
>> We are from PaTTAN Harrisburg and I want to welcome you all again to the 2014 RtII form.  I'm going 

to introduce the guest speaker for this afternoon.  This is your last session for today.  Tomorrow's session 

is going to start possibly at 8:30.  So, just to remind you.  Some general announcements for the 

conference, again, to remind you internet access is available in the lobbies.  Since we've gone green, that 

all the materials are available on the PaTTAN website under training.  So, if you didn't print down or didn't 

download them, you can do that in the lobby areas.  I encourage you to all take [inaudible] with your cell 

phones.  So, if you have them on silent or vibrate, that would be great.  Be [inaudible] conversations 

because, again, we are recording this session.  So, you know, I want to remind folks to--if you're having a 

conversation, it might be on the recording.  And then, of course, we emphasize the Act 48 Information.  

There will be a session code for each of the sessions following the conclusion of this presentation this 

afternoon.  I will give you the session code which you will report on your session verification form.  And 

then those are to be submitted prior to you leaving the conference.  Make sure you complete that and it's 

entirely and submit it before you leave.  I--It's my pleasure to introduce Nancy Hennessy and she's going 

to present on Cracking the Inference Mystery [inaudible]. 

>> Hi, everybody.  Thanks for being here this afternoon.  I know it's the end of the day.  And so, I greatly 

appreciate the fact that you're all looking so alert and eager for learning.  I'll just briefly tell you something 

about myself.  I recognize some of you, which is wonderful.  We've got some LETRS, some trainers in the 

room.  Put your hands up LETRS trainers.  All right.  I love it.  I love it.  And any of you ever taken 

LETRS?  Even better, whoa.  All right.  Well, I'm a former national trainer for LETRS.  I was in public 

schools for about 30 years.  I've done lots of different jobs [inaudible] school.  The classroom is a central 

office.  And when I retired, I really wondered what it was that I would be doing, except I really felt like 

retiring that time.  So, for the last 10, 11 years, I've been traveling all over the country, since working with 

educators, teaching educators.  Yeah, I love to teach.  And consulting with them and so on.  And during 

that--during that time, I also have the opportunity to work with some wonderful schools.  In this past year, 

I've landed on a school again, a private school for students with learning disabilities.  I was assigned in 

Philadelphia, AIM academy, in Conshohocken, Pennsylvania.  And so, I drive up from The Outer Banks.  I 

live on The Outer Banks in North Carolina.  I drive about two weeks for each one to work in that school.  I 

do not consider myself an expert.  I'll say that up front.  I'm a learner.  And I think that's why I've continued 

to do this work.  I consistently find that I don't know enough.  And so, I'm thrilled to have an opportunity to 

share with you some of my thinking on this particular topic inference.  But know that I appreciate and 

respect the knowledge based that you got into the room.  I'm hoping as I have this conversation with you 

and it will be interactive.  I'll ask you to hold your questions.  I'll try to do a periodic pause, but I will ask 

you to talk and share with your colleagues some of your learning, some of your insights as we're having a 

conversation.  I want to recognize that you did come into the room knowing something about inferences.  

And so, my hope is this that when you leave you will have a more elaborated schema, a better 

constructive mental model or situation model of inference, right?  The situation or mental model is the 

goal of comprehension of understanding.  It is an understanding that's applicable, generalizable, when 



you encounter a similar or a same drawback.  And it should always be your goal in terms of 

comprehension or teaching our students [inaudible] meaning.  So, that's my goal for this afternoon.  You 

have a handout.  And you can use that as a note-taking guide.  It also has some information on the 

activities that we'll be working on as we move through this particular workshop.  All right.  So, Cracking 

the Inference Mystery of Few Clues.  In a short amount of time, I can only give you a few clues.  And they 

all have complex comprehension--and have complex.  One of the strands of language comprehension, 

one of the competencies we have to have in place for making your own inference how complex that is.  

Here's our agenda for this afternoon.  First, we're going to talk about what we know about skilled 

readings.  I'm going to ask you different poet that knowledge based and we'll have to seek conversation 

around that.  Then we'll have a conversation about, what is inference, right?  And we'll actually work into 

definition of inference from different perspectives.  So, I think it's important that we consider not just a 

definition similar to what usually gets serviced, but multiple ways, the denotation, the connotation of the 

meaning of inference.  And then last but not least, certainly, we'll talk about what's a teacher to do.  And 

I'd like to say to you there's a--there's a huge research based in terms of inference, but there isn't, right?  

However, we do know some things that are extremely helpful, I think in designing instruction.  And those 

are the things we'll talk about.  So, as we begin to have this conversation, right, I want you thinking about 

what you know, what we all know about skilled reading.  So, I want you just thinking to yourself at the 

moment, all right?  If you were try to identify two critical factors of reading compression.  Two factors that 

in combination with one another will produce reading comprehension.  What would they be?  What two 

factors would you identify?  Just take a moment and think about that.  I'm hoping any of you would have--

all of you will start seeing these two factors.  Word recognition that you call in and language 

comprehension.  We have a rich research source or base in terms of how students [inaudible], all right?  

Back in the '80s, Gough and Tumner designed what they called The Simple View of Reading.  A formula 

noticed two factors equaling a product, right?  A formula that represented for us, one [inaudible]  that 

students need to be able to do out of that possession, right?  In order to read proficiently to [inaudible] 

meaning, the first factor being the ability to read words.  The second factor having to do with language 

comprehension and understanding of what we're reading.  And this begins with oral language.  So, 

building on oral language competencies and ultimately translating those competencies into written 

language.  Now, the simple view isn't all that simple, right.  And in fact since the 1980s, researches have 

been taking this formula in deconstructing them.  Many of you in the room are probably familiar with the 

reading row, [inaudible] growth when that actually is a deconstruction of the simple view, right?  But there 

are some other ways that we can think about this simple view.  Disability one times one equals one, I can 

read the words, I have a language base, therefore, in combination, the product will be I can make 

meaning of what it is that I'm reading, right?  Others have taken that and taken it apart further.  And so, 

here's another way of thinking about the fact that this is complex, right?  Kate Cain, all right, who is a 

researcher from Great Britain who was probably best known for--she is best known for her work in 

reading comprehension, particularly around the area of poor comprehension, right.  I am fond of saying, 



"Take things [inaudible]," when it comes to poor comprehension, right?  Our research is focused solely on 

this.  And she's brought forward for us many factors that perhaps we hadn't thought about up to now, 

right.  Well, this is a representation that she uses to represent the simple view, but to dig a little more 

deeply into this simple view.  And if you look to the left side of the row, of the house, this reading 

comprehension as you see for reading.  You see the decoding of the word recognition.  And she parses it, 

pulls it further a little bit by saying what we have to be able to decode.  But we also need to sight 

[inaudible] recognition, right?   So, we have to be able to read both phonetic and non-phonetic words  

accurately.  And then lastly, all right, we have to be able to do this in a full way.  Notice what she does on 

a language comprehension side of the house.  And I could listen most of these things.  But to those of 

you who knows how a [inaudible] reading route, her language comprehension strands consist of 

vocabulary, background knowledge, all right?  Language structure such as syntax, right?  Inference or 

verbal reasoning into a structure or for genre, but print a little mistake, all right.  Kate approaches this a 

little bit different.  She just told me think about listening where language comprehension, if we can look to 

the foundation of the house, but we do have to still pay attention to vocabularies, right.  So, the meaning 

of the words.  But we also should be paying attention to how those words are strung together, the 

grammar or the syntax.  So, those are the language structures, right?  So, in order to make meaning of 

what we call the surface level of the text, we have back words that we [inaudible] possible left, we have to 

know the meaning of the word and we have to understand the sentence structure and to pull those 

sentences apart to make meanings.  She also goes a bit further and begins to talk about what are called 

discourse processing skills.  Discourse means anything more than a sentence.  You might think about 

text structure or working with text, connected text as discourse.  It's interchangeable here.  She says 

encoding the work with text and process the actual meaning of text in addition to vocabulary and 

grammar plus these foundational skills, right?  And she does this background knowledge.  So, get 

nervous here, right?  She sets me up.  One thing to be able to inference.  We need to be able to work 

with the text, both at the surface level and that's the idea with any between words. That's one [inaudible] 

by the way.  And then we also have to be able to go below the surface of the text and combine the words 

the author provided us with with our background knowledge, right?  She also says it's strictly important 

that we have comprehension knowledge and insights.  When we think about comprehension monitoring, 

what does it require?  Just like instances, all right?  It requires background knowledge or schema, right?  

You don't know what you don't know.  You don't know when you come to a speed bump unless you have 

sense of what the author is asking you to do [inaudible] you know.  She also talks about the fact that it's 

critically important that students understand contextual structure.  And in fact, when we think about text 

structure, we think about that text structure is a mental Math of the text for us.  It allows for us to 

anticipate, it allows for us to organize, it allows for us to score, and then retrieve information that's 

presented in different types of tests.  All right.  So, this question of skilled reading is a complex one, isn't 

it?  We have these two factors, but then we can begin to deconstruct these two factors.  And as we think 

about our focus for today, inferencing, we have to ask the question well, you know, what's the goal that 



inferencing plays?  All right, in text structure?  And then you download the handout.  I'm a little out of 

order of the slides, pardon me, because here's what happened.  I took this workshop that Lenny taught in 

New Orleans two weeks ago and decided not just what we do when we deliver a lesson, why don't you 

tweak it a little bit?  So, I changed up the order and the slides will be coming up, I promise.  All right.  So, 

when we begin to think about inferencing as it applies to skilled reading, Kate's work and others clearly 

point out the important and critical role of inferencing, just as she just did in the house.  And here's the 

research article that supports this.  One of the things I think many of you know about me, but if you--this is 

the first time you've heard me speak, I am about the research.  If we have the research, we need to use it.  

I know we don't always have research in all areas, but if we do have it, we can't ignore and we have 

research in this area that points out how important inferencing is to skilled reading with your reading 

comprehension.  And this is just a little article [inaudible] for colleagues.  Look at that.  What are the 

precursors of reading ability in non-readers?  And she did a four-year longitudinal study.  Of course, she's 

a Brit, so this is very frequent in the UK.  She's looking at students' ages seven to eight and ten to eleven.  

And what is she finding?  What is she finding as she works through this text?  Everyone take a moment to 

read the paragraph and follow the [inaudible] read it to yourself.  So, what she's finding is this, in order to 

read the words, to work through the words, probably the most critical contributor to be able to work before 

recognition is biological capabilities.  So, that's not new.  So, we know that, right?  We know that students 

have to be able to work with the sounds, with their language.  They need to be able to sort through those 

sounds to identify the individual sounds, isolate so that they can have letter or letters and then learn the 

principles that govern how we create word within the English language.  But the second part is the part 

that we're focused on.  That in fact, as we ask for students to read text, our goal is this coherent 

representation of text is that mental model.  In other words, the ideas that the author presents even the 

text hang together in a meaningful way.  That we're able to make sense of it and walk away with the 

model of understanding, all right?  That uses all of these multiple skills, but particularly uses inference.  

He was on to identify, right?  What she needs to be surprised by those skills that predictably, you know, 

with comprehension [inaudible] plus their skills that I just talked about that were in her house, all right?  

And then she says, these skills predicted reading development over and above, wow.  Gentle reading--

gentle verbal ability and use of language skills such as vocabulary and I'm not to mention without, you 

know, developmental reading because these skills are potentially related in many ways.  But she's 

highlighting for us is along with her colleague, all right?  Jean Oakdale.  She's highlighting for us that this 

ability to make inference, right?  Contributes to reading comprehension even when you control all of these 

other cognitive language process skills and [inaudible].  So, the role of inference becomes really critical 

as we begin to think about skilled reading.  Well, let's go a step further here, all right?  Now, we're 

thinking, she already talked about reading comprehension.  I want to talk about it a little bit more.  I've got 

to pull it apart just a little bit more.  So, would you take a moment, right?  And would you turn to the 

person sitting next to you or in front or in back, whatever works for you in terms of your seating, all right?  

And have quick conversation about how you would define reading comprehension.  What else are you 



thinking about in terms of reading comprehension besides what I've just talked about?  What don't you 

have that conversation? 

>> [indistinct chatter] 

>> All right.  That's enough.  [Inaudible], your attention. 

>> [indistinct chatter] 

>> I have a little bell just [inaudible].  Probably what works best at this moment.  So, I'm hoping as you 

were talking about reading comprehension in addition to what I have shared, right?  We're also thinking 

about reading comprehension from the--from the skeptical process.  Oftentimes, we think about reading 

comprehension from the perspective of product.  And I don't want to underline or not acknowledging 

importance of students producing product.  This is really what our standings demand, right?  But I was us 

thinking about the fact that in order to produce product, you have to have process.  And so, when we 

think about reading comprehension, it's something that occurs within the mind of the reader.  Granted we 

need interaction with the text, all right?  And the demands of the text will influence the readers.  But we 

have to be very kind and simple what's happening within the mind of the reader.  And those of you who 

have LETRS module six, you know that we're very much focused on teacher's development of those 

processes that's language still in processes that are necessary to interact with the text.  So, reading 

comprehension, a process.  A process simultaneously extracting, all right?  So, we work on our text, but 

then we construct using our minds, using our language skills in processing to construct, right? Through 

this interaction.  This is a groundbreaking, starting with reporting, is anyone in the room who has not 

taken a look at what the reading study group report address is?  Or if you don't know, then you should, 

right?  We all know what the National Reading Panel list, right?  Grand reading study group follow the 

National Reading Panel that looked directly at comprehension or do we know or don't we know what 

research that we need to do.  And not just the research that we currently see, right?  And feel deeply to 

start in the readers, is it outgrowth of those recommendations from this particular report.  You can Google 

it and you can even download it.  All right.  So, reading comprehension.  It's demanding this interaction.  

An interaction between what?  Between the reader and the text.  But really doesn't focus on what's going 

on inside the mind of the reader.  So, those of you who know me, know that I can shameless when it 

comes to my grandchildren.  But some of you who have known me for a long time.  This Lily up in this 

corner.  This is not Lily.  This is Keila.  She's in first grade.  And what is she doing?  She's reading a 

placard in a book about dinosaurs.  I'm interested in what's going on in her mind.  I know that the placard 

represents [inaudible].  I know it's complex text.  But what is she bringing into that [inaudible] so, that she 

can actually work with this?  So, considering what happens within some of the mind of the reader when 

the text presents, you get this dynamic interaction that goes [inaudible] too.  It's either to represent that 

the further it will look like this, all right?  So, what are the levels of language processing that are 

necessary in order for a student to make meaning of text?  What do I mean when I talk about reading 

comprehension?  And this is what I do.  That the text will present a certain characteristic we often know 



as the text complexity, all right?  What about the reader?  What does the reader have -- be able to deal 

with, right?  What processes of the engagement will certainly engaging the process of making meaning of 

word?  Tapping into their knowledge based in terms of vocabulary.  Our texture written in academic 

language, it means that they have to have a knowledge for word, right?  That goes beyond the common 

everyday language that we use when we converse with one another.  Well, in fact, we have to understand 

model root, we have to understand great form because that's what happened and that language is all 

about, sophisticated vocabulary.  [inaudible] has to work on the pictures of language if in fact pictures of 

language is there.  How?  There's an interesting that was on there, right?  She has to go beyond the 

concrete, the more abstract.  She also notices that the arrows that going both ways, she has to work with 

the sentences, right?  What do I mean the by the sentences?  How could the sentences be general?  

Well, guess what, sometimes they really, really packed with ideas.  Lots of propositions, some ideas 

would make sentence, very long sentences.  Sometimes it's very difficult to find the level you're going to 

do, just to work with the surface level of the text.  Never mind the whole below the surface, you have to 

start with what the text says, right?  And then you go back and you look at how expensive, and then you 

go back, if you could think about, all right, what other connections are made.  And at least of all that 

sequential necessarily.  All right.  So, [inaudible] and it appears your students, they have to do a line 

structure.  And by the way, they have to deal with how those sentences connect up with one another.  So 

I'm going to suggest to you that inference doesn't only occur when we combine our schema with the text.  

It occurs that the surface level of the text.  Here are the words that are aggregating, the exact words, the 

syntax way.  Here she constructed the sentences and it's up to me to figure out the meaning of the words 

sometimes their context, right?  Oh, that makes a difference.  And also, to figure out how the ideas with 

innocence connect to one another and with other sentences.  We have to bridge the ideas at cost for any 

bridging inference.  And that's often occurred to use that something called the cohesive ties.  All right.  

True confessions.  You don't have to put your hand up, right?  Mind is up, I didn't know what a cohesive 

ties less probably to a gap six, seven years ago, and it really started getting into comprehension.  I didn't 

tell you I'm the class president of the International Dyslexia Association.  I was a decoding queen, right?  

And that's seven or eight years ago, a National LETRS trainer, I really started getting into comprehension.  

I have to think of we need to talk about it and find out, no, or a lot better, that probably had began, all 

right?  So, cohesive ties, these little words that the author will use to tie up ideas and use it in a sentence.  

A dog ran down the street, he was going home.  Who's he?  It's the dog, pronoun refers back to the dog, 

it's a cohesive ties.  It bridges means between sentences.  The dog ran down the street, the K-9 was in a 

hurry, who's the K-9?  Oh, it's the dog, it's the substitution of our synonym.  It bridges ideas within or 

between a sentence.  So cohesive ties, very important, we'll talk a bit more about it, okay.  So, that's 

working at surface level of text, and then of course we want to dive below the surface, we want them to 

go to the text because it offers an eligible [inaudible] face.  That we will connect up in bringing ideas.  And 

so that back to our knowledge schema, so integrate the schema.  By the way, your knowledge of text 

structure is also backing your knowledge.  When you come to the text, you don't say to yourself, oh, sorry, 



this is a novel, I better start looking for the character in the plot and the rising action and falling action, 

and all of that.  Uh-uh, that's part of your statement, it's part of your background, and hopefully it's 

automatic.  You see language comprehension skills should be fluent and automatic just as word 

recognition skills are. The more automatic your students are in terms of knowing meaning of words, 

knowing how to connect up sentences accessing that schema, the less they're going to take out in terms 

of the working manage anymore, the more proficient they'll be in terms of reading it.  So this is kind of a 

complex thing, right?  Yeah, ultimately, we're going to get to that coherent representation of text and that's 

a mental model.  So, what are we talking about here?  We started with skilled reading, all right?  We 

started with that simple view, we looked at Kate Cain's house, we said, "Oh, she says inference is really 

important in terms of comprehension." And then we just dug a little deeper in terms of reading 

comprehension, all right?  And how we might look at it, what's going on in the mind of the reader.  And so 

our researchers, those in the field, tell us truthfully this mental representation of text, this mental value 

that we want to get to.  Okay?  It includes textual information.  This is what the author gave me [inaudible] 

and associated background knowledge, what I'm bringing.  And all these must have been  this meaning 

relationships, semantic relationships.  So when I read that, do you know what I see in my mind?  I see all 

these in a whole networks that are waiting up and fire them together.  And as I [inaudible] reading, I see 

there's networks growing, [inaudible] why people knows what these little modules of information that are 

connecting up with one another.  And the work says, these relationships are identified by computers to be 

passive, and like you don't save yourself every time you come up to the text itself, but then activate your 

background knowledge, all right?  But it's there, you do it.  Just because you're sitting here right now and 

connecting to what you do based on the words and on delivery, and what you're seeing on the screen.  

What's happening automatically?  You didn't have to tell yourself to do it, right?  And it's not happening, it 

could be because this is kind of different than the way you thought about this before.  Or the strategic and 

inferential processes, and yes, we got the teacher with strategies.  But we have to be cognizant of why 

need some strategies.  We have to be cognizant of the fact, that how could you relay inference unless 

they have knowledge based to perform.  You can teach those strategies, took a [inaudible] home but boy, 

if you want to connect that for a lot surface of your text, no strategy will do that unless they got their back 

on knowledge if necessary.  Let's see.  So, your turn, okay.  Share a thought.  One thing I know about 

reading comprehension and inference, so I'll just talk for awhile, all right?  And I want you to partner up 

again and I want you to have some conversation about what I just said.  Skilled reading and a little bit 

comprehension connections to the inference, or whatever, some [inaudible] 

>> [indistinct chatter] 

>> Okay.  Let us connect [inaudible] to all of you, and some pieces of [inaudible] all right?  And hoping to 

create comprehensions as well.  So here's what I want to take you with that one, okay?  I want you to 

think a little bit about inference.  I'm going to ask you to do or think twice [inaudible] we ask you to take no 

more than limit in providing definitions of inference, your definition.  Okay, let's finish where we started to 

working with at the moment.  All right.  So, I'm going to talk about inference now from a different 



perspectives.  Just when you think about timing something, or just taking--if you really seen something if 

you really know it well, you know, it's a less structure, right?  You know, its part of speech, you know its 

definition, you know its synonyms, possible antonyms.  We also know connotation will do the definition, 

right?  So, we're going to put this inference theory in a sentence.  The sentence will begin with this 

definition, all right?  Had you read it in your mind for the answer, but it's hard to see anything, and 

because you're so close, you couldn't--I think I can almost see something at the bottom if I close 

[inaudible] so we could to talk about reading between the lines, and I guess it's something think that way 

about inference from that [inaudible] that's just fine.  We also might have thought about inference, not just 

from what you're reading, but what you hear or what you observed.  Because the reality is we begin to 

infer even at very early age, right?  This is some research that's been done with pre-school is to talk 

about developing interference with four to five year olds, in pre-school setting, all right?  So, this part is 

when we brings at home, 99% of what you see is not what [inaudible] it is what you infer about that room.  

Now, I'm not gonna go ask anyone to take any inference of that any of your colleagues that are here in 

the room with you, many of you have done that.  But at later reference of my own experience, until this 

year I was in airport just about two or three times each month and I have a lot of airports stories.  But 

they're not all true because I made up a lot of things about people as I sat in the airports and so 

everything.  So, we infer based on what we see around us, and we make connections, all right?  

Hopefully, our students are making true connections.  We can say that an inference actions requires the 

reader, but less of more the observer, all right?  To go beyond the information stated explicitly in the past.  

That's [inaudible] so in other words, go below the surface of the text.  You can take--the words and the 

syntax that the author uses, that's in the surface level of the text, right?  We can also go beyond that 

surface level by connecting that of our own ideas.  So, this is another grandchild, I'm sorry for justice.  

This is what all--he's a lot [inaudible] he's finishing fifth grade now.  But it says that [inaudible] with all that 

[inaudible] his favorite characters as well.  I did not tell you, right?  What type of world is or who the 

character is.  But you can use the clues from the picture.  The pictures are sometimes a very good 

sources particularly for the little ones, four and five year old.  Or you can use words that I provided for you 

as clues.  And you can combine your background knowledge and altogether, what's this favorite character 

everyone? 

>> [indistinct chatter] 

>> Absolutely right.  Okay.  So, that's connection now that we make.  So, these researches would say to 

our studies, it says identification of meaningful relations between the various course of text, right?  And to 

truly knows for the reader's background knowledge.  So, once you think anything about inference from the 

[inaudible] just read between the lines.  But also could be working right with the lines.  I'm not sure of the 

first part of this definition says, with the work of the surface level with the word, you have to figure how 

they connect with one another.  It's so called the bridging inferences.  Where cohesive ties seem to life, 

right?  We also can go below the surface of the text, and we will be [inaudible] background knowledge or 

schema.  Okay?  So, that's one line and I think you got it, and that's always happening in this [inaudible] 



some days about my text, and other days, I'm sure you got [inaudible] all right, okay.  A second [inaudible] 

thinking of your friends and what we should be taking here, and what we wrote, [inaudible] another way of 

thinking that inference would be as a critical cognitive of competences.  We already mentioned that while 

we were on terms of the research.  But to make that a little wall [inaudible] connections to it, we could 

simply say--I have my pencil, but I could pull them on, here we go.  We could simply say, how about the 

connections to the standers?  All right?  Again, not to mention product, product is important, a process, 

good process is what you call product, right?  But these are critical comments, these students are 

especially to be able to do [inaudible] we get our knowledge when dealing with your standers and you--

because of my experiences, but I have a very quickly pulled out, my grade is three, four, and five by 

which I totally, but these are expectations, these are competences for your students.  Make [inaudible] 

refer to the text to support responses and other ones to find the clues on the [inaudible] text cannot be 

understood, right?  Completely understood without contributions from the readers.  So, the [inaudible] 

right?  But the text, those will provide us with instructions.  We have to use the words that the author has 

provided us with.  That kind of use the [inaudible] challenge in return to build this understanding of text, 

provided by it, it depends on the [inaudible] on the readers ability to draw an inference.  So here again, 

we're taking that inferences, what a critical competence state.  Something that's necessary, allow the 

students to view in a professional manner.  Here's again another way talking about inference.  If I say 

your comprehension is all that integrate process, which means that I have to integrate ideas within and 

between sentences, all right?  And it's a constructive process of which I have to construct meaning, and 

then what I got to do is go back and consider how inference post a role.  Okay?  So, I'm kind of--when I 

talk about sentences, when I talk a lot of sentence comprehension, I find it [inaudible] let's just think about 

sentences for a moment.  All right?  Think about integrating ideas, at the surface level of the text.  Okay.  

They came right--it's about a sentence comprehension text says sentences that do work or meanings of 

the text.  And one by one, they add up to adjust.  So, that tells me, that my students have to be ethical to 

work with the words within sentences.  They have to understand what those idea units are with those 

sentences, they have to be able to connect on those ideas of units, both of the sentences that seated, 

and the sentences that come after.  Okay.  So, here's an example of that because it means integrative 

processes, " Nancy was walking up the steps, she tripped and fell, a friend and for help.  Who is she? 

>> Nancy. 

>> Nancy.  Who's her?  Who's her? 

>> Nancy. 

>> Nancy, all right?  It is her friend, but who is her stand for?  It stands for Nancy.  What does this author 

done?  This author had a pronoun reference or pronouns, to refer down to other words.  You know, I just 

don't use the same words over and over again, and try to make your sentences interesting.  You do too 

when you write, right?  When the reader comes to text, in order to understand, to integrate ideas, they 

have to understand that authors do that, but they use the little devices called cohesive ties.  This is one 



example of how inference calls to integration.  And it's above the integration.  Okay.  We also know that 

inference, okay?  Is a constructive process.  What's happening?  It means that not only do we have the 

bridge between sentences, all right?  We also have to go below the surface to the text base.  And in order 

to construct meaning, we have to use the word [inaudible] because we have to add something to it quite 

our [inaudible] knowledge, our was schema on particular how we [inaudible].  So, we talk about 

[inaudible] inferences here.  The one at the sentence level are bridging inferences, oh, that's kind of 

interesting.  There's different kinds of inferences?  All right, and then these are gut feeling.  Okay.  Let's 

go over to [inaudible] everyone, read this to yourself and get ready to answer the question what sort of 

animal is Sparky.  So, what sort of animals is Sparky?  What kind of animal is Sparky? 

>> It is large. 

>> Okay.  It is large.  What sort of animal do you think he was? 

>> A specific species. 

>> Yes, a specific species, you can have large too, right?  Thank you very much.  That be might better 

[inaudible] a question, yeah. 

>> [inaudible] 

>> Yeah, maybe a dog.  So, we're probably talking about the dog, right?  Probably about the dog.  And 

what's the evidence that we might be talking about a dog?  What could you pull out here that would allow 

[inaudible] that Sparky was a dog? 

>> Softy and furry. 

>> He's soft and furry, okay.  I know another animals that can be soft and furry, but that might be part of 

the clues.  Okay.  Anything else? 

>> [indistinct chatter] 

>> Oh, kennel, how awesome.  What kind of animal to be kennel more often enough we kennel? 

>> A dog. 

>> All right.  So, this is actually comes out of--and in form of--to see whether not students have what 

[inaudible] to their background knowledge.  I have to tell you that, what's happening here is you have to 

lose the clues and I have to go below the surface and connect up with your schema of what you know 

dogs are like, okay, yeah.  This what's interesting about two perspectives here, one, it helps us to think 

more about the definition of inference, but secondly, let's me just take a step to the side to say to you, this 

inference is kind of a tough one, isn't it?  Because you know, if you think about stand device assess us of 

reading comprehension, we don't have anything else specific to relate to inference, right?  We have all 

the measures, you know, you have your outcome measures to stay things measures.  We have to 



standardize the measures, [inaudible] definition.  But the now they use--those are global measures, they 

do not specifically tell us where students are having breakdown with difficulty.  And the rate [inaudible] 

comprehension can be very complex, they could be [inaudible] it could be with schema or background 

knowledge.  It could be with inferences, it could be with knowledge of text measure, all right?  And on and 

another for the interrelated, so what are the things that we hear and more and more about from the 

individuals in the scale is that maybe the answer to this, all right?  Is [inaudible] task, that more and more 

it's getting formal assessment, and think about yourself as you ask questions in students.  When you 

design your questions, very [inaudible] how your designing your questions in a very critical [inaudible] 

these different models of understanding.  Where about to embark on--you know, I'm asking [inaudible] 

these are very good [inaudible] and we recognize many of our students having a comprehension 

problems, there were recognition problems as well.  Right?  But we keep digging diagnostically what else 

can we do to help identify, and we're about to embark on a journey with Lisa Carroll who wrote a book 

called Reading Assessment, find a nice book for those of you who knows that you know letters, it's very 

much based on the language--the structure of language, language processes involved in comprehension.  

[inaudible] project whether to design classroom based assessment task that could tap in to these different 

language processes.  Yeah, so stay tuned.  We'll see what we come up with.   That's a next year project.  

So, I guess what I'm going to say to you is, you need to continue to collect these kind of information, like 

your students inform a lot and the kinds of questions you asked your students, I mean it's really 

[inaudible] not only in terms of assessment but also in terms of instruction.  One goes with the other.  

Okay.  Now, when do you think [inaudible] when you think about---when you think about inference 

[inaudible] you could also talk about your different types of inference.  And I just defined a couple for you, 

right?  I defined [inaudible] and I define bridging, right?  Well, here's a document you want to feel a little 

bit more digging, right?  This one has a great [inaudible] as well just a little bit affect the teaching of less 

skilled for reading the editor on this document is Kispal, K-I-S-P-A-L.  And I pulled on and it turns out, 

right, which summarizes the main categories again but it goes differently as of--in terms of types of 

inference but we should talk about the top two, coherence or intersentence would [inaudible] of 

measuring differences, right?  In which we're looking at how ideas enact within those sentences.  I use 

the term bridging.  The second category here is a [inaudible] gap filling.  I do use the term [inaudible] 

going, right?  And you acknowledge this in which you--which you have to bring forward your schema 

around a particular problem.  And I just want to talk about a little bit global, online, offline and so on.  So 

when you talk inference, this is not like one type of thing, right?  You have to think about multiple levels in 

terms of interests.  We also could talk about inference from the perspective of--oh, what about skilled 

readers?  Here's another perspective.  Okay.  First skilled readers are able to do it.  Well, one, you know, 

they wanted it to his or her own comprehension and there's a comparative inconsistency.  You're not 

going to be able to infer to that.  You have to have schema and you have to be able to infer in order to 

manage your own comprehension.  You can be at the surface level for [inaudible] right?  But in order to 

know whether or not something is making sense, that it connects up, right, you have to do [inaudible] 



skilled readers tend to pass parts of the text.  Oh, they [inaudible] with ideas all the time plus ideas 

[inaudible] they make these connections, right?  They also determine which syntactic relationship is 

supported by tasks and find the evidence.  And I refer it all to comprehension.  Here's Kispal.  See, in 

2008, that's the inductive inference.  Okay.  What about less skilled readers?  Oh, I suspect you all know 

some of these, right?  Well, here's a big aha.  They make fewer inferences than skilled readers, really?  

Really?  Okay.  But what's interesting about that statement is this.  Why do they make fewer inferences?  

Sometimes, they even have the background knowledge and they still make fewer inferences and that 

very last slide in this workshop address an experiment to a research study that moved out what can you 

do to scaffold pursuing to have that background analogy that's the [inaudible] inference.  Okay.  We also 

know abilities change so low knowledge after analogy is important by the way.  Uh-hmm.  And if I spend 

four days on that then--well boy, in addition to servicing it, it's your own habit.  You've got to build it.  

Okay.  All right.  Low skilled readers will just--or young readers will just make inference between adjacent 

process [inaudible] it's difficult to end and to continue to make and those inferences [inaudible] to text, 

overwriting text, right?  Fourth inferencing, last so I can do incorporate the general knowledge whether 

they have it or not to connect the sentences.  That's it.  That's what the bridging inference.  All right.  Well, 

it would answer questions set tackling to the knowledge base.  It meets you a lot--a lot of modeling, lots of 

modeling phrases and lots of [inaudible] So I don't want to leave this that saying that knowledge is critical, 

right?  This is not a workshop by background knowledge.  It's [inaudible].  But knowledge is critical for me 

and the question becomes what kind of knowledge.  Oh, my goodness.  But we have on this, do we?  Do 

we care about time machines?  No.  So it's not this kind of knowledge, okay?  Jimmy, can you tell me 

something about the [inaudible] 

>> No doctor. 

>> Funny, I didn't know that we have a new bunch of oncologists.  And that's not the kind of analogy 

we're talking about, okay?  We're talking about this.  So just take a moment and read this to yourself.  All 

right.  Okay.  So what we talked about so far, we talked about skilled reading which I've heard reading 

comprehension, we talked about connections to inference and we just finished talking about defining 

inference and I did it from multiple perspectives.  One, because when we know something well, you don't 

grasp well the definition, you know everything about that particular term.  Okay.  So here's the question, 

do you need to add anything to your definition before you're understanding of how inference contributes 

to comprehension.  Please go back to the definition that you wrote, you did everything right, and I want 

you to take no more than, again, one minute, sixty seconds to add anything [inaudible] something that is 

connected with, something that wasn't unharmed [inaudible] all right.  Finish up your writing all the words 

of your works [inaudible] turn around and talk to the person sitting behind you about your definitions of 

inferences.  You can talk to more than one person and [inaudible] even number of individuals.  If there's 

no one behind you then you can talk to the person sitting next to you, all right?  It shouldn't--all must turn 

and you guys [inaudible] 



>> [indistinct chatter] 

>> Yeah.  Okay.  All right.  This is a periodic pause.  Let's take a moment before I move to the one you're 

[inaudible] to do, all right?  Questions?  Who have questions?  Yes. 

>> What was the name of the person that--for the reading assessment that you mentioned? 

>> Melissa Farrall.  She had--the name of her book, it's F-A-R-R-A-L-L, Melissa and the name of the book 

is Reading Assessment. 

>> Thank you. 

>> I think its Public Books Publishing but I'm not positive, all right? 

>> Yeah. 

>> Any other questions? 

>> [inaudible] 

>> Yes. 

>> [inaudible] 

>> Yes.  Yes.  All right.  So I'm going to talk a little bit about how you might sample.  You know, it requires 

explicit instruction and it require--it requires engagement and strategies and activities and perhaps where 

I'm going including questioning so.  Okay.  So I have to take you to the--it's about--and it's just one side 

here about start early.  Okay.  It will help communication educators who happen--who's working with 

children in pre-school, and you're interested in what can you do in terms of inference generation in a little 

while.  So okay, this is your research--or you can always like email up us the last slide.  You can email it 

away and send you some information about the slide.  Talking to what justice look at inference 

generation, sorting comprehension and language skills in pre-school year and the connections as 

certainly, you know, a four-year old is not going to be able to infer a character of some internal motifs, all 

right.  But what they can do is they can work with the events within a story that add up to a resolution or 

accomplishing the goal, all right?  And that could be model, think about verticals and model for students 

through the use of [inaudible] so it is interesting to think about the fact that even our little ones can begin 

to infer, all right?  And we need to do thinking about that.  All right.  As we--as we think about instruction, I 

wanted to share this with you and those of you who have done letters with me or you've seen me to do 

extensions to letters using this framework, this is a framework for organizing comprehension instruction.  I 

don't want anyone to think that I'm saying you should pick up a workbook and just do increase activities, 

or you should pick up a workbook and just do vocabulary activities or you should pick up a workbook and 

just work with syntax, no.  This is connected to texts, right?  And within the small or whatever you think, 

what are the language skills and processes my kids need.  What are they bringing to the text and what 

does the text demand of them?  So in thinking about that, I continue to evolve this framework to 



organizing even the comprehension instructions.  It is not a lesson plan and it's not one day, all right?  It 

asks that teachers ask a series of questions as they prepare their text, right?  And it begins with what?  It 

begins with critical understanding subtexts, some of the big ideas that derive understandings.  So where I 

am currently at this particular school, the curriculum is into disciplinary and also arts based, those are two 

other things, all right?  So what students are reading, all right?  Not decode what the text now but they are 

reading for comprehension.  What are they are reading in science?  What are they are reading in terms of 

literature?  What are they doing in terms of history?  It's connected around what we call enduring 

understandings.  Big ideas that kids enact about to.  So for instance, in fourth grade, perseverance is one 

of the enduring understandings and they are reading different texts, informational texts, literature and 

different subject areas are practically effect your understanding.  So that's what that means, all right.  The 

purpose for reading the text to changes, understanding [inaudible] you know.  It could be that the focus is 

our inference on a particular data or might be on syntax or it might be on different models of questions.  

Well, we look at vocabulary.  You all teach kids context clues.  When you teach them context clues for 

determining the meaning of the word, you're teaching them how to infer the meaning of a word.  Inference 

is being used, right?  So inference is called running from vocabulary on down throughout this organizer 

[inaudible] use, I hope, interdependent on working strategies into the kids.  You teach some context 

clues, you teach them morphology, you teach them how to use the dictionary.  So how do they [inaudible] 

if you're asking kids to infer in it?  Because even when they know the what-ifs, all right, they have to infer 

that, all right, to get to the utmost precise meaning or the accuracy in the context which by the way, it only 

works about 25% of the time so be careful when you say you're using context clues in the begging of 

words, all right?  But context clues ask kids to infer.  When you move to a line of structures, phrases, 

pauses, sentence structures, connectives, this is what you teach probably sometimes.  This is where you 

get kids sneaking about how did they bridged those ideas within and between sentences.  All right.  

Sentence again, okay.  Ever [inaudible] a text structure?  Really?  Okay.  So now, we're going to do the 

gap filling thing when we tackle for schema, right?  And we even have to service it into our building, yes.  

Not 14 days work but enough that's sufficient so that they can get to the critical means within the text 

when we look the levels of understanding.  I have to think about what different questions I'm going to ask 

my kids and a lot for them to work with the vocabulary, the sentence level comprehension, the text level 

comprehension both literal and inferential.  So notice that that arrow is going up and down and it says 

before, during and after but this is not [inaudible] now, I'm not going to do that and then I do that.  It's 

thinking through care for like what strategies, what activities will I use to tap in to these different levels of 

understandings.  Okay.  So I have to give you a frame and if you want to tackle it, yes, you can just email 

me.  Okay.  All right.  I think that activities design our lessons with strategies and activities that get 

focused on these different levels of inferences put explicit instruction for modeling, right, and then some 

engagement in the strategies and activities that scaffold their understanding at what levels.  First of all, 

once expressed in the text of the surface level, meaning the words in the sentences and then secondly, 

wants to express in terms of the ideas within the text in their own ideas.  So what's very, very purposeful 



about, you know, how to go about in finding the instruction and what would you focus on, now, what are 

the strategies and activities?  Well, they have to be at the word level work which I said that.  It have to be 

at the text based and by the way, we kind of have to do something about the activation of prior knowledge 

because even when our kids have the knowledge, what kind of [inaudible] to surface at.  So our question, 

whether the questions or they are graphic organizers or they are think abouts, they have to be a model for 

them and give them an opportunity to practice.  So over here, from letters module six, what do we know 

so far about inference?  What do we do know about the activities and strategies?  Well, questions, 

questions, questions.  The most powerful strategies models all contained what?  Questioning.  Big 

surprise.  So thinking about, can I ask questions about vocabulary, can I ask questions about how those 

sentence ideas bridge, can I ask questions about, you know, schema that's involved more than two, can I 

scaffold this the other way that students--can I make it obvious, can I bring it right into the open for them?  

Now, I do know that you're thinking about [inaudible] sliding the text.  Can I do it through concept maps?  

Can I draw it through mental imagery?  Please do let me know at this point in time are affective.  So let's 

engage now in two different activities but I want to connect on that and remember I said comprehension is 

an integrated process, right?  And so we're working in a sentence level, right?  And if I go back to thinking 

about the reader, I want you thinking about working about vocabulary and then I want you to think about 

sentences.  I want to help kids integrate of ideas but that's the level that I'm working in terms of inferences 

called bridging.  Okay.  So when I [inaudible] about vocabulary words, okay, I can surface some 

examples and I can begin to have some conversation without how to teach kids to use context clues.  So 

it's not enough and you will know it and you just say, we're going to use context clues to figure out the 

meaning of this work.  No, well, we have to use text that actually contains context clues and then two, we 

have to be thinking about what do we mean by that?  So everyone read the student speaking time three 

fact sentence and then think about the meaning of the word prosperity and how you know what it means.  

Everyone do that.  So what does prosperity mean?  Someone in the group put their hand up, would really 

be brave here or I'll call on somebody.  And you 

>> Wealth or success. 

>> Yeah.  Okay.  Is there a word here that you actually could use that actually does have a definitional 

word? 

>> [Inaudible] 

>> That's exactly right.  So you remember the context clues [inaudible] gave you the definition.  Prosperity 

to be very rich, now, of course, you could elaborate on that but that's the clue that I find.  Okay.  

Everybody read [inaudible] and then let's see if you can tell me what a stethoscope is.  [inaudible]  Now, 

what's a stethoscope? 

>> It's a device for the ears.  Okay.  Well [inaudible] to my ears and then use the flat end to listen. 

>> Uh-huh.  And what am I listening to? 



>> Heartbeat. 

>> All right.  So this gives me so some clue like it's a flat end, all right, it's a doctor.  So it's something a 

doctor uses.  All right.  And they're using it to listen to the chest, what's in the chest or heart.  So here the 

clue word is not--it's like its obvious, I have to relay them to one another and I have to directly pull from 

what?  I have to pull it from my schema or my background knowledge, my own visit to the doctor.  So 

context clues work in different ways.  Sometimes, they'll be synonyms, all right.  Sometimes, it will be 

antonyms.  Sometimes, they'll actually give you the definitions.  Sometimes, it's based on your own 

experience.  You need to think that through if you're going to ask your kids to infer meanings.  So you 

have to be prepared, you know, to directly, explicitly model that for them, teach them how to do that and 

then give them sufficient examples that they become more capable of it.  So you have this printout, okay.  

Let's open out your handouts, the handouts that you received today.  All right.  Looking up on the 7th 

page, something called [inaudible] wonderland.  Well, this is from reworks.  You can [inaudible] reworks.  

Yeah.  Okay.  And you guys need to flip to additional reading passages, exactly down a little bit 

[inaudible] and have some really nice comprehensives that you could even, you know, example even 

further up to your students.  Okay.  So I want to be able to define a volcano based on this particular 

passage.  My students know about a volcano.  I'm going to have a conversation with them before I will 

begin [inaudible] with them and I'm going to have them looking for clues, all right, in terms of what a 

volcano is.  How this author defines this.  So everyone read and then we'll gather a definition.  Are we 

good?  So, you know, a definition, kind of a typical definition, usually, it begins with a category.  So, 

what's the category that the volcano could fall into here is the word that is used to describe the volcano is.  

A volcano is a--everybody? 

>> Mountain. 

>> Yeah.  You like oral response, right?  You can kind of switch on them just in case.  All right.  So, a 

volcano is a mountain.  So we've got a category but now, what we're going to do is we can elaborate 

[inaudible] some other data's.  What are some other clues of what a volcano is and if that definition 

usually has a lot of category, and then features or characteristics.  So what are some of the 

characteristics of this particular volcano?  Which one that you found? 

>> [inaudible] 

>> Go for it.  Right here.  It's underwater.  Oh, so I guess volcano can be underwater, right?  What's 

another one that you found? 

>> Made of rock. 

>> Oh, it's made out of rock.  Okay, wow.  The author gave us lots of clues here.  What's another one that 

we found?  It's large.  Volcano is large.  Anything else?  Anything else that you found?  Yeah. 

>> Inactive. 



>> They can be inactive.  So now, it's like a large mountain, all right.  It can be inactive.  They're made out 

of rock.  They can be found under the sea.  And also, doesn't have to say that they have a hole?  They 

have a hole.  Wow, look at this nice definition that I've come up with just by using the clues that the author 

gave me.  All right.  So let's think about when we--when we think about these [inaudible] moment, think 

about kind of bridging for students.  Let's start with words but I really want to go from here.  So let me just 

talk for a moment.  Reading can also provide instances to acquire highly consolidate vocabulary 

knowledge inference from context.  And then down below, here are all the different ways that context 

might help us.  The definitions, here are some of examples, explanation, experience, knowledge of the 

subject.  Okay.  Only [inaudible] if you ask.  So coming from the activate levels of language processing 

and I want to talk about cohesive ties, all right.  And I promised that I wouldn't ask you to tell me what 

cohesive ties are with my [inaudible] and here's the definition.  The author used semantic and syntactic 

devices.  So meaning, they skip boundaries.  To guide readers to show how parts of a composition text 

relate to one another to assist the reader in bridging and integrate information through in and between 

sentences.  These are three examples of cohesive ties.  So if I'm teaching my students about cohesive 

ties and there's more than restrain, these are three common ones, all right.  I need to directly, explicitly 

teach them what I'm talking about.  So what I'm talking about from the reference, I'm talking about a 

pronoun, all right.  And I know that kids know this.  That stand into--stand in for or refer to a noun, all right.  

So in one sentence, somewhat it has a noun, all right.  And a preceding or successive sentence, I'll have 

the pronoun.  That the pronoun will refer back to the noun.  Okay.  So that's a pronoun reference. Now, I 

happen to have it in the line because I think it's like directly, explicitly include the students, a model for 

them.  And based on examples, I'm also going to teach them the coding system.  Now, the coding system 

is up to you [inaudible] okay, and just the point of being consistent.  So as I'm working with my text, all 

right, I might be putting--using an [inaudible] or whatever.  Now, I would be underlining a copy of my text 

and I'll be underlining my pronoun reference.  Okay.  I also have to tell them what substitutions and 

synonyms are.  Right now, we work with synonyms, right?  Let's say, you know [inaudible] similar 

meanings, substitution are the same as similar meaning but usually, it's more than one word.  So, 

substitution is going to be a phrase, a group of words.  Okay.  I'd like to talk a little bit of that.  And in this 

case, I'm going to use arrows, all right?  Between--well, the [inaudible] is I'm focused on because I'll have 

to tell the student that I'm focused on this.  Not just say "Can you find a substitution synonym?  What does 

this group of words or what does this word mean in terms of this word and this sentence?"  Well, it needs 

explicit data.  Okay.  And then conjunctions are just [inaudible] box.  Okay.  So what we'll going to do, the 

first representatives and I wanted to give you a context, all right?  Sentences I'm going to have you work 

with.  It's in your handout two by the way.  All right.  And I'm going to use the--around the back of the first 

page.  Okay.  So this part represents the time.  So I'm not--I'm not working with [inaudible] right?  And this 

is urgent [inaudible] Okay.  And if you quickly reset a few cells then we'll get the context for this.  Okay.  

The problem is you have to get your--and if you're familiar with Jimmy [inaudible] you're making 

connections as you're being in this.  So you get a sense of what this article is about.  Okay.  So I pulled a 



few sentences out.  Here's the sentences I pulled out and notice that like under--that underline--that I 

highlighted in red in the first sentence, the word reworks and the second sentence, non-violent 

demonstrations.  And then the third sentence is [inaudible] and I want you to partner up.  You could 

choose anyone of the sentences.  And I want you to see if you're doing fine either a pronoun reference 

and or a substitution with the underlined words.  So partner up, seat with a partner, pick one sentence, 

you don't have to do all three.  And find the pronoun reference or a substitution. 

>> [indistinct chatter] 

>> All right.  Let's take a look.  So if your answer this number one, you have two pronoun reference in 

sentence number one, you have itself which refers to Walberg's and you have one which refers the 

Walberg's.  What is the pronoun?  Okay.  Holds to know more grammar, right?  If you need a grammar, 

you do--Nitty Gritty Grammar is a great book.  Okay.  Nitty Gritty Grammar.  Nitty Gritty Grammar.  All 

right.  So you get itself and you got one but notice, in addition to underline knows to, I also have an arrow 

because Walberg's is also one of flagship [inaudible] this particular one, yes.  Yeah.  So as students read 

from one sentence to another, you know, you are not going to do that.  If you are a natural in terms of this 

bridging inconsistencies, your kids aren't necessarily are on an act for this.  And if you assumed they do 

that, like, you know, Archie says, you commit a suicide, right?  Right.  All right.  And when is 

comprehension breakdown, right at the sentence level then or you can get it right in the sentence level, all 

right.  Never mind the text level.  Okay.  In the second one, you got nonviolent demonstrations.  And what 

is reference to that in the second sentence is sins.  Yeah, those sins were the nonviolent demonstrations.  

In fact, those--this particular incident or event, we call it an event, was the first sinners.  It was the 

beginning of the sins.  And then the third one, you got sin in again, all right, pivotal event.  What was the 

pivotal event?  It was that sin that has started this movement.  We also have one again.  So it might be--it 

might be that you choose to do a mini lesson on this, all right.  And then students are working through 

text, do have encoding.  And I think teachers do that right now but--right.  And usually, I'm don't think 

about this as inference but it is a type of inference, all right.  It's bridging that's helping the work through 

the ideas.  Now, we want to go further, we could box up the conjunctions and just a side note about 

conjunctions, they carry meanings, all right.  We have different types of conjunctions, they connect up 

meaning.  If you're in complex sentences, they convey how one pause--actually, this is subordinate for to 

the other, what the relationship is, whether it's time, whether it's conditionality, whether it's adversative 

and so on.  So that's a whole lot of workshop in terms of conjunctions.  Okay.  All right.  So we did the 

integrated piece.  Let's now move over to constructive piece in terms of what's the teacher do them, 

okay?  And then we're talking about now working below the surface, thinking of words with connecting up 

with schema.  Okay.  So what becomes critical fear, and by the way, I just want you to know that these 

arrows sort of a way in terms of language processing, it's not that I do this when I do this, when I do this, 

right?  It's kind of a [inaudible] process.  But here, we have into that background knowledge, that schema 

that's required, right?  Well, we want kids to use the clues that the author has provided but connect up or 

relate the ideas to their own.  Practically, to long term memory, right?  And bring it out what's in the 



memory table.  We hope you're [inaudible] so much on the table because if it is, they'll fall right on.  This 

is why we have to become more automatically fluent in terms of vocabulary or into the background 

knowledge, understanding how the sentences work and so on.  Okay.  All right.  So, Caleb and Caroline 

were [inaudible] they play and build sand castles, do some crafts and [inaudible] where are Caleb and 

Caroline, and how do I know?  Where are they, everybody? 

>> In the beach. 

>> They're at the beach.  Okay.  How do I know?  I saw sand castles, lots of crafts.  And I saw kites and I 

have schema about beaches.  So I reached into my long term memory, I pulled back that information, I 

connected up with the words that the author provided with.  Okay.  So read this one to yourself.  Pay 

attention to finding the big clue.  I underlined it, right?  And get ready to answer the question why did John 

play to the sand and why [inaudible] into the lake.  I told you just clue the sentence.  So the clue of the 

sentence, John had never been swimming before.  What do you connect that up with in terms of why did 

John was planning on swimming and why it changes for him, like what do you think? 

>> Can't swim. 

>> He can't swim. 

>> He can't swim.  he doesn't know how to swim.  So somewhere, I'm connecting up with this idea, I've 

never been swimming.  Oh, come on.  Look at the opportunities.  Let's assume in the context with the 

story.  This is a kiddo who's had an opportunity.  Why wouldn't he go swimming and continue to play with 

his cousins?  All right.  Because he doesn't know how to swim.  All right.  So as a teacher, all right, we 

need to be searching for clues and their connections.  So, you know, we're preparing our text so we've 

got to have good eye here.  Making a conclusive [inaudible] engaging inactivity through a search guided 

by their teacher.  You have been modeled that kind of search to begin with, all right?  So it's conclusion.  

Find the clues, show the evidence, make connections with the other.  It's over and over again we say, 

"Where's the evidence?" 

>> Yes. 

>> All right.  Be a detective, post reading.  All those terms really like connect to this, all right?  And how 

can teachers do this?  I think one of the ways they do this is through direct questioning, all right?  So you 

need to frame your questions.  Here's some suggestion for framing questions.  Which word are we--or 

words or sentences that has been solved.  Which words or sentences from this selections shows, all 

right?  Which conclusion that's supported by a phrase so you could get from the phrase from this 

particular paragraph.  So structuring this in a way, having the language that allows them to unlock through 

questions, another way to unlock the graphical connections the students are asking for.  For collecting 

evidence, you know, to oppose the question, and then you ask students to collect the evidence in one, or 

two, or three, or four, depending upon what the text goes up so what might that look like in the context of 



the text.  Well, anyone here use seeds of science?  Seeds of science is a science test for the lower 

grades that is based in what we know about literacy.  It's--was developed by Elfrieda Hiebert, H-I-E-B-E-

R-T at Stanford.  Some of you would probably know her name because she's done a lot of research in the 

area of vocabulary.  Okay.  So we do seeds of science.  Let's go and turn on the app.  And so teaching 

about how sciences make inferences with science, you can't see from seeds of science with [inaudible] so 

what question is the scientist asking out and what did I am so [inaudible] so this is constructed for the 

teachers to use with students.  What evidence does the scientist use?  And this is again from their 

reading.  To answer that question, I will look for evidence.  Maybe the fossils of dinosaur graphic, why?  

All right.  Because I can tell from that that was a T-Rex at a smaller kind with fresh bones as an [indistinct] 

so structuring for students as they leap or another way to think about this.  I like this one on the right.  It 

says, "I say.  And so."  Will you want to use similar to this? 

>> Uh-hmm. 

>> Yeah.  You might use your own words, right?  So here's the question.  Okay.  You start a question.  

And it says--what does the text says?  The text said this about that?  Okay.  What do I say?  In other 

words, what do I know?  All right.  So let's start this, what my connections are in terms of my ideas.  And 

so I make a reference.  I draw a conclusion.  And I conclude that we can use those terms, I can teach 

[inaudible] of that.  So that's yet another way to structure this up with the graphic of looking answers.  So 

these are different organizers that you can be used as instruction.  And, you know, I want to show you an 

example of that then.  We all look at this, right?  You write the sentences.  Take a moment to read it 

again.  This is the introduction.  So what you're looking at is a surface code exactly what the author 

provided me with.  But I want to go to the text base.  I want to go underneath.  And I want to make an 

inference here, right?  So now, I'm talking about using cohesive ties right now.  I'm talking about gut 

feeling inferences.  And so I could structure this way.  My question, why did they sound then do this to 

that question mark?  It says this about what they did, okay?  I know this about this particular topic for 

action.  So I think this is why they did it.  And if I were filling this in, it says the exact amount of stools that 

up until then have been exclusively, you know, reserved for white customers.  Oh, how do I know about 

that?  I know there were general [inaudible] offs.  It's segregation.  We could drink at the same water 

fountains.  We could sit on the seat--in the same section.  I know that.  So what do I think about why they 

did this?  I think they were angry.  I think they were protesting.  And in fact, that's a fact about what they 

were doing.  So thinking through, all right, how we can scaffold for students through questioning, through 

modeling, through think abouts and technically, through graphical dimensions.  Now, in the last couple of 

minutes, I just want to share with you our recent research setting that looked at these two have in 

knowledge based but they weren't using their knowledge base.  And so the researchers talk about that 

knowledge is necessary but it's not sufficient because if you don't activate that existing background 

knowledge, that can cause poor comprehension, right?  So you have to teach kids how to use their 

background knowledge schema.  So this is the article, all right?  And it did--it was published in Scientific 

Studies of Reading.  And those of you who know me--know about--I always say this is supposed to put 



[inaudible].  They continue to read it because I think it's so, so valuable to journal.  But it's hard to read, 

right?  And I ask questions like, "Well, what if kids have background knowledge?  What if they don't have 

the knowledge?  Well, how about if they have the knowledge and they don't use it?"  And what they did 

was they designed a study specifically, all right, focused on this gut feeling inferences.  You got the 

knowledge.  You have to go below the surface of the text, right?  And then what the 16 6th grade classes 

joining 36 kids, why they choose 6th grade, because it gets really difficult then?  All right.  Lots of 

inferences are required for expository text more than the narrative text, okay?  All right.  They use 

passages that they created.  They train kids in eight thirty-minute sessions using graphic models and 

inference demanding questions.  So here's that combination again of the graphic organizer and the 

model.  Okay.  Now, here's an example of the text, okay?  So just read through the text on the left-hand 

side.  Okay?  So they use text similar to that [inaudible] materials.  They have comprehension question 

prepared and they created graphic organizers.  Initially, they were filled in for the students.  And 

eventually what they did with scaffold and remove, all right, for the students.  So the one based on what 

you just read look like this, filled in, right?  The question was why did it become necessary to regulate 

fishing?  That was the question.  Okay.  And what they filled in was, "Fishing boats became usually more 

efficient."  Here's the clue of the evidence.  It became necessary to regulate fishing so you're somehow in 

[inaudible].  Why did it become necessary?  Because there's a limited amount of fish, right?  So we have 

some direct explicit teaching.  We have some modeling.  We have some scaffolding.  Okay.  Let's take 

another one if you're okay with it.  Everyone read this and your question is, "Why am I cannot hear a 

grasshopper when I get older?"  That's your question.  Everyone read it. 

>> [indistinct chatter] 

>> Are we good?  Okay.  So I have scaffolding for you, okay?  So I held out reading with sense of hearing 

in order to hear the song.  We might not hear the grasshopper when you get older.  Why am I do not hear 

the grasshopper when you get older?  What's the answer?  What happens to you--as you get older, what 

happens to your hearing? 

>> It diminishes. 

>> It often times will diminish.  And that's the answer, okay?  So they had wonderful results actually with 

this training with this group of students.  So it holds a promise I think for the future.  But what it shows us 

overall is that when you think of inferencing, you have to have set of strategies, set of activities, all right?  

You also have to be very clear on what your focus or purpose is.  You know, or what level of text are you 

working at?  Are you working at the surface level of bridging in things?  You're working at the text based 

for gut feeling, all right?  And what can your students do or not and how do you design the [inaudible] so 

here is the [inaudible] for today.  What do we know about skilled reading?  All right.  I know you all seem 

to know in great deal.  I hope you're reading this just a little bit more.  What is inference and how does it 

contributes your reading proficiency?  Maybe a heightened awareness of the importance of inference, 

right?  And they found a research and then what does the teacher do.  Now, let me tell you--I mean, we 



could talk t all day about this but this is just kind of a glimpse and then hopefully, it will set you off 

[inaudible] investigation.  So continue that [inaudible] for inferences that you can make in [inaudible] 

workshop there, I have my contact information.  And thank you so much for joining us today. 


