers and the school comntymo label what they
perceive as diengaged readers and tliiminishtheir responsibility to find innovative and
varied means of literacy engagemérite pressure of standardized testing and teacher
accountability to those outcomes inhibits teachenms filoe flexibility to provide mucimeealed
individuali zed attention required t-schomeet eac
literacy practiceghatmove them beyond mere skills acquisition and that empower them with
human agency and eventual autonomy over their own literactiqasc

This does not mean that we should throw out all traditional schooling, but it means that
we can reenvisionittose k pedagogies that incorporate our
literacy needs and that merge canonical with contemporary @xteurse some factoren the
student s 6 h alsnaccount forevisy theyi stpphréading or lose interest in certai
types of textsYet, through the reading autobiographies and the voices of the students, educators
can get a better sensehmfw, why, and what kind of/arious literacies are being acquilaaside
of the formal school environment.

As Moll et al6 £1992) research indicatk and as my researchsupgalt st udent sdé f
of knowl edge, or At he hi sdecelopeddids gf knavdeddgemu | at e

and skills essential for household or individual functioning andlveli ngo ( p.abld 33) ar
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tools for research and for teaching. So, too, are reading autobiograpiuessee the potency of
what narratives can expressay beyond the quantitative and categorical fact gathering of
statistics without representation and explanatRarent atntion, interaction, approvand
personal gratification were all cited as results of early literacy sponsorshipngkth teachrs
attempt to integrate these discoveries and successes into a culturally responsive way of planning
and teaching of readinn the formal school setting.
Bridging Gaps: Literacy Educators as Conduits to Making Connections

In her important work on litecy sponsorship, Deborah Brandtedls ponsor s fAany
agentso who sponsor | it edadnstitutionsertindustnesc h of he
affiliated with religious, corporate, and municipal organizations that serve as sites for
sponsorship and beneiiit economic ways from their participa s 6 | i t erBreandt ent er p
emphasizé the economics of literacy. She also foaisegely on writing sponsorship, which is
of course related to readinghus,i t i s hel pful to hearve®dout som
learned through early readingesysorship and later practiced by strong readers, as the reading
histories in my study offexd In addition, by moving sponsorship from macro to micro terms,
and honing in on the individuals who promoted or hindereshsfo and r emedi all reacd
we can learn much about the power of sponsorship by even one influential person in their lives.
This is an invaluable contribution to research in the field and points to the potential for
introducing mentors in a more affal way, such as school and commuméading partnerships.

If teachers of reading and writing recognize themselves as powerful potential sponsors of
their studentsd |iterate |ives, then they can
acknowlelge the more redife ways and contds in which literacy is used. Reading and writing

become, then, more than just assignments and obligatory skills to perform for assessment; they
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take on a social and cultural significance beyond the container clasges@mponsors of
writing, we can offewriting practiesthatcorrelate with or transfer to tlet u d eatlifes 6
situations that call for certain discourses and forms of litefetogfreshman composition class
can also be a place where studemtguirediscourses and forms of literacy tlzaie relevant and
transferable to other contexts; integrating reading with wrhiglgs students to see the dynamics
at work in the writer/audience relationshigut | must address the powerful nature of HOW we
appro&h our important role as literacy spmwrs, not as far as the content we provide, but with
attention to the environment and relationships we create for and with our students.
Teaching Reading as a Process

| have found that by the time students arrive atooliege classroom, assumptions are
made, on both the teaching and learreng thatt hey have already | earned
Reading is not like learning how to ride a bicycle (Appleman, 2010, p. xii) vinelearrs a
skill once and can master it onaed for all, and so, the skills need perpetual development, up to
and even past theltege level. Above all, the emphasis on teaching reading at the college level
might take on a more cultural studies approach rather than simply skills building; we should
invite students to engage in the kind of mental and social processes that teachttheiy how
to read books, but how to read everything in their lives.

But with what seems a growing divide between composition and literatitine
composition, rhetod, and writing across the disciplines curriculum superseding the reading of
literature; and with a commonoredictated emphasis on reading nonfiction, the role of reading
literature in the college classroom has been relegated to English and Englisitoedacased
courses on literature appreciation, or on the teaching of literatume,avehicle for something

to write about, if and where literature is still even being offered. The place for reading in the
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English classroom and ideas of best practiesgecially at the college level, have been fraught
with inconsistent philosophiesegagogies, and trends that still beg for more productive
cultivation( Ap p | ¢1B7d]@radition and Reform in the Teaching of Englsbvides a
comprehensive history up the mid1970s) Toooften when r ea i ndei sapiptrowag
is teaching th@rocessf reading, not teaching readiaga process. The important distinction
bet ween these two |l enses is that 't headihgor mer e
while the latter leaves flexibility for multiple interpretations and latemtswof processing.

A few in the field have taken up the importance of reading in the writing classroom, and
of prioritizing reading engagement over reading techniqueshwlkome of those voicéave
arguel, often comes along with the enjoyment of readi@arillo, 2015;Morrow, 1997; Sullivan
et al.,2017). These voices advocate for a reconceptualization amigoning of the teaching
of reading and literature in theriting classroom. Bla@2017)suggestdthat the community
based apprenticeship madeat works in teaching writing can also work in the teaching of
reading(p. 285)and advocates for FYC teachers of writing to incorporate stuuerttic
pedagogies fothe teaching of literature.

A process and learneriented approach would mean creating a classroom culture
Awhere productive habits and processes in rea
reading as a collaborative activity, entailing frequeatk in pairs and in group@terrogating
texts and unpacking their language in a process of acquiringgreeihded experiences of text
and warranted interpretations of the experien
communitybased modak in line with what Rebecc#e subject of my case study in Chapter

VI, on remedial readers, identified as a motivating, encouraging, confidandeg paradigm.
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Still, many literacy educators are not aware of these effective practices, and even when
they are familiar with thetem fAr eadi ng process, 0 they do not
What | mean is that composition instructors should know adoditeactihe parallels between
the two; about theeadingprocesses of previewing, meanmgking, posing questions,
encountering frustrations, forging though difficulties, and interpreting aridtexpreting.

Fortunately, there are bridges being built between the teaching of reading and writing. | recently
attended the SUNY Developmental Enlglissarning Community Fall Comening where the

focus was on the role of reading in composition courses and on grit and persevisance.
students move into more complex texts, these qualities bemddit@nallyessential, perhaps

even more so than intelegce (Duckworth, 2016jortunately, there are ways to build these

forms of resilience (se@uckworth, 2006 Dweck, 2006; Sanguras, 201Also discusseduring

this conferencavas the need to prepare our studentsréorsitioning the process of readimga

the ways that they readterdisciplinary and digital literacies.

The reading autobiographies of strong readers exiguse early literacy sponsorship in

the home overwhelmingly correlatéo later academic success and kvagn reading habits.

This demands, then, that we work tmd new modes of offering that sponsorship, especially in

an era where twparent working families are so prevalent and might be prohibited from offering
the proven invaluable advantage of reading in the home. This mightbeeganopen to digital
literacies that are accessible in multiple contexts and closer to the kinds of literacies students use
in their daily lives.

There are concerns that digital modalities encourage passive literacy practices, and some
of these concerrare valid. But thesapprehensnsalso assume a lack of responsibility on the

part of the agents who provide these technological forms of literacy. Theceamernsexist
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with print texts; if the sponsors who introduce these texts do not guide youegsreddways
of navigatingthe world of those texts, thehe book remains an object. Of course, the curiosity
of young readers might lead them, in both forms of literacy, to a process-disselvery, but
someone must construct the circumstance anckdjpa that opportunity, whedh in print or
digital form.
Print and Digital Texts

In the midst of our new higtech global economy, people are learning in new ways

for new purposes. One important way is via specially designed spaces (physical and

virtual) constructed toesource people tied together, not primarily via shared culture,

gender, race, or class, but by a shared interest or endeavor. Schools are way behind in the

construction of such spaces. Once again, popular culture is ahead her@0(3ee, 4)

Literacyeducators are faced with the challenge of motivating students who are too often
already turned off to reading, or who have be
teaching. Complicating matters are the emgpanding modegf literacy that ar@ot condoned
in the classroom but are prevalent in the stu
students are already using in their-ot#school lives and try to engage those rather than form a
curriculum that is so confing that there is nooom for those existing skills?

With the new tools and ideas available in the 21st century, educators can utilize multiple
entry points and work more collaboratively with their students on engaging and building upon
these extant liteccies. But that would require the acceptance of mfthimal and formal
literacies in the classroom, and a shift away from privileging academic print text in schools.
Recent research in this field can assist us in making informed, effective decisions@bdo
balance digital literacies with traditionarfns of literacy. It woul@lso be enlightening to hear

how a current generation of strong readers feel about and ugeinbtexts, especially with the

recent push for free and affordable OER (Onkiaeicational Resources) at the college level.
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Any forwardthinking conversation about sponsoring and teaching reading needs to include at
minimum an awareness of, and even further, an incorporationsi;&itury forms of literacy.
Concluding Thoughts onlmplications

|l now see, from a thatiwoaldhaw been ubreasandble to dxpecti n
that | would discover some groundbreaking finding or offer a pioneering theory that would
contribute to my field. Admittedly, many of my findings weredgictable and obvious (and,
already discovered). Buitalso recognize that there are specific contributions that we might
overlook if we only look at research from a theoretical standpoint. Thus, | am aiming to discuss
the gap between theory and practf8gce many other researchers have already discussed
sponsorship, my focus is not on using theoretical concepts on pedagogy to question anything
related to sponsorship. Rather, my contribution is{exaamine these theoretical discussions on
pedagogyfromma pr act i t i o nandid suggest HOMW we coeld pavideditaracy
sponsorship differently. Frothis standpoint) can identifyseveral meaningful results frotine
three studie$ conducted

1 On a personal and professional level: the oppostuaitiet to know my classmates,
colleagues in the field, and students of various backgrounds and reading abilities
through their stories has been fascinating and rewarding.

T As a mother: through my studentsd narrat.
children, I have discovered varieddainnovative forms of literacies and modes for
accessing texts that | had previously deemed distradtiomseading rather than
formsof reading

1 As a practitioner in the classroom and literacy sponsor for my studen{matess

and findings have oped up new avenues of conversations between me and my
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students. These exchanges about their own reading attitudes and habits are
interactions that have raised their awareness to the link between their previous
literacy experences and their current mindsab®out reading.

From a curricular and pedagogical approach: | have incorporated more strategies of
apprenticeships, reading alg@hd metacognitive exercises into my teaching
approaches.

From an administrative perspectiveam now Coordinator of Enghsat my current
college andust recently helped revise the course learning outcomes for our freshman
composition literature courses. The new standards identify reading as a process and
attention to teaching reading in theitimg classroom and are a ditgesponse to

what | have learned through my own research work. The integration of reading in the
composition classroomvassupported too by the SUNY developmental conference |
recently attended where this reconceptualiratibthe firstyear composition

pedagogy was emphasized.

| recognize now that though it is not innovative to use literacy narratives in resaaich

even though | am not the first to identify a correlation between early literacy experiences and

subsequdrreading habits and attitudesy work is certainly situated in the midst of these

important conversations amaultiple functionsas literacy sponsors. My work also reaffirms the

importance of recognizing that students arrive at the college composé#gstahm laden with

these histogs that affect their choices and that can mean the difference between their college

readiness or their unpreparedness. As part of our contribution to further sponsoring and

developing their literacies, we can think about lbat sponsorship operates ieithdaily

communications as well as their academic and professional lives. First, though, it helps to think
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about how our own histories and perspectives influence our expectations and approaches to
supportingyothersoé | iterac

As | have establishedhe research | have conducted has provided a moreaesidixive
process for me from multiple positionalities:

Scholar

Researcher

Person engaging with reading and writing
Doctoral Student

Practitioner

Administrator

Mother

NookrwhE

Givenall the fluidity of moving fromone position to another, this suggests that when
practitioners think about positionality, they might begin to fill the gaps and silences between
theory and practice. As a practitioner, | arerkamining literacy sponsorshipot from the top

down, (theoretal understandings) but from the bottom up (from actual practices as a mother, a
teacher, and a researchdmus the pedagogical discussions become more steeped in classroom
practices where we can connect insightful tigemith how we apply it. Thus,want to challenge

all of us to rethink our roles as literacy sponsors, especially given the multiple modes of literacy

that exist and are constantly in flux.
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EPILOGUEPART 18 GOODNIGHT MOON

What Goes Around Comes Around,Then Goes Around Again:Two Personal Case Stus
Learning, however, also leaves a residue; it makes a mark on the participant. In that
sense, |l earning draws from and constitutes
other spaces, at othemes, and with other people. Indeed, what makes learning so
complexXd and more than just participatidns that people bring their histories of
participation to bear on each new act or moment of participating. Thus, learning can be
conceived of as always Imgji situated in participation, but not necessarily synonymous
with or reduced to participation. Learning goes beyond the moment of participation to
constitute a history and to shape a future act of participdMwe & Lewis, 2007, p. 2)
In my introductey chapter, | shared my personal experiences with and heritage of a love
of |Iiterature that spans three generations. U
|l iteraturedo at a young age, |l read mythdaught e
my mot h e r Gosdnight Modna Runaway Bunny, The Giving Tree, Are You My Mother
and the entire series of Boynton Brodakes were r
sophisticated literature to build an aesthetic reader in my own hawiebookendmy
introduction which included my own graduate school personal esgesharing with you now
excerpts from an essay written by my daughter in her sophomore yegh aichoolMy
daughterés i deas and wr i tndentgpofnhyawnevorkkdndidavg s b een
had no interference or engagement with the work she produces for school.
She is an International Baccalaureate Honors student who is the saxipfinid reader
whom Sheridan Bla(2003)describé as engaging in the presses of performative literacy and
who possesses a healthy curiosity strongly linked with habits of mind. The topic for the

assignment for the essay she wrote was -@oeled and maly for the purpose of producing an

essay that might eventually be useddoltege applications, which she has recently submitted.

ATayl or Emily Goll and!! Get your face out
ATayl or! ! You abs ol ThekuhgeGamasn theNsgnadgodue; r ea d i
i tabsHi gh Hol i day!! o
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