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There is no more crucialor basic skill in all of education than reading.

A "Fond Farewell" to Yolanda Mihalko
As someone who deals in words and terms on a daily basis in writing,
editing, teaching, and researching, I am often struck by phrases and terms
that are incongruous and "fond farewell" is one such phrase. There is
nothing fond in having an editorial assistant as capable and talented as
Yolanda leave. But this is a fond wish for a happy ever after in her move
"home" to San Antonio. Yolanda and her husband are retiring and
moving to sunny San Antonio, and while the staff of Reading Horizons
wishes nothing but a "fond farewell," we are only fond of Yolanda, not
her leaving. She has been the backbone, voice of reason, task-master,
friendly voice to harried authors and clients involved with Reading
Horizons. So this phrase "fond farewell," albeit an oxymoron, is wished
for Yolanda Mihalko, the world's greatest editorial assistant.
She will be missed!
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Engaging Children with Useful Words:
Vocabulary Instruction in a Third Grade Classroom

Lynn Cohen
Long Island University, C.W. Post
Katherine Byrnes
Great Neck Public Schools

This action research project investigated 2 different instructional
procedures used for third grade students' vocabulary acquisition. We
researched read-aloud trade books containing targeted vocabulary
words with daily direct word learning strategies and compared that to a
traditionaldefinitional approach with 12 bilingual and 4 monolingual
children. Instruction was limited to 6 words each week for 4 consecutive
weeks. Findings suggested that children used more targeted words in
oral and written communications when provided literature and word
learning strategies.
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The purpose of this article is to describe an action research study
conducted by a classroom teacher and a university professor. The
classroom teacher was struggling with her use of weekly vocabulary
packets while the university professor wanted to put theory to classroom
practice. For several semesters the university professor had taught
graduate preservice literacy students using Beck and McKeown's (2003)
vocabulary techniques. For these reasons we decided to conduct an
action research project.
Action research is defined as a systematic, reflective, collaborative
process that examines school environments for the purpose of planning,
implementing, and evaluating change (Mills, 2007). Good action
research integrates theory, practice, and meaningful, concurrent
application of results. Action research is an approach to professional
development conducted by teachers as they systematically reflect upon
their work and make changes in their practice.
On a daily basis, classroom teachers face questions that puzzle and
concern them with regard to their interactions with children. It is
sometimes difficult for teachers to change when those who promote
change are not involved in the day-to-day teaching and learning of
elementary students or when an innovation has been imposed from the
"top down." Schools of education are filled with professors eager to
apply their college textbook knowledge or research design and analysis
skills to problems and questions that they consider to be important. The
goal of this collaborative study was to explore vocabulary instruction to
inform pedagogical knowledge, seek answers to questions regarding
classroom curriculum, and improve methods courses at the preservice
level.
This article shares the collaborative effort between a reflective
teacher researcher and a university professor seeking to answer the
question: What is the best method of teaching vocabulary to third grade
students? We compared the instructional techniques of two conditions
on third grade vocabulary acquisition. All of the children in this study
were reading on grade level, although some received support services
three times a week to maintain grade level expectancies. One approach
used authentic read aloud literature containing target vocabulary (Beck &
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McKeown, 2003), as well as teaching word learning strategies. Using
this approach children are taught tier two vocabulary words (Beck &
McKeown, 2003). Our children were taught vocabulary words connected
to their everyday lives, as well as words and concepts they already knew.
The second instructional method was a traditional approach which
provided the same vocabulary words with a definitional approach with
daily worksheets. The traditional form of instruction for vocabulary,
having students look up dictionary definitions, is used in many schools
with little evidence to support effectiveness. More specifically, we
compared Beck & McKeown's (2003) text talk approach and directed
word learning strategies with a definitional approach.
This study is informed by action research and guided by the
following inquiry questions: Which instructional procedures for
vocabulary acquisition support children's use of literacy? Do
instructional strategies for teaching vocabulary differ in supporting third
grade children in using vocabulary in oral and written communication?
Research on Vocabulary Instruction
The National Reading Panel (NRP) compiled a report (National
Institute of Child Health and Human Development, 2000) identifying and
analyzing vocabulary as one of five prominent components of the
reading process. Vocabulary can be defined as the words we must
communicate effectively (Armbruster, Lehr, & Osbom, 2001).
Vocabulary is developed when a child begins to talk, usually between the
ages of 1 to 2-years old. There is a relationship between children's
language development and literacy achievement in school. To help
determine the best instructional program for our third grade children and
ensure that they develop the vocabulary knowledge crucial to reading
comprehension and perform well on standardized tests, we reviewed the
following three approaches to vocabulary instruction: (a) definitional, (b)
contextual, and (c) direct vocabulary learning.
Definitionalvocabulary instruction
Traditional vocabulary instruction relies heavily on definitions.
Typically, children are given a list of words; they copy the definition
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from a dictionary, and write sentences for each word based on the
information in the definitions. Although dictionary definitions are used
as an instructional tool for vocabulary instruction, there is little research
about what makes defimitions more or less an effective instructional
method for teaching children vocabulary. Some studies (McKeown,
1993; Scott & Nagy, 1997) have documented the limitations of
defiritions and difficulties in using them. In McKeown's (1993) research
with fifth grade children, dictionary definitions were used, and students
were asked to generate sentences using the definitions. The results
indicated the difficulty children have generating sentences from
definitions. Scott and Nagy's (1997) experimental study with fourth and
sixth grade students was consistent with McKeown's (1993) research.
Students could not provide appropriate words from the definitions when
they tried to decide whether or not the defined words were properly used
in sentences.
Given what the literature says about the limitations of a definitional
approach and knowing weekly packets with content area vocabulary
words were used to teach vocabulary, we questioned whether this was
an effective method. Is a traditional defmitional approach of looking
words up in a dictionary and creating sentences an effective approach to
vocabulary instruction?
Contextual vocabulary knowledge
The second type of vocabulary knowledge, contextual, assumes that
children will expand their vocabularies as a result of reading many books
or having adults read aloud in school or home. With this type of
instruction, new words are learned as children learn to read "from the
context." Fourth grade students who listened to 2 stories read by the
teacher along with a brief explanation of targeted vocabulary words
learned significantly more new words and had better recall of the words
6 weeks later than students who did not receive an explanation (Brett,
Rothlein, & Hurley, 1996). Elley (1989) conducted two experiments with
reading stories aloud with first and second grade students. In the first
experiment, when a pre-test was administered, the children knew an
average of 9 of the 20 words in the story. A week later, the story was
read three times, in 3-or 4-day intervals. No explanation was given, and
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there was no discussion of the story. The children now knew 12 of the
20 words or a gain of 3 words over a week. When comparing the ability
levels of children, Elley noted that gains were similar for all ability
groups at 3 words, except for the lowest group, which gained 4 words
over a week of reading. In a second study with second grade students,
the importance of explanations and choice of stories were also reported
(Elley, 1989).
Studies also show that prior exposure with informal teaching of
vocabulary words can result in greater leaming when reading passages
and better readers can profit more from context than less skilled readers
(Jenkins, Stemi, & Wysocki, 1984; McKeown, 1985). In our inquiry,
students were all reading on grade level, with 5 receiving additional
support to maintain grade level expectancies.
Word leaming may be more difficult for English Language
Learners. Carlo et al. (2004) reported that relying on contextual
vocabulary learning is even more problematic for English Language
Learners than for English-only students because ELLs are less able to
use context to acquire meaning of unfamiliar vocabulary words. Also, the
words in text are sometimes unknown to them or they lack the command
of English grammar to integrate all cueing systems to figure word
meaning (p. 191).
The research does show that children have a fair chance of learning
unknown words by reading text or having adults read aloud. Natural
reading has the potential to make a contribution to vocabulary growth,
particularly if adult scaffolding is provided. This leads to the last type of
vocabulary knowledge, direct vocabulary learning.
Direct vocabulary learning
Direct, explicit instruction of vocabulary with continued support by
the teacher is particularly important for struggling readers (Biemiller,
2003). Students need guidance in making associations and
accommodations to their experiences. Armbruster, et al. (2001) say direct
instruction helps students learn "words that represent complex concepts
that are not part of the students' everyday experiences" (p. 36). The

276

Reading Horizons Journal,2007, 47, (4)

authors reported two ways vocabulary can be taught directly and
explicitly: (a) providing students with specific word instruction, and (b)
teaching students word-learning strategies.
From the literature, we know the following:

"* there are limitations with definitional vocabulary knowledge;
"* students learn vocabulary from reading text or listening to adults
read aloud;

"* there is variability in contextual vocabulary learning for ability
groups and English Language Learners; and

"* some vocabulary must be taught directly.
Using this information, we conducted the present study for ten weeks to
extend the literature through a study of vocabulary acquisition under
practical conditions in a third grade classroom. We wanted to provide our
third grade students with instruction that would help them generate
sentences using vocabulary words as well as use new words in writing. If
our children had opportunities to learn useful words in the context of
literature would they use these words in conversations with friends?
Write stories about personal experiences with targeted vocabulary
words? We weren't sure our children were using vocabulary words
taught from worksheet packets so we began this classroom investigation.
For clarity in reading we have italicized names of both groups in this
study (e.g. story with instruction group and traditionalgroup).
Method
Participants
Sixteen third grade students, 6 girls and 10 boys, participated in our
action research. Noteworthy, the children in our study were all reading
on grade level, ranging from 3.1 to 3.2. Five children were receiving
instructional support to maintain grade level reading. This was important
for our action research because children who enter fourth grade with
significant vocabulary deficits show increasing problems with reading
comprehension, even if they are able to recognize and decode words
successfully (Biemiller, 1999, 2001). This is also true for children who
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may speak a language other than English (Carlo, et al. 2004). In this
study, all children were bilingual except for 4 monolingual participants,
and they were equally distributed between the story with instruction
group and traditionalgroup. In addition to English, languages spoken
were Spanish, Farsi, Hebrew, Korean, and Mandarin. We were interested
to learn if our bilingual children in the story with instruction group
would have a better command of English grammar to use vocabulary
words correctly in a sentence on post-tests than our bilingual children in
the traditionalgroup. Differences in the use of words in the context of
writing stories were also important.
Materials
The books selected for the study were Thank you, Mr. Falker
(Polacco, 1998), The Name Jar (Choi, 2003), Mailing May (Tunnell,
2000), and Mirette On The High Wire (McCully, 1997). These books had
not been read to the children during this academic year. Tier two
vocabulary words were selected from each trade book. (See Table 1).
Beck, McKeown, and Kucan (2002) describe a three-tiered system for
teaching words. The first tier consists of words that are high-frequency
words or basic sight words. These are words that do not require much
instruction. The second tier words are vocabulary words that frequently
occur in a wide variety of texts. These are words children use in
everyday conversations and are rarely taught through direct instruction.
The last tier consists of words that are frequently used in the content
areas of social studies or science. Students need to understand these
words in order to learn more about the subject matter, but will not use
them often in their everyday language. For this study, 6 tier two
vocabulary words were taken from each of the pieces of literature. The
same words were taught to both story with instruction and traditional
groups.
Data Sources
To see which instructional approach was an effective method for
teaching vocabulary, data were triangulated among different data sources
to enhance the accuracy of the study. We assessed weekly vocabulary
words using audio-taped pre-tests and post-tests. Six weeks later a
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delayed post-test was administered on the words to measure retention.
All lessons and student conversations were audio-taped. In addition, we
had students write weekly stories using the 6 targeted vocabulary words.
Table 1
Trade Books and Vocabulary Words

Trade book

Week 1

Week 2

Week 3

Week 4

Thank you
Mr. Falker,
Polacco
(1998)

The Name
Jar,Choi
(2003)

Mailing
May, Rand
(1997)

Mirette on

cunning
torture
announced
longed
elegant
discovered

pouch
pronounced
identity
graceful
gleamed
carved

sigh
bundle
commence
flabbergasted
permissible
scrambled

Devour
Hesitate
Intense
Astonish
Stray
reclined

the High
Wire,
McCully
(1992)

Vocabulalry
words

Procedures
In this ten week study, the instructional approaches between the two
groups differed. The first group, known as the story with instruction
group, was read a trade book throughout the week, given time for student
discussion, and three days of direct word learning strategies each week.
The second group, known as the traditionalgroup, did not participate in
the read aloud and was given daily worksheets to complete four days
each week. They had opportunities to socially interact and work with
partners to complete the weekly packets.
The two groups of children were given daily vocabulary instruction
(See Table 2). All instruction was conducted by the classroom teacher. In
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addition to daily discussion of the weekly trade book, the story with
instruction group was given different direct word learning strategies.
Stahl and Fairbanks (1986) researched thirty different vocabulary studies
and found that successful instruction included not only definitions but
also words taught in context. Therefore on the first day we shared the
targeted vocabulary words in context by having a discussion about the
words as they were encountered in the story. As each word was
introduced, we wrote the word and definition on chart paper so the
children could see the words as we discussed them. In contrast, the
traditionalgroup did not read or discuss the weekly trade book. Children
worked with packets and we taught and assigned tasks. Each day the
traditionalgroup was given direct, explicit instruction for the worksheet
task. On the first page of the packet the children wrote a dictionary
definition for targeted words.
Table 2
Weekly Plan for Vocabulary Instruction
Story with instruction

Traditional

Day
1

Introduce and discuss
read-aloud
Define target vocabulary
words

Write a definition for target
vocabulary words

Day
2

Recall words through
student-talk
Reread story
Web words

Write words and definitions on index card

Day
3

Reread story
Vocabulary four-square

Write words in sentences

Day
4

Reread story
Choose correct synonym

Worksheet with cloze and matching
exercises for target words
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On day 2, before repeating the reading of the weekly trade book, we
allowed the story with instruction children to talk about the words from
the previous day's lesson. After reading the trade book, they
independently supplied 4 definitions by webbing each targeted word. The
traditionalgroup wrote the word and definition on an index card and
placed it in vocabulary card files for future study.
On day 3, the reading was repeated for story with instruction group
and students completed a vocabulary four-square (Johns, Lenski, &
Bergland, 2003). In the first square, children wrote a definition for the
targeted vocabulary word. In the next square, they wrote the word in a
sentence and drew a picture. The third square required a personal
connection to the word. According to Beck et al. (2002), children will
recall and use a word if they've been able to relate the word to their lives.
Last, the children wrote a synonym for the targeted word in the fourth
square.
The traditionalgroup was asked to write a sentence using the word.
Children are frequently asked by classroom teachers to produce
sentences from dictionary definitions. Scott and Nagy (1997) found
children select fragments of the definition familiar to them as the word's
entire meaning. That is why we explicitly stated the following for this
task in the children's packets: "Make sure you write a teaching sentence.
A teaching sentence demonstrates your understanding of the word and its
definition and uses the word in a new sentence."
On Day 4, we reviewed the words and discussed the trade book with
story with instruction group. The children were given a list of several
words and had to choose the correct synonym for each targeted word.
Children in the traditional group had two tasks: (a) use the correct
vocabulary word to complete a sentence and (b) match the targeted word
with dictionary definition. Again, each task was modeled for the
traditionalgroup and we supported children by allowing them to work
with partners to discuss other synonyms for the word.
Analysis
It was important for us to meet weekly to analyze and discuss
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student data for this action research study. Data analysis was an on-going
process. An informal pre-test measure was orally administered to both
groups each Monday, followed by administration of a post-test on Friday
after the intervention. Administration of pre-and post-tests was similar.
Each of the 6 words selected from each of the 4 trade books were orally
presented to the students who were asked to tell a teaching sentence
using the word. We totaled scores of the number of words in correct
utterances and calculated them for each of the 6 words. The use of the
word in the utterance was circled as accurate or inaccurate. We designed
a scoring sheet (see Appendix) for weekly pre-and post-testing. Pre-and
post-test data gathered through audiotapes were transcribed after each
observation. Initial transcriptions were checked against the audiotape for
accuracy by the classroom teacher and university professor. Mean scores
for both groups were calculated for (a) accurate usage of the 6 weekly
targeted vocabulary words and (b) the number of words used in a
sentence to describe the 6 weekly targeted words. We calculated mean
scores of the delayed post-test six weeks later. These scores would help
determine the best instructional strategy for vocabulary acquisition.
A graduate assistant prepared transcriptions from audio-taped
lessons as well as student conversations. Student dialogue would
provide data to analyze student talk during read aloud lessons and the use
of targeted words in peer conversations.
Writing samples were scored for correct word usage in a sentence
each Friday (Figure 1). This allowed us to see if one instructional
strategy influenced students' ability in making literacy connections in the
context of writing more than another. We rated student writing samples
numerically, with a value of 6 given to students who used all the weekly
words accurately, and 0 for students who did not use any of the word
meanings correctly. Mean scores were calculated and reported.
Findings
An analysis of the pre-test, post-test, and delayed post-test
measures, writing samples, and transcribed conversations during readalouds revealed that at the end of this action research project, the
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children in the story with instruction group had learned more vocabulary
words than the traditional group. They were using the words in
conversations as well as in story writing.
Vocabulary Word Accuracy
The gain scores from pre-test to post-test for knowing more words
each week showed more progress than the traditional group as shown in
Figure 2. The children receiving intervention services in the story with
instruction group knew an average of 4-5 more words a week, whereas
the students receiving intervention services in the traditionalgroup knew
an average of 2 more words a week. This is consistent with Elley (1989)
who found stories with discussions and explanations over 3-or-4 day
intervals improve vocabulary acquisition, particularly by children who
needed extra support to maintain grade level reading. With regards to the
delayed post-test, both groups were able to retain words learned after 6
weeks when the delayed post-test was administered except for week 4
when there was a 1-word difference between the post-test and delayed
post-test. The reason could be within this six-week time period the
children had a spring recess and they were not receiving vocabulary
instruction.
Correct Word Usage in Sentences
The second important finding is the use of words in sentences. The
story with instruction group used more words in a sentence to describe
the targeted word on the post-test as shown in Figure 3. Students in this
group were able to produce meaningful sentences that elaborated and
expanded upon the word meaning. As previously stated, the bilingual
students were equally distributed between groups. Mean scores for use of
words in sentences for most of the bilingual students in the story with
instruction group were higher than scores for bilingual children in the
traditional group. Gersten and Baker (2000) examined instructional
programs for bilingual students and found students rarely converse in
typical classroom environments. We can assume daily opportunities to
use language and discuss the six weekly targeted words helped the
bilingual children in the story with instruction group to elaborate and use

Engaging Children with Useful Words

283

more words 'ina sentence than the traditionalgroup that did not have
daily conversations.
Figure 1
Writing Vocabulary Story
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Figure 2
Mean Gains of Vocabulary Word Accuracy
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Another finding with regard to use of words in sentences was the
story with instruction group made connections to the weekly read-aloud.
Transcribed post-test data showed evidence the text provided a model
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and a common language for the students to use to share their
understanding of the words. Even during the post test, several students
referred to the literature to use the vocabulary word in a sentence. For
example, in the first week of our inquiry one child said, "Like Trish,
learning to read was torture for me" (Transcript, Week 1, February 7,
2006). Another used the vocabulary word elegant, "Remember in the
story, Mr. Falkner was elegant. He looked very sharp" (Week 1,
Transcript, February 7, 2006). In the third week, the word flabbergasted
was used, "In the book the person was flabbergasted when the girl was
allowed to go on the train with her grandma" (Transcript, Week 3,
February 26, 2006). The traditional group did not participate in the
weekly read aloud and therefore did not make similar connections with
targeted vocabulary words when the post-test was administered.
Conversation with peers
A descriptive analysis of transcripts supported findings through
discussion and examples of connections to vocabulary words in
conversations with peers. The goal of a comprehensive vocabulary
program is to expand both receptive and expressive vocabularies, and to
continually move words from the receptive level to the expressive level.
Knowing a word's definition is not the same thing as being able to use
that word in speech or to understand text in which the word appears. The
students in the story with instruction group consistently discussed the
week's vocabulary words. The students in the traditional group would
talk to one another about a word while working on their weekly packets,
but we did not find evidence of having a rich and sustained
understanding of word meaning in conversations with peers. Examples
from transcriptions support children's use of targeted words in dialogues
with classmates for story with instruction group are below:
"Last night, my mom used the word cunning. She was talking about
when she had a garage sale and a man put lots of things in a box and
told my mom that he would give her $5 for the box after he filled it
with lots of things. My mom said that was very cunning of him"
(Transcript, Week 1, February 7, 2006).
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"Hey, we carved those fish in Industrial Arts. We carved them out of
wood". (Transcript, Week 2, February 16, 2006).
"When I was doing animal research last night. I read that a koala has a
pouch. That was one of our vocabulary words. But, in the story it was a
pouch to hold her name stamp and on the TV it was a pouch to carry a
baby kangaroo ...
a joey" (Transcript, Week 2, February 16, 2006).
Figure 3
Mean Gains of Word Usage In Sentences
Mean Gains of Word Usage in Sentences
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Correct Word usage in Writing

The last important finding involved the use of the targeted words in
the context of writing. The story with instruction group correctly used

about 60 percent of the target words in stories written each Friday over
the 4 weeks of the study, as compared to a 20 percent decrease in use of
written words by the traditionalgroup (see Figure 4). Overall, we found
our action research provided evidence of the value of repeated reading of
authentic literature to children with direct learning of a few targeted
vocabulary words.
Discussion
This study provides evidence of the value of using authentic
literature with children to teach vocabulary that they will later use in oral
and written communication. We found reading aloud, accompanied by
explanations of unfamiliar words as they occur in the story, to be an
effective method of teaching children the meaning of words. The use of
tier two words (Beck, et al., 2002) and limiting the number of words
taught each week also supported vocabulary learning and retention of the
words for our third graders. Most tier two words are "likely to appear
frequently in a wide variety of texts and in the written and oral language
of mature language users" (p. 16). We taught 6 words a week that
children would encounter in other reading material. Beck et al.
recommend teaching between 5 to 10 words a week. The implications for
teachers indicate that by selecting and limiting the number of high utility
words from stories read aloud along with conversations about unfamiliar
words, students can gain in vocabulary growth.
Our research also revealed that a classroom instructional approach
can possibly provide an avenue for closing the achievement gap.
Studies have long revealed the vocabulary differences between different
groups of children. One of the most compelling fimdings from recent
reading research is that children who get off to a poor start in reading
rarely catch up. A child who comes from a literacy rich home
environment starts the first grade with a vocabulary of about 20,000
words. A child who comes from a home environment that is lacking
literacy rich activities and resources starts first grade with only a 5,000
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word vocabulary (Juels & Deffes, 2004). As Stanovich (1986) pointed
out in his well-known paper on the "Matthew effects" (the rich get richer
and the poor get poorer), better readers read more and continue to
improve vocabulary and print skills, while poor readers read less and
make little progress. The children in our study were all reading on grade
level and the story with instruction group performed better than the
traditionalgroup. Even the children who were receiving instructional
support to maintain grade level reading made better progress in the story
with instruction group than the traditionalgroup.
Research also suggests that word learning can be difficult for
English Language Learners (Nation, 2001). In the story with instruction
group, it was very important that the students comprehended the targeted
vocabulary words in the trade books through conversations and revisiting
the words throughout the week. Gersten, Baker, Haager, & Graves
(2005) researched effective classroom practices for English Language
Learners. Classrooms that made strong growth were taught using a
systematic approach and used a variety of writing tasks. Some of these
practices were used in our inquiry such as using vocabulary words in
writing, working on semantic webs, and making personal connections.
In our study direct vocabulary activities were incorporated each day into
the story with instructionallessons. In sum, our action research supports
findings from the National Reading Panel (2000) that teachers can
influence the course of vocabulary acquisition and retention for the better
regardless of differences in ability and language learning.
Results in this study indicate the value and benefits of undertaking
action research projects. The classroom teacher abandoned the weekly
packets and used planning time to evaluate and select tier two words
from her third graders' favorite trade books. Time was allocated for
student dialogue and conversations around targeted words. The teacher
educator's practice improved by demonstrating the value of selecting
targeted vocabulary words from high interest literature. Examples from
this collaborative action research are included in class sessions on
vocabulary instruction. More importantly, a framework was established
for preservice teachers to use this study as a model for developing similar
action research projects in field experiences.
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Figure 4
Correct Word Usage in Writing
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The challenge now facing teacher researchers is to begin structuring
classroom inquiries. By adopting a researcher stance, posing questions
that challenge assumptions, and seeking answers for those questions, we
have learned how to support the language and vocabulary of third grade
students. As poet Rainer Maria Rilke (1934) states, "Be patient toward
all that is unsolved in your heart and try to love the questions
themselves."
In conclusion, it is evident that this action research yielded
important data and valuable findings. Helping students to develop a
strong vocabulary requires more than having them look up words in a
dictionary. Rather, students need instruction that will help them acquire
new word knowledge and develop strategies to enable them to increase
the depth of that knowledge over time. This research highlights some of
the benefits of using authentic literature to teach vocabulary, provides
data to support the use of explicit and direct vocabulary instruction, and
paves the way for more in depth research on this topic.
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Appendix

Pre-and-Post-Test Scoring Sheet

Date:

Name:

Vocabulary words from Thank you, Mr. Falker (Polacco, 1998) are listed
on the left. Children should use these words in sentences. The column in
the center is used to record the number of words and indicate if the word
was used accurately or inaccurately.
The column on the right is used to tally the words the child produces in
the sentence.

Tier Two Word

Word Accuracy

Tally of Words

cunning

A

I

torture

A

I

announced

A

I

longed

A

I

elegant

A

I

discovered

A

I

From Reading Clinic to Reading Community

Deborah Ann Jensen
Jennifer Amy Tuten
Hunter College - CUNY

This paper discusses the shift from a clinic model to a community model
for the practicum experience for literacy education graduate students.
The traditional program for the remediation of struggling readers
followed a deficit model. Therefore, the reading specialist would pull
out the child from regular classroom instruction to isolate a reading
problem using standardized assessments and then to remediate the
problem with programmed instruction. While the shifts in the
understanding of the readingprocess which occurred in the 1980s and
1990s influenced instruction and assessment and the role of the reading
specialist, researchers have found that instruction of struggling readers
still tend to be routinized. This has often resulted in what appears to be
a lack of personalization, a disregard of experiences, strengths and
vulnerabilities that the child brings to the tutoring situation. Therefore,
the process of transitioningfrom a clinic to community model described
in this article was made based on the belief that today's reading clinic
component of a literacy specialistprogram needs to equip its graduate
students to face the challenges of the classroom as well as the challenges
in transcending their prior understandings and experiences teaching
reading.
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The reading clinic component of any literacy or reading specialist
program is charged with ensuring its graduate students have the skills
necessary for meeting current challenges in the schools. These courses
should provide unique opportunities for graduate students to work, oneon-one, with a struggling reader, thus putting into practice theories and
strategies learned in earlier courses. Additionally, the experience of
actively translating theory into practice should help graduate students
articulate, consider, and reconsider those theories as they make the
transition from teachers to literacy leaders. As many graduate students
are rn-service teachers, they face additional challenges in this transition.
Many teachers encounter diverse learners in their urban classrooms and
are mandated to use specific literacy programs. As a result, they face
challenges transcending their prior understandings and experiences of
teaching reading as they assume the role of literacy specialist. (Bean,
Cassidy, Grumet, Seldon, & Wallis, 2002; Cobb, 2004).
As faculty in a Literacy Specialist program at an urban college, we
set as one of our goals to prepare graduate students for the professional
challenges ahead. In particular, we feel it important to prepare them to
feel confident in their abilities in meeting the needs of struggling readers,
to establish a repertoire of effective strategies, and to recognize and
move through the challenges of working with struggling readers. To do
this, we constructed a two-course practicum experience centered on an
after school-tutoring program called Literacy Space. We wanted to know
(1) what students found challenging when working with struggling
readers over two semesters and (2) what practices and strategies they
perceived as effective when working with struggling readers.
This article describes the Literacy Space practicum and our shift
from a clinic model to a community model for the practicum experience
for literacy education graduate students. We then discuss the challenges
and successes our graduate students articulated as they planned and
implemented instruction to struggling first, second, and third grade
readers they tutored in Literacy Space. Finally, we consider the
implications of courses such as ours for the preparation of literacy
specialists.
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From clinic to community: Shifts in the reading practicum
Traditionally, the reading specialist worked with remedial students
in a pullout program, isolating reading problems using standardized
assessments and giving direct one-on-one instruction in a small office.
The focus of the tutoring sessions was to remediate weaknesses the
student exhibited on a standardized test. The traditional program did not
seek to find students' strengths, only their most vulnerable areas. This
model has often been equated to a medical or skill deficit model (Carr,
2003, Vogt & Shearer, 2003).
During the 1980s and 1990s, a major shift in our understanding of
the reading process emphasized the importance of authentic reading and
writing (BalaJthy & Lipa-Wade, 2003; Rosenblatt, 1978; Smith, 2002;
Vygotsky, 1978). Instead of viewing reading as a collection of discreet
skills to be mastered one at a time, theorists and practitioners recognized
the interrelatedness of reading, writing, speaking, and listening.
Conversations and research about reading instruction and materials
began to include new insights from the fields of psychology and
linguistics. Influenced by the work of theorists and researchers such as
Rosenblatt (1978) and Vygotsky (1978), teachers began weighing the
importance of schema theory, prior knowledge, and interaction between
reader and the text. This led to a change in conversations around
instruction and engagement of students in the leaming process. "Instead
of focusing on the finite skills that readers develop, educators began
talking about how to build students' backgrounds, promote concept
formation, instill joy and delight in reading, and forge connections
among the language processes of reading, writing, listening, and
speaking," (Vogt & Shearer, 2003, p. 16). There was a shift to develop
and use contextual and holistic assessments in looking at what strengths
children owned rather than focusing exclusively on their weaknesses
(Carr, 2003; Farr, 1992).
Yet McGill-Franzen and Allington (2005) reported curriculum for
children working with a specialist differed from specialist to specialist
and "was every bit as routinized as their work in the general classroom,
with no evidence that instruction was personalized to address the needs
or performance of individuals," (p. 177). Similarly, Lipson and Wixson
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(1997) posited that one-size-fits-all programs for assessment and
instruction were antithetical to effective practice. In a discussion of
change in the literacy classroom, Cobb (2004) asserted that the
"responsive specialist" needed to be attuned to the differences among
learners. This would aid the specialist in using the unique experiences,
strengths and vulnerabilities learner brought to the tutoring situation to
provide information about how the child acquired literacy. This was not
a new concept; Luke (1994) discussed the social construction and
literacy in the classroom and suggested the reading specialist should
examine how this unique information about each student informed best
instruction for that particular child.
Literacy Space: An Opportunity for Professional Growth
The Masters in Literacy Birth through Grade 6 program offered at
our urban college included a two semester practicum experience working
with struggling readers in two different contexts. The primary experience
is an after school tutoring program called Literacy Space. Here, graduate
students at the end of their 37 credit course sequence worked once a
week with a first, second, or third grade struggling reader within a
community setting. At the same time, the graduate students tutored a
fourth, fifth, or sixth grade student in an outside setting, communicating
with each other through Blackboard.
In designing graduate students' experiences in the practicum
component, called Literacy Space, we wanted them to have the
opportunity to be reflective of their best practice and seek advice from
their instructors and their colleagues. The course structure facilitated this.
During the first 75 minutes of the class the students met with their tutees.
Although sessions were individually tailored to the needs of the child,
they typically included activities to develop automatic word recognition,
strategic knowledge, and language comprehension as offered by
McKenna and Stahl (2003). For example, a session might consist of
twenty minutes of reading Sheep in a Jeep by Nancy Shaw with the
initial focus on developing concept of story and recall. Highlighting tape
would then be used to identify all the long /e/ words in the story. The
graduate student would put those words on index cards for the tutee for a
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word sort activity during a later session. Finally, the tutee would listen to
the book on tape and chorally read along to develop fluency.
We met in both an open room filled with a variety of texts, art
materials, games, and manipulatives. There were also several smaller
rooms for students to use if they wanted to tape record reading, use the
computers, or felt they needed a quieter setting.
Following their work with children, graduate students participated
in weekly hour-long seminars which were a balance of instructor led
discussions of relevant theoretical implications and tutor generated
discussion and questions raised by their tutoring experiences.
The two Literacy Space courses were designed to give graduate
students the opportunity to put into practice their conceptual
understandings and theoretical perspectives while working with
struggling readers. We believed our graduate students needed an
opportunity to be creative, reflective, and adaptive literacy leaders while
increasing their abilities and knowledge base. Drawing on the work of
Herrmann and Sarracino (1993), Roskos, Boehlen, and Walker (2000),
Tatum (2004), we designed these two courses in order for our graduate
students to meet the multifaceted demands of literacy leadership in urban
schools.
When Roskos et al. (2000) studied the teacher's role in creating a
system to support student learing in a reading clinic, they incorporated a
time when the students could reflect on the one-to-one tutoring sessions
with their colleagues. Not only could concepts be examined and textbased knowledge interwoven into the conversations, but students could
seek advice from colleagues. Putnam and Borko (2000) indicated that
when a diverse group of teachers come together in a community, they
could draw upon and incorporate each others' expertise into their own
teaching and leaming situation. We believed it was critical to develop
and incorporate activities that would enable our graduate students to
deeply reflect upon their tutoring sessions. We developed a Daily
Record of Activities sheet (see Appendix) for graduate students to record
activities used with the children and reflect on what they learned about
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their tutee from the activity in order to inform instruction in the
immediate future. As Roskos and her colleagues discovered,
Although learning by doing also seems critical, what may need
greater emphasis is not the actual "doing" or practice teaching, but
the leaming it affords made visible through artifacts, such as detailed
field notes, checklists, or written self-reflections, and well-assisted
regular debriefmgs about specific teaching incidents, (p. 232).
We also used the on-line course system, Blackboard, to hold on-line
discussions about the tutoring sessions. In this way the graduate students
in Literacy Space used Blackboard discussions as a time to reflect,
integrate their learning and their practice as well as seek advice from
their colleagues.
It was also important for the instructors of the courses offered in
Literacy Space to be reflective practitioners as well. Herrmann and
Sarracino (1993) found the opportunity, when restructuring their literacy
methods course, for self-renewal and reflection as practitioners. We
designed the weekly Blackboard prompts from the beginning of their
second semester. The content of the prompts reflected our perception of
the students' most pressing issues. They were designed to extend and
deepen classroom conversations. The prompts served two purposes.
First, we wanted to stimulate reflective, collegial conversation among the
graduate students with respect to their work with children. Secondly, the
postings on Blackboard would help the instructors meet the short term
needs of the graduate students and provide insights into how the courses
might further be restructured to better prepare graduates for their role as
literacy leaders.
Methodology
Graduate Student Participants
The 28 participants in this study were matriculated graduate
students in a Masters of Science in Literacy program in an urban city
college. Twenty-five of these students were teachers of grades K- 8, two
taught pre-school. The classroom experience of the 27 graduate students
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who were teaching ranged from three to five years. One participant was
working outside the field of education. There were 27 females and one
male. Their ages ranged from 23 to early fifties. There were two sections
of the course. The second author was the instructor of the course.
Data Collection and Analysis
After each meeting with the tutee, each graduate student completed
a Daily Record of Activity sheet which provided space to briefly record
activities, future plans, and reflections about the session.
As a part of their course assignments, students were required to
participate in weekly online discussions on Blackboard. Blackboard
discussions had been a part of several earlier courses and students were
experienced with this type of assignment. This was designed to give
graduate students the opportunity to reflect on their experience while
using their lesson plans, notes, and Daily Activity Sheets as a basis for
discussion. It allowed them to share their best practices, their concerns,
and pressing challenges working with their tutees.
The data for this study were drawn from Blackboard discussions
that occurred during the second semester from the fourth week of the
course to the end of a 15 week course. Graduate students had written
three lesson plans for their tutees by the fourth week and had at least six
more sessions for which to plan. The discussion prompts were given and
students were asked to respond to each prompt and to respond to at least
one other course participant. The open-ended prompts were:
Let's use this week to do two things: First share strategies that
you've found effective with your student in Literacy Space and/or
with students you've worked with in other settings. Be specific.
Secondly, what do you find to be the biggest challenges of
working with struggling readers?
There were 53 postings generated on Blackboard in response to the
two prompts. All participants responded to the prompts. Some students
identified more than one strategy or challenge; each was counted
independently. There were 31 responses to the prompt concerning
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effective strategies. There were 34 responses to the prompt concerning
challenges.
Independently we read through the responses several times to
determine initial coding themes using the constant comparative method
(Glaser & Strauss, 1967). Two questions guided our initial coding: (1)
What are the common challenges the graduate students encounter during
their tutoring sessions? and (2) What are the common activities
employed by the graduate students with their tutees which they deem to
be best practice?
Initially we developed two themes, instructional challenges and
personalchallenges, for coding of the challenges prompt. What we did
not expect, but which the data indicated, were the specificity of the
challenges. The two broad categories did not accurately describe the
challenges expressed by our students in this course. We found
instructional challenges could be broken down into six subcategories or
themes and that personal challenges could be broken down into four
subcategories or themes.
Our initial coding themes for the activities the graduate students
employed centered around specific reading strategies such as
comprehension or decoding. These themes did not accurately describe
the diverse activities graduate students were employing to teach those
strategies while individualizing instruction based on the tutee's strengths
and interests. Therefore, we reexamined the data to look for any common
activities used to teach specific strategies.
After several rounds of initial coding, whereby all Blackboard
postings were read and reread, we found several categories or themes
within the data. Each author independently coded the data using those
themes. To establish inter-rater reliability we met to compare our coding.
Any place we disagreed, we reanalyzed the data together, shared our
thinking, and resolved all differences thus establishing 100 percent
agreement in coding for themes. Finally we determined the frequency
and percentage of occurrence of the themes.
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Findings
We found two overarching themes among the challenges our
graduate students faced while tutoring struggling readers: (1) the
personal challenges and (2) instructional challenges.
Challenges
Graduate students tutoring struggling readers identified motivation
as the most challenging dimension of working with struggling readers
(Table 1). Nearly 30 percent of the graduate students discussed their
concerns about motivating the struggling readers they taught.
Several students wrote about the difficulty in sustaining students'
interest in the tutoring lessons they have planned:
The biggest struggle for me was getting her interested... It's a
great challenge to motivate a student who knows that they are a
struggling reader.
One of the struggles I am facing with William is keeping him
interested in what we are reading.
My greatest struggle with Alyn has been captivating and
maintaining his interest in literacy activities... He is not
interested in literacy activities and tries to avoid them whenever
possible.
Students' lack of interest challenged tutors to think differently about the
readers with whom they were working.
Related to the concern about motivating students was graduate
students' concern about prioritizing instruction. An integral component
of the practicum course was the requirement that students develop
individualized lesson plans, based upon the strengths and vulnerabilities
of the struggling readers they had previously assessed. While the course
framework provided students with tools to engage and instruct struggling
readers, we did not proscribe a "one size fits all" approach towards
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lesson plans. For many students, this responsibility challenged their
comfort zone:
One of the things I struggle with is pinpointing and focusing on
one thing at a time... I find that there are so many things I can
work on and in the end I feel that I really didn't do anything at
all. I need to work on quality as opposed to quantity.
I now feel that I need to plan my lessons to target comprehension
skills and I am not sure where to begin. I can see that she needs a
lot of work on retelling, sequencing, and identifying the
important ideas in the story. Does it really matter what skills I
focus on first?
Graduate students had the opportunity to reflect and articulate their
challenges while tutoring in Literacy Space. Their on-line conversations
assisted them to work through their challenges and meet the literacy
needs of their tutees.
Table 1
Challenges expressed by graduatestudents
Themes
Number of Percentage
responses
of total
responses
Personal
Motivation
10
29

Examples

"The biggest struggle for me
was to get her interested"
"Keeping him interested inwhat
we are reading"
"Captivating and maintaining his
interest in literacy activities"

Relationship with
child
Feeling overwhelmed

3

2

8

"You do not want to be too strict
because you want them to come
back. I find myself not being as
assertive as I am ina classroom"
"1felt very overwhelmed with the
three lessons we had to
prepare... I feel there is just so
much I would like to help my
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Themes

Number of
responses

Percentage
of total
responses

1

2

7

20

Individualizing
instruction

5

14

Finding materials

4

11

Accuracy of
assessment
Lack of home
support

2

5

1

2

Fostering
independence

1

2

Limited previous
experience
Instructional
Prioritizing instruction
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Examples

student with but time is limited"
"1have never worked with young
readers... this is a new learning
experience for me.
"1am not sure where to begin...
Does it really matter what skills I
focus on first?"
"I need to work on quality as
opposed to quantity"
"Another struggle that I have
experienced is determining what
instruction would best support
her needs"
"The biggest challenge I have
found is finding the strategy that
works best for each child"
"1have experienced difficulty
finding books that she can
successfully read that interest
her'
"Ifthe book looks too easy he
also shuts down. He also shuts
down when the book looks too
long... It's hard finding the more
than one 'just right' book"
"Really pinpointing the real issue"
"Inspite of communications and
suggestions, collaborative efforts
are not easily established"
"How do I know they are really
using all those strategies by
themselves or at home? I have to
hope that all of my read teaching
is being used when I am not
looking!"
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Strategiesfor Best Practice
According to Invernizzi, Landrum, Howell, and Warley (2005),
"But an unintended side effect of a headlong rush toward science and
accountability in assessment that does not take into account the
practicalities of everyday teaching may create a disconnect between what
assessments tell us about students' performance and what teachers need
to know to instruct them," (p. 6 10). Graduate students working with the
children in Literacy Space employed many authentic assessments,
informal and formal measures, in order of develop a profile of the
children's strengths and vulnerabilities to inform their instruction.
Rather than looking at the child to find what is missing or what is wrong
with the child and fixing it, graduate students in Literacy Space looked at
the difference of a child's performance and what the school expected the
child to achieve and designed an instructional program to close the gap
as suggested by Ruddell (2001). Through readings, discussions, and
experience with a wide variety of materials in Literacy Space, students
developed a plethora of strategies to meet the needs of their students.
Through the Blackboard discussions with classmates, graduate students
revealed their best practices.
It became evident that students were individualizing instruction
based on children's interests and strengths. Thirty-one postings discussed
27 different activities to teach specific strategies the graduate students
believed were most useful in working with their struggling reader. In 11
or 35 percent of the Blackboard entries, students mentioned matching
books to the child's interests either by naming specific books that match
a child's interest or a topic the child found interesting and how they were
infusing strategies while using the books.
Several students used a child's artistic ability to integrate literacy
strategies during instruction. Steffi (all names are pseudonyms) stated,
"He also loves to color and draw. For the past three weeks I have been
integrating different drawing activities into our reading and word work,
which has made things flow more smoothly. One activity he enjoyed
greatly was when I brought in a comic strip. After reading it we worked
together to turn a story we had read into our own comic. He really liked
combining drawing and writing onto the same activity." Chris has used
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her child's artistic ability. "He loves to design and build projects, so we
have created a boat, a car, and a model of the Statue of Liberty. We have
written directions for each and created imaginary stories about the boat.
We also read nonfiction works about the Statue of Liberty and wrote a
report about what we learned." Carli found that capitalizing on her
child's artistic ability helped to motivate her student. As she stated in
one of her Blackboard postings:
One strategy that I have found successful when working with
Craig has been inviting him to write 'off of the pictures he
draws as a way to motivate Craig to write. Craig is truly an
excellent artist. He is also a very reluctant reader and
writer... However, once I invited him to write about his own
pictures, he wrote a whole page in one session.
Drawing was also used as a form of retelling. Students had their
children draw events from a story, put them in order, and use their
drawings as cues for retelling. In this way, students were tapping into
their children's strengths to meet their literacy needs and help them make
strides in their achievement.
Students used books which matched their child's interests to
motivate them to write. Mickey found Rich's love of math and
calculating numbers so began reading The Math Curse (Scieszka, 1995)
as a springboard for writing his own book about numbers.
Diana found,
In order to get him to start writing, I have brought in a series of
wordless books. This has allowed him to have a basis on which to
tell a good story and focus on how he wants to say things, without
the what to say getting in the way. This works well for him as he as
a good imagination, but often forgets where he was while writing
due to struggling with the physical act of writing and encoding. I am
using these books as a starting point and then a pattern on which to
fall back upon for his own original writing.
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Many children were interested in fairy tales and students used them
successfully for scaffolding. Since many variants of Cinderella and The
Three Little Pigs were available to the children, students used the
children's interest and background knowledge of the tales by reading a
simple version of the tale and then proceeding through more difficult
versions thus building word recognition and fluency while keeping a
comfortable comprehension level.
Other strategies for comprehension and fluency students found
successful while using high interest books were echo reading, the use of
graphic organizers, rereading, recording the child reading, and
discussion.
Students found that high quality books of the child's interest
allowed for the child to stop and question when something did not make
sense. Ann stated, "I have also found using a graphic organizer such as a
story map strengthens Lief s comprehension." She goes on to state in
another posting that graphic organizers are a good "visual aid for
comprehension."
Sally suggested, "I really like the idea of reading the page first and
then having the student read the same page in order to help his/her
fluency and phrasing." Geri found, "I read it and have them echo me and
when they are confident, I have them read it back to me on their own."
Using books on tape and having the child record him/her self while
reading was found to be motivating. As Ann describes, "So, I tried
listening to books on tape and he loves it. Then we went one step further
and he read a book on tape. He loves it. It was like a game and he was
so excited to hear his voice coming from the videotape."
Word study and building of sight words was addressed in game
form with most of the children. One student created tongue twisters with
words containing similar consonant blends and created a contest with a
very competitive child. Students made concentration like games from
sight words.
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Students also expressed the need for ongoing assessment in order to
plan instruction effectively. As Kate put it, "They must be taught how to
use metacognition and apply it to their actual progress. This relates to
the idea of ongoing assessment." Diana said, "I also find that activities
that are based on previous sessions are a benefit to him." Reading
conferences and miscue analyses as well as constantly being informed
about the child's interests were used periodically helped to inform best
practices for these students.
The flexibility, physical design, and materials available in Literacy
Space allowed students the freedom to plan with their children's
strengths and vulnerabilities at the forefront. Computers, a plethora of
board games, puppets, art supplies, a well stocked library of fiction,
nonfiction, poetry, and magazines to match children's interests gave the
students the opportunity to design and implement instruction which
illustrated best practices.
Conclusions and Implications
There was a tension that existed for the graduate students in
Literacy Space as they gathered information about the unique literacy
behaviors owned by their tutees and as they designed appropriate
instruction for them. At the schools in which they worked, they were
required to implement a purchased program as the school and staff
struggled to meet the guidelines established by the No Child Left Behind
Act (2002). These graduate students often looked for a programmed
response in designing instruction for their tutees. They were not as
flexible with the "how" even though they knew "what" they should learn.
Cobb (2004) found that teachers who were willing to change their
instruction and revision their perspectives on teaching and learning were
most effective in maximizing student leaming.
Having the opportunity to articulate the challenges they faced while
working with a struggling reader led the graduate students to relate their
concerns to prioritizing and individualizing instruction for their tutees.
Since no specific reading programs were available in Literacy Space for
implementation in response to an assessed vulnerability, graduate
students needed to be creative and reflective when designing instruction
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for their tutees. This was a common theme on Blackboard as graduate
students identified their challenges, designed instruction, and
communicated with each other.
As evidenced in the Blackboard discussions, graduate students were
asking their classmates for suggestions of strategies to use with their
tutees tailored to meet specific goals in instruction. Graduate students
were not routinized in their instruction but were being responsive
specialists. The varied number of strategies being used with the children
in Literacy Space indicated that graduate students were responding
individually to the strengths and vulnerabilities of the children with
whom they were working. There was no indication of any prepackaged
or programmed lessons suggested by or adopted by the graduate
students.
In asking for and giving suggestions to each other, they were able to
differentiate instruction based on the child, the child's interests, and
needs as evidenced by earlier assessments. Graduate students were
drawing upon each others' expertise and incorporating that knowledge
into their own teaching and learning situations with their tutees.
Blackboard gave the students the forum in which to reflect on their own
instructional strategies but to adapt other strategies which used by their
colleagues in Literacy Space. The opportunity for discussion increased
their repertoire of abilities and knowledge base.
A two semester sequence of courses allowed students to evolve
from teachers to literacy specialists. The two semester sequence allowed
them time to put theory into practice, to reflect on their own tutoring
sessions, and identify their own challenges in the transformation from
teacher to leader. By creating a system for the graduate students to
support each other's learning, for coming together as a community, they
were able to draw upon and incorporate each other's expertise.
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Effects of Assisted-Repeated Reading on Students of Varying
Reading Ability: A Single-Subject Experimental Research Study

Jo-Ann Hapstak
Carteret Public Schools
Diane H.Tracey
Kean University

This study examined the effects ofassisted-repeatedreadingonfourfirstgrade students whose readingability varied (a specialeducation student,
a non-classified poor reader, an English Language Learner (ELL)
student, and a general education student) to determine if an assistedrepeated reading intervention is differentially effective for students of
differing academic profiles. The students engaged in assisted-repeated
reading two times a week for eight weeks. Each session lasted 10 to 15
minutes. A baseline was establishedfor each student prior to the start of
the intervention. Subsequently, initialandfinal readings were recorded
at each session. The findings of this study support a positive relationship
between assisted-repeated reading and improved readingfluency, with
the greatest gains made by those students whose reading difficulty
stemmed from a decoding deficiency-- the special education student and
the non-classified poor reader. Results are interpreted in light of
LaBerge and Samuels (1974) Automatic Information ProcessingModel.
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Oral reading fluency is the ability to read text smoothly and effortlessly
with correct phrasing and intonation. In Birsch's (1999) book, fluency
is defined as "the rapid, prosodic flow with which a skilled reader reads.
When a fluent reader reads aloud, it sounds as though he or she is
speaking. His or her reading is fluid and accurate, with adequate speed,
appropriate phrasing, and correct intonation" (p. 175). Kuhn and Stahl
(2003) found three primary areas of fluency: "(a) accuracy in decoding,
(b) automaticity in word recognition, and (c) the appropriate use of
prosodic features such as stress, pitch, and appropriate text phrasing" (p.
5). A deficiency in any area may compromise reading fluency.
A disfluent reader can be characterized by his/her inability to read
smoothly with intonation. When a fluent reader reads it should sound as
if he or she is speaking. Students may become hesitant, uncomfortable,
and evasive when the subject of reading is introduced if they are
disfluent. Disfluency may be attributed to a student's inability to decode
at a normal rate. When the student is not able to make the connection
between graphemes and phonemes, or when this process is labored, the
outcome is disfluent reading. Disfluent reading also has a negative effect
on the student's comprehension (O'Shea & Sindelar, 1983; Levy, Abello,
& Lysynchuk, 1997; Lefly & Pennington, 1991).
In a study conducted by Fleisher, Jenkins, and Pany (1979), the
researchers state that a shared capacity or bottleneck hypothesis may
account for the effect that low decoding ability has on speed and
comprehension. Fleisher et al. (1979) state that "The basic notion is that
individuals possess limited amounts of processing space, and that
decoding and comprehension are separate but interrelated tasks both
requiring space. The more space consumed by decoding, the less space
available for comprehension. Thus, inefficient decoding can detract
from comprehension" (p.31).
Methods of Fluency Instruction
Samuels (1979) was one the first to implement and measure
the results of an intervention targeted to increase reading rate and
other components of fluency. In Samuel's study, students read an
easy, short selection that was repeated until a rate of 85 wpm was
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reached. The research showed that reading speed increased while the
number of word recognition errors decreased (Samuels, 1979). Samuels'
research also showed a transfer of fluency between texts. This method of
repeated reading was also supported by studies conducted by Allington,
(1983), Anderson (1981), Herman (1985), Homan, Klesius, and Hite
(1993), Kuhn (2005), O'Shea, Sindelar and O'Shea (1985), Rashotte and
Torgensen (1985), Rasinski and Zutell (1990), Stoddard, Valcante,
Sindelar, O'Shea, and Algozzine (1993), and Dowhower (1987).
Assisted-repeated reading takes many forms. The first to be
discussed in this review is repeated listening-while-reading texts.
Rasinski (1990) selected 20 students from third grades in various
elementary schools in the southeastern United States. "The subjects were
paired with students of equal reading ability (identified by the classroom
teacher who relied on personal judgment and the subjects' scores on a
standardized reading test). Subject pairs represented high, average, and
low reading ability levels" (p. 148). The subjects received two cycles of
treatment. Each treatment lasted four days. On Day One each group
received a pretest. On Days Two and Three, Group A received repeated
reading, and Group B received repeated listening. Day Four consisted of
a posttest. The second treatment cycle was the same, but the groups
received the opposite treatment. Rasinski found that the gains made
from pretest to posttest for both treatments were significant for both
reading speed and reading accuracy, however, he did not find significant
differences between treatments from repeated reading or listening-while
reading.
Kuhn and Stahl (2003) also researched studies by Chomsky (1978)
and Carbo (1981) in which reading-while-listening strategies were
employed. The results of Chomsky's study indicated growth in fluency,
however, this growth was a 6-month gain in 10 months (Kuhn & Stahl,
2003; Chomsky, 1978). Carbo's approach was somewhat modified to
stress phrases, and students were instructed to use a point to text method.
The results of Carbo's study indicated that students gained 4 to 15
months in word recognition in a three month period (Kuhn & Stahl,
2003; Carbo 1981).
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Rasinski, Padak, Liek and Sturtevant (1994) combined an oral
recitation lesson and paired repeated reading, and developed an
intervention entitled, Fluency Development Lesson (FDL). This
intervention takes only 10-15 minutes per day and includes the following
steps: prediction of text, modeled reading, class discussion, choral
reading, paired reading, performance and at-home practice (Rasinski, et
al., 1994).
The subjects for this study consisted of second-graders from two
elementary schools (A and B) in a large urban school district. The
duration of the intervention was six and one-half months. Pre- and
posttests were administered. The results indicated that "greater gains in
instructional reading level and reading rates were made by the
experimental treatment group" (Rasinski, et al., 1994, p. 161).
The
authors also found that "experimental group students, especially those
from School B, may have gained in rate to the limit of their physical
capability. They nearly doubled their reading rate at each level of
passage difficulty from pre- to posttest: actual gains over the pretest
ranged from 81.7% to 93.6% for primer through Grade 3 passages.
Gains by control groups were much less impressive, ranging from 34.2%
to 49.2%" (Rasinski, et al., 1994, p. 162). This study clearly indicates
the positive effect of repeated-paired reading on fluency development.
Another program was developed by Stahl, Heubach and Cramond
(1997). This program, the Fluency-Oriented Reading Instruction
program, uses repeated reading in the classroom to develop students'
automatic word recognition. The program incorporated three areas of
instruction - "a redesigned basal reading lesson, a free reading period,
and a home reading program" (Kuhn and Stahl, 2003, p. 16). The
researchers redesigned stories from a basal reader. On the first day the
teacher read and discussed the story with the students. Key vocabulary
and comprehension were addressed regarding the story. Echo reading
and practice reading were additional approaches. The story was sent
home to be read with parents. On Day two, the students reread the story
with a partner. This cycle would begin again on the following day.
This intervention was expanded over two years to increase from
implementation with four teachers to ten teachers.
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"In both years, children gained, on the average, nearly two years
in reading growth over the course of their second-grade year, as
measured by an informal reading inventory. Even more
gratifying were the effects that this intensive reading experience
had on struggling readers. Over two years, all of the children
but two who had began the second-grade year reading at a
primer level (out of a total of 105) or higher were reading at a
second-grade level or higher at the end of the year" (Kuhn and
Stahl, 2003, p. 16).
These results strongly support the positive effect of repeated reading in a
classroom setting.
As stated in the study by Stahl, Heubach, and Cramond (1997),
Echo Reading is another form of repeated reading used with a whole
group, small group, or an individualized instruction to increase oral
reading fluency. Anderson (1981) described this method of intervention
as implemented in studies by Schneeberg (1977) and Chomsky (1976).
In this approach the teacher reads first and the student then repeats what
has been read. The teacher models with clarity and expression, and the
student echoes not only the words but the intonation. In Schneeberg's
study, this approach was used to introduce books. He also incorporated
tapes to reinforce the skill. Chomsky (1976) took a different approach
with echo reading. She used a short book at the student's instructional
level. The story was taped, and the student listened repeatedly while
following along with the book. The student read the section to the
teacher when he/she was able to read the section fluently. "Chomsky
developed the method with five remedial readers from a third-grade
class. They worked with the taped books and activities for 4 months and
achieved overall reading gains ranging for 1 to 9 months. The students
felt that they could and would read following the echo reading activities"
(Anderson, 1981, p. 175).
The above form of independent assisted repeated reading was
further studied by Hasbrouck, Ihnot, and Rogers, (1999). In this study,
an intervention program, "Read Naturally", is described and tested. The
Read Naturally strategy combines the three "empirically-supported
techniques: reading from a model, repeated readings, and progress
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monitoring" (Hasbrouck, Ihnot, & Rogers, 1999, p. 29). In step one of
the program the student reads an unpracticed passage. The student is
timed and then the student graphs the words correct per minute. Step two
incorporates practice reading of the same passage. The student reads
along three to four times with a tape. In step three the student reads
independently until he or she reaches a predetermined words- correctper- minute (WCPM). When they have reached this goal, the teacher
will time the student's reading. In order to pass, the student must reach
the WCPM, have three or fewer errors, and read with correct phrasing. If
these criteria are not met, the student will continue practicing the same
story, as step four (Hasbrouck et al., 1999). The results of the
intervention indicated gains between 1.60-1.68 WCPM/week which
exceeded the "typical" goal for reading performance improvement of 1.5
WCPM/week as defined by Fuchs, Fuchs, Hamlett, Walz, and Germann
(1993), and stated in Hasbrouck, et al. (1993); Fuchs, et al. (1993).
Research on the effectiveness of Readers Theatre in the
development of reading fluency was presented in a study conducted by
Keehn (2003). Keehn supports this claim through a comparative study of
two different approaches to Readers Theatre. Treatment Group One
received mini-lessons and strategies to increase fluency in addition to the
implementation of Readers Theatre. Treatment Group Two received
instruction in Readers Theatre only (Keehn, 2003). The results indicated
that "both treatment groups made statistically significant growth in oral
reading fluency during the nine-week Readers Theatre intervention"
(Keehn, 2003, p. 49).
In summary, a major area of agreement within this review is that
repeated reading, in various forms such as assisted-repeated reading,
proves to be an effective intervention for the development of reading
fluency. Researchers also agree that the use of appropriate level text for
fluency development is necessary to promote reading fluency. The
research states that a student must be able to decode what he/she is
reading so that the energy can be spent on practice of intonation and
prosody as well as reading rate, rather than expending the energy on
sound by sound, word by word decoding (Keehn, 2003; Kuhn and Stahl,
2003; Anderson, 1981; Hasbrouck, Ihnot and Rogers, 1999; Chomsky,
1976; Schneeberg, 1977; Stahl, Heubach and Cramond, 1997; Rasinski,
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Padak, Linek, and Sturtevant, 1994; Rasiski, 1990; Herman, 1985;
Allington, 1983; Samuels, 1979; Homan, Klesius and Hite, 193; Rasmiski
and Zutell, 1990; O'Shea, Sindelar, and O'Shea, 1985; Carbo, 1981;
Kuhn and Stahl, 2003; Kuhn, 2005).
Purpose
Although research supports the effectiveness of assisted-repeated
reading as an aide to fluency acquisition, to date, there is no published
research of the differential effects of assisted-repeated reading on
students of varied reading ability. We designed the present study to
examine this issue.
Theoretical Frame
Multiple theoretical frames are applicable to the study of fluency
(Tracey & Morrow, 2006). Of these, LaBerge and Samuels' (1974)
Automatic Information Processing Model is most often cited in
connection with this topic (Kuhn, 2005). The model is most famous for
articulating that readers' internal attention has a limited capacity-that is,
if readers expend too much internal (cognitive) energy on low-level
reading tasks such as decoding there will not be sufficient internal energy
remaining to devote to comprehension. Samuels (1994) states, "It is
assumed in the theory-as well as by many who study reading-that
getting meaning from printed words involves a two-step process: first,
the printed words must be decoded; second the decoded words must be
comprehended" (p. 820). According to the model, the beginning reader
comprehends by switching back and forth between the two processes of
decoding and comprehending, an experience that can be slow, laborious,
and frustrating. Furthermore, the struggling reader's comprehension can
often be adversely affected if too much attention is directed to decoding.
In contrast, the fluent reader needs little internal attention to decode text
because he/she is able to decode most, or all, of the words with ease. For
the fluent reader, little or no attention is needed to decode the words, and,
as a result, most or all of his attention is available for comprehension.
The Automatic Information Processing Model suggests that assisted
repeated reading aides reading fluency because it reduces the energy
needed for decoding.
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Method
The method used in this study was single-subject experimental
research. This type of research establishes the effects of an intervention
on a single subject, rather than averaging a group of subjects' scores.
Single-subject research provides a personalized evaluation of data. In
single-subject research, "Although the focus of this type of study is the
individual subject, most of these studies include more than one subject.
When there are multiple subjects, the data are still analyzed separately
for each subject rather than as a group". . . (Best & Kahn, 2006, p. 216).
Neuman and McCormick (1995) write, "although single-subject research
is helpful for answering a wide variety of literacy questions, it may be
particularly useful for studying subjects in remedial programs" (p. 28).
Thus, the present study was created to extend the results of previous
studies on repeated reading by comparing students in the same grade
level but of varying reading abilities through the use of a single-subject
experimental design.
Subjects
The study took place in a first-grade classroom in a small, lowsocioeconomic, northeast school district. The total number of students in
the school was 654 of which 266 received free or reduced lunch (29.6%).
The students' ethnic makeup was Caucasian (29%), African-American
(13%), Hispanic (28%), and Asian (30%). The total number of students
in the district was 3,899 of which 2,119 received free or reduced lunch
(54.3%). The four focal subjects consisted of three boys and one girl.
The first subject is a student who is classified as a specific learning
disabled student. His age at the start of the intervention was seven years
and eight months. This subject has four siblings, three of whom are of
school age. The oldest sibling is an eighth-grade male who is considered
an at-risk student. The second oldest sibling is a fourth-grade male who
is also classified as specific learning disabled. The younger sibling is a
male kindergarten student who has been referred to the child study team
and is currently being evaluated for a learning disability. The youngest
sibling is a female of less than one year old. The subject is a friendly
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boy who gets along well with his classmates. He is conscientious in his
schoolwork; however, his homework is never completed. Excessive
absenteeism is an issue with all the siblings. This student is struggling
with reading. He has a very difficult time decoding words that contain
vowel digraphs. His comprehension and recall are areas of strength. He
is a pleasant child with whom to work.
The second subject is an English Language Learner. His age at the
start of the intervention was six years, three months. He is from a
Hispanic background. He has a younger male sibling who attends Pre-K
at the same elementary school. This subject's need lies in the area of
oral language. His processing is delayed. He was recently referred to
the Intervention and Referral Services Committee. He is not in danger of
being retained, however, support is required for his development. He has
become more outgoing and more comfortable with his surroundings as
time has passed. His decoding is improving; however, his comprehension
and response to oral instruction are low.
The third subject is a non-classified, male, at-risk reader due to
decoding difficulties. His age at the start of the intervention was seven
years. He is an only child from a one-parent household. His mother is
involved in his education. She is supportive at home, and is in contact
with his teachers on a regular basis. This subject is an outgoing boy who
likes to play and be involved in all classroom activities. He is active and
has some trouble staying on-task. He is eager to learn and responds well
to praise. He is interested in learning to read. Decoding is challenging,
but he does not give up easily.
The fourth subject is a general-education female student. Her age at
the start of the intervention was seven years. She is of Polish ethnicity.
Her mother's primary language is Polish. She has a younger female
sibling who is not of school age. She is a kind, hard-working student
who is quite competent in the area of language. She speaks, reads, and
comprehends at an average to above-average level. This subject interacts
well with her classmates and has a positive attitude.
All kindergarten through third-grade students were tested in
October by the Basic Skills teachers in the district using the DIBELS
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test. These scores, along with teacher observation and classroom
performance, were used in the selection of the target students.
Materials
The leveled reading books series, Early Connections (1999),
published by Benchmark Education Company, was used to establish a
baseline reading level for each student. This series of leveled books
consisted of five levels. Level D was the lowest level and consisted of
one to two syllable basic words that were repetitive, and included
pictures that could be used as an aid in decoding unfamiliar words in the
text. Level E increased the level of decoding skills necessary for fluent
reading by including compound words, as well as two syllable words;
however, picture cues that assisted the students' ability to decode were
provided. Level F text included suffixes, compound words, and two
syllable words. At this level the pictures did not aid the students'
decoding ability, and words became less repetitious. Level G text became
more diversified by including the drop e rule, suffixes, and three syllable
words. The stories became longer with more opportunities to implement
comprehension strategies. The highest level, Level H, consisted of longer
stories, smaller print, vowel digraphs, three syllable words, and suffixes.
Leveled books were also used to record each student's reading rate.
Passages of 100 words were marked, and the data were graphed for
initial and final readings for each passage. Reading expression and ease
were noted for each student. The students graphed each of their initial
and final readings, under the teacher's supervision, using graph paper
and crayons.
Procedure
A baseline was established for each student by recording the words
read correctly per minute for five days and averaging the scores. The
subjects read from the leveled books described above. Subject One read
on a D level and achieved a baseline score of 18 WCPM. Subject Two
read on a D level and achieved a baseline score of 43 WCPM. Subject
Three read on a D level and achieved a baseline score of 39 WCPM.
Subject Four read on level G and achieved a baseline score of 66
WCPM.
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The intervention began after the baseline was established. Each
intervention lasted 10-15 minutes per student and was administered twice
a week for eight weeks. At each session, each student completed an
initial reading on his/her instructional level. During this reading the
student read for one minute, the teacher told the student his/her words
correct per minute (WCPM) and the student then graphed his or her
score. Each student then listened to the teacher model the passage. The
child then echoed the teacher's reading. The teacher and the student then
completed two trials of repeated reading. The student then completed a
final reading of the passage. The final words correct per minute were
again recorded by the student on a graph. This procedure was repeated
for each student.
Data Analysis
As reported above, the initial and final WCPM were graphed for
each student. The results from the graphs were used to compare the
student's individual progress throughout the intervention. In addition,
the data collected were used to compare the effects of the intervention
across subjects to determine if the intervention was differentially
effective with student of varying profiles.
Results
Figure 1 shows the results for Subject One, a special education
student. Subject One read at a level D-E. The graph shows the words
correct per minute for each week of the intervention. The results indicate
that 94 percent of the first readings and 100 percent of the final readings
were over the high range of the baseline reading with the intervention.
The baseline scores were 17, 20, 21, 17, and 17 words correct per minute
with a mean score of 18 WCPM. Subject One's first reading scores
ranged from 18 to 60 words correct per minute. These results indicate
that practice reading had an effect on the increase of words correct per
minute. The final scores that were recorded after each session of
intervention ranged from 46 to 81 words correct per minute. These
results indicate that assisted repeated reading had a positive effect on
raising the student's words correct per minute. Transfer of skill to
unrelated text is also noted in this intervention. The results suggest that
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this student benefited from the practice reading as well as the
intervention. When the student became more familiar with the words, he
had more energy to focus on the rate and flow of the text.
Figure 1
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Figure 2 shows the results for Subject Two, an ESL student.
Subject Two read at level D-E. The results indicate that 75 percent of
the first readings were higher than the baseline with practice reading, and
100 percent of the final readings were higher than the baseline with the
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intervention. The baseline scores for Subject Two were 48, 47, 36, 42
and 42 words correct per minute with a mean score of 43 WCPM.
Subject Two's first reading scores ranged from 37 to 72 words correct
per minute. These results indicate that practice reading had an effect on
the increase of words correct per minute. The final scores that were
recorded after each session of intervention ranged from 52 to 84 words
correct per minute. These results also indicate that assisted repeated
reading had a positive effect on raising the student's words correct per
minute. Transfer of skill to unrelated text is also noted in this
intervention; however the percentage was lower when compared to
Subject One. The results suggest that this student benefited from the
practice reading as well as the intervention.
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Figure 3 showed the results from Subject Three, an at-risk student.
Subject Three read at level D-E. The results indicate that 69 percent of
the first readings were higher than the baseline with practice reading, and
100 percent of the final readings were higher than the baseline with the
intervention. The baseline for Subject Three was 41, 40, 41, 38, and 34
words correct per minute with a mean score of 39 WCPM. Subject
Three's first reading scores ranged from 21 to 67 words correct per
minute, and the final reading scores ranged from 46 to 95 words correct
per minute. These results indicate that Subject Three benefited from the
practice reading as well as the intervention, and a transfer of skill was
present in both the practice and intervention readings.
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Figure 4 shows the results for Subject Four, a general education
student. Subject Four read at level G. The results indicate that 50 percent
of the first reading and 100 percent of the final readings were higher than
the baseline. The baseline scores were 65, 71, 63, 62, and 70 words
correct per minute with a mean score of 66 WCPM. Subject Four's first
reading scores ranged from 52 to 93. These results indicate that practice
reading had an effect on the increase of words correct per minute. The
final scores that were recorded after each intervention session ranged
from 83 to 116 words correct per minute. These results indicate that
assisted repeated reading had a positive effect on the increase of words
correct per minute.
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The results demonstrate the effects of practice reading of new texts.
The overlap of common words was minimal. The results also
demonstrate the effects of assisted repeated reading of each text. The
results indicate that the intervention was effective for all students to
varying degrees.
Discussion
The purpose of this study was to examine the effects of assisted
reading on first-grade students whose reading ability varied. Past
research has examined the effects of repeated reading using various
methodologies, however, the differential effects of assisted-repeated
reading on students of varying reading profiles has not been previously
reported in the literature. A single-subject experimental research
methodology was used with four first-grade students. The results
indicated that all students scored higher than their baseline scores 100
percent of the time when the intervention was administered. The results
from the practice (first reading of each passage) reading were also
examined to determine the effects practice had on the students' words
correct per minute. These results also showed an increase for all
students.
The findings of this research support the positive effect of repeated
reading in all variations of implementation. Samuels (1979) was one of
the first to implement this type of intervention in order to determine its
effectiveness regarding reading rate. This method of repeated reading
was also supported by studies conducted by Allington, (1983), Anderson
(1981), Herman (1985), Homan, Klesius, and Hite (1993), Kuhn (2005),
Kuhn and Stahl (2003), O'Shea, Sindelar, and O'Shea (1985), Rashotte
and Torgensen (1985), Rasinski and Zutell (1990), Stoddard, Valcante,
Sindelar, O'Shea, and Algozzine (1993), and Dowhower (1987).
The present study also examined the differential effects of assistedrepeated reading on a general education student, a special education
student, an ELL student, and a non-classified at-risk student.
Comparative results indicated that the special education student and nonclassified poor reader demonstrated greater growth in reading rate than
did the ELL and general education students. This finding suggests that
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those students who had the most difficulty in the decoding component of
reading experienced the greatest improvements in reading rate. These
results may be related to the assisted-repeated reading intervention that
freed up energy that had been formally expended on decoding tasks. The
students who had less difficulty decoding at the outset of the study (the
ELL student whose difficulty was primarily in the realm of oral
language/vocabulary, and the general education student whose reading
was average to above average for her grade level) also showed
improvements associated with the repeated reading intervention;
however, the results were not as notable. Thus, while including assistedrepeated reading into the classroom curriculum may be beneficial for all
students, results from the present study indicate that repeated reading
may be most beneficial to readers who struggle with the decoding aspect
of the reading process.
The results of the present study also support LaBerge and Samuel's
(1974) Automatic Information Processing Model. The model suggests
that reading fluency will be improved as decoding difficulties are
reduced, as is the case with repeated reading. In fact, the present work
demonstrated that students whose decoding was most problematic were
those who gained the most by the repeated reading intervention. Future
research should further explore the differential effectiveness of repeated
reading reported within this paper.
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Poems by C. Glennon Rowell
The Joys of Books
Books take us away to enchanted landsTo places beyond the sea.
To castles on mountains far awayTo lands of mystery.
Books take us back to the long agoTo tales of kings and queens.
To warriors wearing shining armorWho conquered enemies mean.
Books tell us about tomorrows to comeTo glorious new worlds ahead.
About unheard of, unthinkable ideasImagination waiting to be read.
Books tell us about endearing romancesGreat loves that'll forever last.
And about lost loves and grief therein,
In the present and in the past.
Books are to be read and read and readTheir values can never be told.
Their joys will forever be with usTheir pleasures will forever unfold.
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Spelling Woes
Teacher, why doesn't s-e-d spell said?
When b-e-d spells bed and r-e-d spells red?
And then there'sfed, and wed, and ledAnd T-e-d for my cousin Ted.
And why doesn't w-e-a-r-d spell weirdSince b-e-a-r-d spells beard?
And why doesn't c-o-f-f spell coughIt clearly always ends in ofJ?
And why doesn't p-a-d-e spell paidWhen m-a-d-e spells made andf-a-d-e is fade?

Teacher, trying to spell is simply crazyWith rules that are fuzzy and logic that's hazy.

The Joys of Books; Spelling Woes; and Usage Woes

Usage Woes
In writimg-I oft' wonder what to say:
Should I use can or should I use may?
Should I use whom or is it who?
A simple quandary-what should I do?
More trouble comes with which and that.
They're not as easy as sit and sat.
With lie and lay-I scratch my head.
A wrong choice here-my face turns red.
But oh those problems with sit and set!
On which one to use-I'd never bet.
Is it a book or the book-what do you think?
Some choices in usage make my heart sink.
In classes we've learned word usage and whyBut for words cited above-Which rules apply?
So here's hoping I've made the right selectionsHelping eliminate those red-inked corrections.
C. Glennon Rowell is a faculty at the
University of Tennessee, Knoxville, TN.

337

ON THE HORIZON

WHAT'S NEW IN CHILDREN'S BOOKS

Sizzling Summer Reading

Barbara A. Ward & Terrell A. Young
Washington State University
It's almost summer time, and the living seems so much easier than it
does during the rest of the year. The pace changes, and so do our reading
tastes. Summer is the time for refueling our engines, reaching for
inspiration, and exploring the splendor of the wide world around us. In
this column we offer a collection of books that seem perfectly suited to
summer's schedule of traveling, spending time with family and friends,
and honing our talents. While you're throwing another charcoal briquette
on the barbecue, why not serve up some sizzling summer reads along
with a side of salad?
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Ta/ Mahal,Caroline Arnold and Madeleine Comora, Ill. Rahal Bhaghan

Although young readers will recognize the beautiful white marble
structure on the book's cover, few will know the love story behind its
creation. When a young beauty catches the eye of the man who will rule
the Mughal empire, the young prince is determined to spend the rest of
his life with the charming young woman. Devastated after her death in
childbirth, he puts his energy and creativity into the construction of a
monument to their love. Sadly, the black marble tomb he envisionedfor
himself to mirror his wife's white tomb was never erected. This stunning
book is filled with illustrations and engraved borders based on ones
found in manuscriptswritten centuriesago.
Minneapolis, MN: Lerner Books, 32 pages, $17.95, ISBN 076132609-X,
grades 4-7.
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An Egg Is Quiet, Dianna Aston. Ill. Sylvia Long
Aston's evocative, lyrical text dances with Long's beautiful illustrations
in this introduction of the incredible variety of eggs-60 in all. From tiny
hummingbird eggs and gooey frog eggs to fossilized dinosaur eggs,
children learn about the attributes of eggs and many incredibleegg facts.
Every turn of the page illustrates the beauty and wisdom found in nature.
Children love to match the eggs on the frontpages with the creatures on
the back.
San Francisco: Chronicle Books, unpaged, $16.95, ISBN 978-0-81184428-4, grades PK-2.
Vive La Paris,EsmO Raji Codell
Codell weaves together a beautiful tapestry of stories in this companion
book to her popular Sahara Special (Hyperion, 2003). This tapestry
features Paris McCray, a bright fifth-grader who lives in inner city
Chicago. The woof and warp of the book are her musically inclined
family-loving parents who are committed to their Christianfaith and
the teachings of Martin Luther King, Jr. Her four brothers always look
out for her andprotect her. The tapestry contains threads offriendship in
Luz and Sahara and their Extreme Readers Club. Another story thread
concerns a bully who regularly beats up her favorite brother and her
concern for why he does not defend himself A final story thread involves
Paris'selderly piano teacher, Mrs. Rosen, who lived in Nazi occupied
France. Paris tries to use her own life's context to understand Mrs.
Rosen's experiences.
New York: Hyperion, 210 pages, $15.99, ISBN 0-7868-5124-4, grades 4-6.
Julia'sKitchen, Brenda A. Ferber
Eleven-year-old Cara Segal's life suddenly changes in a dramatic
fashion. While Cara was spending the night with her best friend, Cara's
mother and younger sister die as their home catchesfire. Only herfather
survived. As Cara moves through the stages of grief she has many
questions. Why did herfather survive when the others died? How could
God allow this to happen? When will her devastatedfather be ready to
talk about what happened? Why was Cara spared? Eventually Cara
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draws strength from the cooking activities she and her mother enjoyed
together.
New York: Farrar Straus Giroux, 151 pages, $16.00, ISBN 0-374-399328, grades 4-7.
Owen & Mzee: The true story of a remarkablefriendship, Isabella
Hatkoff, Craig Hatkoff, & Paula Kahumbu
Children are intrigued by this unlikely but true story of Owen, a baby
hippo that is separatedfrom his mother by the devastating tsunami and
then befriended by a 130-year-old giant tortoise, Mzee. Engaging color
photos document Owen's rescue and eventualfriendshipwith the tortoise.
Kids may want to pair this book with Jeanette Winter's Mama (Harcourt,
2006), a simple illustratedbook on the same topic. Note that the authors
have published a second book, Owen & Mzee: The Language of
Friendship(Scholastic, 2007).
Scholastic, unpaged, $16.99, ISBN 0-439-82973-9, grades PK-3.
Writing magic. Creatingstories thatfly, Gail Carson Levine
The well-loved author offers practical tips for how to write fiction and
suggests that budding authors save whatever they write. Young writers
can spend the summer days honing their writing skills by practicing
Levine's exercises and reading the powerful writing samples she
provides, drawn from both from her own books and those of others.
Readers will learn how to write great beginnings and endings, pay
attention to detail, and develop characters so unforgettable that they
remain in the reader'smind long after the book has been closed.
HarperCollins, 168 pages, $16.99, ISBN 13-978-0-06-051961-2, grades 4-7.
Wings, William Loizeaux. Ill. Leslie Bowman
Change is in the wind in 1960 for ten-year-old Nick who lives with his
widowed mother in a small town. Nick must learn to accept his mother's
budding friendship with the local handyman, understand his father's
death during the Korean War, and deal with the class bully. When he
rescues a tiny mockingbird, Nick lavishes all sorts of affection on the
bird who teaches him to laugh, to love, and to let her go when the time
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comes. His treatment of the bird is respectful and affectionate and bodes
well for the man he will become one day. The delicatepencil drawings of
mockingbirds help the reader appreciate the bond between Nick and
Marcy, his bird.
New York: Farrar, Straus, & Giroux, 144 pages, $16.00, 0374348022,
grades 3-6.
Porch lies: Tales of slicksters, tricksters, and other wily characters,
Patricia C. McKissack, Ill. Andre Carrilho
Summer time seems the perfect time to sit on the front porch while
listening to and telling stories, and this collection of nine stories has a
comfortablefeel to it. With roots in the African-American oral tradition,
the storiesfeel grounded in myth, legends and history as much as in the
author's own imagination. Sometimes, it's hard to distinguish between
the trickster and the ones being tricked, and the reader is sure to
recognize more than one acquaintance or family member in the tales.
These tales, which beg to be read aloud, seem fresh and yet, somehow
familiar,amusing at one turn, andfrightening at another. This charming
collection is further distinguishedby the author's attention to detail, use
of authentic vocabulary and memorable names. These well-crafted
stories are certain to inspire readers to tell a porch lie or two of their
own.
New York: Schwartz & Wade/ Random House, 146 pages, $18.95, ISBN
0-375-83619-5, grades 4-8.
Questfor the Tree Kangaroo:An Expedition to the Cloud Forestof
New Guinea, Sy Montgomery, Photographsby Nic Bishop
A team of scientists and local explorers heads into what seems like
paradisein New Guinea to track the Matschie's tree kangaroo, a species
that make their home in the isolated cloud forests. Filled with luscious
photographs and gripping text, this engaging eco-adventure takes the
readerdeep into the day to day lives of scientists as they work in the field,
respecting both the animals' habitat and the needs of the citizens who
live nearby.
Boston: Houghton Mifflim Company, 80 pages, $18.00, ISBN 978-061849641-9, grades 5-9.
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Toad by the Road: A Year in the Life of these Amazing Amphibians,
Joanne Ryder, Ill. Maggie Kneen

This toad-ally delightful collection ofpoems dedicated to toads is a hymn
of praise to their usefulness and uniqueness. Blending beautifullyphrasedpoems with scientific information on toads at the bottom of each
page, the author focuses on a humble creature often overlooked by
others. Although the book follows a year in the life of the toad, summer
time is the perfect time to hop along with this amphibian. The soft
watercolorsgive readers a glimpse into the active lives of toads, and are
bound to inspire readers to spend summer days watching and
appreciatingthem.
New York: Henry Holt and Company, 40 pages, $16.95, ISBN
080507354X, grades 2-5.
Ryan and Jimmy and the Well in Africa That Brought them
Together, Herb Shoveller
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When Canadianfirst graderRyan Hreljac learns that not everyone in the
world has access to life-giving water, and that it costs only $70 to build a
well in Africa, he decides to raise the money for a well. Ryan remains
undaunted when he realizes that the money he raised by doing chores is
only enough to pay for a hand pump for one well. The resolve of this
determined young man catches the attention of others, including
businesses and the media, and they offer financial support. When he
travels to Africa to see his well, Ryan meets Jimmy, a young boy who
wants to thank him for the gift of clean, accessible water, and a powerful
bond forms between the boys. Over the years, Ryan's dream of malkng a
difference has inspired others so much that there is now a Ryan's Well
Foundation, and that first well in Uganda has grown to more than 194
wells, bearing vivid testimony to the life-changing power of one
individual.
Tonawanda, NY: Kids Can Press, 56 pages. $16.95. 978-1-55337-967-6,
grades 3-7.
Team Moon: How 400,000 People Landed Apollo 11 on the Moon,
Catherine Thimmesh, Ill. with photographs

Team Moon is more than the story of the three astronauts, Buzz Aldrin,
Neil Armstrong, and Michael Collins, who flew to the moon, landed,
walked on its surface, and came back. It is the story of all those men and
women-all 400,000 of them!-whose unheralded work made the first
lunar landing possible. The behind the scene stories are told in the
voices of the men and women responsiblefor the mission's successengineers, seamstresses, flight directors, managers, camera designers,
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software experts, suit testers, telescope crew, newscasters, and
navigators. Thimmesh's riveting text transports readers to the time and
place of the great event as if they were observing the astronauts on this
historic venture as the scientists on the ground worked together to solve
problems to bring the Apollo and its crew safely home.
Boston: Houghton Mifflin, 80 pages, $19.95, ISBN 0-618-50757-4,
grades 4-8.
My FriendIs Sad and Today I Will Fly!, M. Willems

Mo Willems' new series, Elephant & Piggie Books, provide brand new
readers with confidence as they encounter clever stories in simple text.
They meet Gerald, the cautious worrier of an elephant, and the overlyconfident Piggie. As parents listen to their children read Today I Will
Fly!, they will notice that Willems' brief text has Suesslike qualities as
Gerald declares, "You will notfly today. You will notfly tomorrow. You
will not fly next week!" In the second book, kids enjoy Piggie's attempts
to cheer up Gerald in My FriendIs Sad. Beginning readers will beg for
more Elephant and Piggie Books (and theirparents will understand why
these books are New York Times best-sellers!).
New York: Hypenion, 64 pages, $8.99, ISBN: 1-4321-0297-5 and 14321-0295-9, grades K- 1.
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The Titan's Curse, Rick Riordan

Many Harry Potter fans quickly become Percy Jackson fans. In The
Lightning Thief (Hyperion, 2005), Percy learns that the ancient Greek
gods are alive and living in the United States. Moreover, he learns that
his father is Poseidon, making him a demigod. Percy goes to Camp Half-
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Blood where he meets other demigods and is given a quest to find Zeus's
stolen lightning bolt. Percy's adventures in The Sea of Monsters
(Hyperion, 2006) take him to the Bermuda Triangle where he fights
Cyclops Polyphemus, and to retrieve the healing Golden Fleece which is
needed to protect Camp Half-Blood. The Titan's Curse deals with a
horrible ancient monster that poses a threat to all of the gods. The
goddess Artemis seeks to capture it but she disappears, leaving Percy
and his friends only one week to find her and to solve the challenge of
the curse.
New York: Mirimax/Hyperion, 320 pages, $17.95, ISBN: 1-4231-0145-6,
grades 5-8.
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