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Foreword

After reading the article "Home Writing Activities: The Writing
Briefcase and the Traveling Suitcase” (In the Classroom, October
1991), 1 came up with three spin-off activities. My third graders love
to take a suitcase home....

(Janice Wright, The Reading Teacher, February, 1992)

I was interested in Edward J. Dwyer’s article, “Comprehending
Figurative Language” (In the Classroom, December 1991), and was
impressed that a kindergarten teacher was introducing this to her
students. I strongly recommend this practice to other early zduca-
tion teachers....

For reinforcement, I would like to suggest the book The King
Who Rained by Fred Gwynne. It..complements the approach used
by Ms. Kelly....

(Grace G. McCaw, The Reading Teacher, September 1992)

These excerpts are from the “Encore” section of The
Reading Teacher’s “In the Classroom” department. “Encore,” a
feature initiated by department editors Carolyn Colvin and
Pamela Ross, provides readers with an opportunity to share
uses and extensions of information found in earlier “In the
Classroom” articles. Wright’s and McCaw’s comments typify
the kind of response teachers have had to this long-running
department of The Reading Teacher—praise for its pithy, prac-
tical instructional strategies and ideas, which are authored usu-
ally by preschool and elementary teachers themselves.

Thus, it is appropriate that Mary W. Olson and Susan P.
Homan have collected some of the best of the best of these
teaching ideas in Teacher to Teacher: Strategies for the Ele-
mentary Classroom. In this book, they and their editorial board
have assembled tried and tested strategies for reading words,
developing vocabulary, reading orally, comprehending text,
learning from content materials, composing text, using litera-
ture, and promoting children’s enjoyment of the written word.
And Olson and Homan have succeeded with distinction in
selecting useful, interesting, and engaging ideas for this collec-
tion. Anyone working with preschool children through middle
grade students will find a wealth of practical teaching ideas in
this volume.

In a Reading Teacher article written by classroom
teachers who shared their experiences in writing for publica-
tion, Carol J. Fuhler wrote, “As classroom teachers, you are the
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experts whose personal endorsements count as we all try to
perfect our skills and provide the best possible educational
environment for our students. Share those ideas. I am looking
forward to learning from you, a trusted colleague, as you pub-
lish in The Reading Teacher” (I>'Alessandro, Diakiw, Fuhler,
O'Masta, Pil  Trachtenburg, & Wolf, February 1992). Indeed,
the authoritics have spoken and shared many hundreds of
their most valued and successful teaching ideas in The Reading
Teacher over the years. Teacher to Teacher contains a rich
selection of them. I am certain you will find in this book useful
"expert to expert” information to savor and digest. So, read
and enjoy. Bon appetit!

James F. Baumann

The University of Georgia and

The National Reading Research Center;
Editor, The Reading Teacher, 1989-1993
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Preface

We have long admired The Reading Teacher's regular
column of teaching ideas, “In the Classroom™ (called “The
Classroom Reading Teacher” until May 1988 and, beginning in
September 1993, “Teaching Reading”). We thercfore decided
to collect the best articles from “In the Classroom” in an easily
accessible volume for preservice and inservice teachers. Even
though teaching certainly involves much more than a series of
classroom activities, we believe that a volume of suggestions
from which thoughtful teachers can conveniently select appro-
priate practices for particular goals, contexts, and children
might be very useful. (At this point, it is important to note that
any book of teaching suggestions should be used with this
notion of thoughtful selection in mind.)

Other reasons prompted our effort to put together this
volume. Many classroom teachers are unfamiliar with or do
not have access to The Reading Teacher, and we felt that one
volume of classroom ideas could be helpful for those teachers.
Even those teachers who do receive RT regularly may not
keep their copies close at hand when they are planning future
lessons. Furthermore, searching through dozens of iss.es for
appropriate strategies is time consuming—and time is a scarce
commodity for teachers. Finally, dissemination of the results of
current research, as well as instructional strategies compatible
with those results, is a long-standing problem for education.
This volume is an attempt to address that problem.

Teacher to Teacher contains strategies and activities
selected from the October 1983 to May 1991 issues of The
Reading Teacher. Even though the strategies and activities were
peer-reviewed by an editorial board for inclusion in the journal,
the articles included in this volume were subjected to an addi-
tional review by a second editorial board of 11 classroom teach-
ers and reading/language arts coordinators from across the
United States. Members of the editorial hoard were as follows:

Carol Avery, Jean Frey, Kris Grantz, Kris Knudsens,
Tamara Lindsey, John Logan, Lynn McKay, Molly
McLauren, Donna Noyes, Sue Reisdorph, and Linda
Scott.

We asked reviewers to identify the appropriate grade
levels for each activity or strategy described in the “In the
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Classroom” articles, to classify each by topic (vocabulary devel-
opment, writing, study skills, word recognition, etc.), and to
rate each on nine criteria. These criteria were as follows:

1. The strategy has a stated purpose and is appropriate
for that purpose; implementing the strategy would
achieve the stated purpose.

2. The strategy is consistent with current research.

3. The strategy has potential as a way for students to
learn content,

4. The strategy has potential as a way for students ro
learn a skill.

5. The steps to implement the strategy are clearly
described and carefully sequenced; it would be easy
to implement the strategy and use it in the classroom.

6. The materials needed to implement the strategy are
clearly described.

7. Teachers would find this strategy easy to implement
and would probably use it.

8. The strategy has the potential to motivate students to
p- sue further learning.

9. The strategy could be used at several grade levels;
changing only the content (e.g., choice of texts)
would be required.

All of the reviewers on our editorial board were out-
standing in their knowledge of reading and language arts, their
judgments based on that knowledge, and the promptness with
whick: they completed their task. Without their help and sug-
gestions, this volume would not exist. We acknowledge that it
was very difficult for them, and for us, to omit some excellent
strategies from our final copy; nevertheless, because of their
thoughtful ratings, we believe we have included many of the
best articles from “In the Classroom.” The authors of those arti-
cles are listed at the conclusion of this volume in the “Index of
Contributors,”

We would also like to thank the reviewers on the ra
Publications Committee. Their insights and suggestions were
most helpful and appreciated. We owe special thanks to Susan
Granda, Pat Joyner, and Ellen Summers for typing the manu-
script.

This volume has nine chapters. Each chapter contains an
introductory orientation to the chapter's focus, a list of suggested
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further readings, and the strategies recommended for inclusion
by the editorial board. It is important to acknowledge that we
created the chapters out of a need for structure; obviously many
of the activitics could fit in several chapters simultancously.
Teachers will rightfully reorganize to suit their particular needs.
It was a pleasure compiling Teacher to Teacher:

Strategies for the Elementary Classroom. We hope that teachers
find that it offers helpful, stimulating, creative, and sound prac-
tices for their classrooms.

MWO
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Introduction

While reading is central to the focus of this book, it is
important to recognize that reading is only one of the lan-
guage arts, which together consist of writing, speaking, and lis-
tening, along with reading. Fach of these components is
grounded in language, and it is language that allows us to
think about ideas, topics, events, and so on and to express our
thoughts to others. In fact, Stoodt (1988) argues that thinking
should be considered the fifth language art since it is so central
to each of the language arts.

When we encounter various ideas or topics, we try to
organize and make sense of those experiences using knowl-
edge we already have; in this way we learn, or "make mean-
ing.” This proces: of pulling together what we already know
and applying it elsewhere is what is usually called critical
thinking. As knowledge is applied in other settings or con-
texts, it becomes transformed knowledge that is used to under-
stand, solve, define, and judge (Scardamalia & Bereiter, 1980).
The language arts are processes that provide a vehicle for
teachers to help children beceme critical thinkers and thus,
transform knowledge.

“Language arts instruction” implies that teachers use
strategies that make connections among the language arts
components as they plan activities for the children in their
classrooms, activitics whose ultimate aim is to foster critical
thinking. Indeed, educators and researchers argue that the lan-
guage arts are supportive of one another and that children
benefit from an integration of reading, writing, listening, and
speaking instruction (see, for example, Pinnell, 1988, and
Dobson, 1988). In other words, children should frequently be
engaged in speaking, listening, writing, and reading activities
that involve and promote learning in all the language arts. This
approach has a number of advantages over a segimented cur-
riculum that assigns separate times for reading, writing, listen-
ing, or speaking instruction. For instance, integrated language
arts instruction is sensitive to a real-world context whereas seg-
mented instruction often is not. Teachers committed to an inte-
grated approach frequently make extensive use of literature to
create an authentic instructional context that, among other
things, allows them to build in children a natural appreciation
of different cultures as well as meet the nceds of a diverse stu-
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dent population. Examples of school activities that provide
opportunities for the integration of the language arts include
notetaking (writing with listening or reading); summarizing
| (reading and writing); oral interpretation using Readers
Theatre, plays, or poetry readings (reading, listening, and
speaking); and language experience stories (speaking, listen-
ing, writing, and reading).

Each language arts component also carries with it an
array of skills and concepts for children to master. For exam-
ple, embedded in writing instruction may be instruction in
spelling, usage, mechanics (punctuation and capitalization),
and penmanship. Reading instruction might include leaming to
read and reading literature and subject texts, as well as leam-
ing researching and study skills. Speaking and listening instruc-
tion might include opportunities for the use of standard oral
language patterns, oral interpretation of literature, or critical
and accurate listening.

The fortunate children who experience a warm, sup-
portive school environment have many opportunities for lan-
guage use with an integrated language arts curriculum. They
read and lListen with understanding and write and speak with
purpose. They use the language arts for clarifying, expressing,
and gaining new knowledge across the curriculum (Copeland,
1984: Newell, 1984). These children are immersed in language-
rich classrooms that allow them to use oral as well as written
language while learning the forms and functions of language.
Teachers in language-rich classrooms understand that language
develops throughout the day, including during recess and at
lunch.

Even though reading is the primary emphasis of this
book, many strategies and activities that strengthen the con-
nections among the language arts are included in each chapter.
Because the relationships among the language arts are so inter-
dependent, it was often difficult to assign strategies and activi-
ties to particular chapters; it is important to note, therefore,
that the chapter assignments are suggestions only. Since many
articles could have been assigned to more than one chapter,
we simply made decisions based on the major emphasis of
each strategy or activity.

13
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Chapter

Reading—the process of constructing meaning from
text—requires interactions among various subprocesses, such
as recognizing printed words, determining the meaning of
words, dividing sentences into syntactic groups, and creating
an overall meaning for the text. The foundation of the reading
process is word recognition (Gough, 1984), or the ability to
identify words in continuous text quickly, accurately, and

i effortlessly. The overall goal of reading is comprehension of
text, but the ability to recognize words is a prerequisite for
achieving this goal.

Phonological awareness has been identified as a strong
predictor of children’s word-recognition ability and, by exten-
sion, reading achievement. Phonological (or phonemic) aware-
ness is a metalinguistic ability that allows children to reflect
on and manipulate features of spoken language (Tunmer,
Herriman, & Nesdale, 1988) as well as to understand spelling-
to-sound correspondences of English words (Ehri, 1987).
Stanovich (1986) defines phonological awareness as “con-
scious access to the phonemic level of the speech stream and
some ability to cognitively manipulate representations at this
level® (p. 362). In other words, children with a high level of
phonological awareness can examine the phonemes that make
up words and play with those sounds by segmenting or blend-
ing them.

The development of phonological awareness often
begins when children become familiar with simple thymes
(Maclean, Bryant, & Bradley, 1987), followed by their recogni-
tion of syllable junctures and the understanding that one-sylla-
ble words have two parts (Trieman, 1985). (The onsetis the
initial portion of the word—sb in shout, for example—and the
rime is the combination of the vowels plus the ending conso-
nants—out in shout) Finally, children begin to distinguish
phonemes. Word-recognition instruction should build on chil-
dren’s development of phonological awareness. For example,
children need to be able to hear separate phonemes to benefit
from phonics instruction; if they are to discover word patterns
they must be able to hear onsets and rimes. Children’s ability
to identify mulitsyllabic words in print depends on their aware-
ness that spoken words can be segmented into syllables.

Other considerations also enter into word-recognition
instruction. Children often seem to recognize easily words as




whole units, and this ability can become the foundation for
later letter-sound analysis and decoding. Instruction that starts
with identifying known words helps children establish stronger
connections among printed words and oral language. In addi-
tion, teachers use this “sight-word” instruction to help children
quickly pick up words with irre gular spelling patterns, high-
interest or high-frequency words in a specific text, or words
that children don't yet have the ability to decode. Teaching
these words in the context in which they appear may help stu-
dents remember what the words look like; in any case, if the
words chosen for instruction are meaningful and useful to chil-
dren, they will be able to learn to read them more successfully.

Phonics instruction builds on children’s phonological
awareness and helps them understand the letter-sound corre-
spondence of words they already have in their oral vocabu-
lary. Certainly many common words have irregular sound pat-
terns and need to be taught as sight words, but letter-sound
analysis is still a useful word-identification strategy. Usually
consonant sounds are taught to children first, with reminders
of alphabet letter names to help them learn the sounds.
Children who learn to recognize these sounds in different
positions in words and in different combinations will also learn
the main concepts of orthography. Using phonograms to teach
phonics capitalizes on the notion of onsets and rimes as well
as letter patterns, That is, if buck is an unknown word but the
child knows truckand the sound made by the letter . he or
she can substitute /b/ for /tr/ to sound out the new word.

Children also recognize words by analyzing their mor-
phemic units and letter clusters. This sort of structural analysis
is the process children use to identify multisyllabic words, con-
tractions, words with infle <tions, words with affixes, and com-
pound words. Cunningham (1975) believes that to analyze an
unknown multisyllabic word, children search for word parts of
the largest manageable unit and compare the chunks to famil-
iar words, phonograms, or letter clusters. It does not appear
to be important that children learn rules for dividing words,
but the ability to pronounce syllable units rapidly, recognize
familiar affixes and roots, and relate an unknown word to
known words is necessary for reading multisyllablic words
(Shefelbine, 1987).

Finally, skilled word recognition seems to depend on
children’s ability to use a combination of strategies and to
monitor their deductions when reading to be sure that the
words they identify make sense in the context of the story.
Rereading a text helps improve both word recognition and
monitoring skills, as does frequent writing.

This chapter contains strategies and teaching ideas
designed to strengthen children's word-identification abilities—
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whether through sight-word instruction, phonics instruction,
structural analysis, or monitoring.
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This activity, which I use daily with my first graders,
promotes cral communication and increases reading vocabu-
lary—and it’s also fun.

Before we begin a reading group, each child collects
his or her own set of word cards and uses thern to create a
sentence to share with the group. All are very attentive during
this activity, and they are always interested in hearing one
another's sentences. After each child reads a sentence from the
cards, he or she requests a new word to ~-d, to the collection.

When a child tells me the new word she or he would
like to add, I write it in large letters on a small card and then
we discuss it. The child may choose any word at all. Once
we've talked about the word, the new card is placed with the
others in a large envelope the child has decorated. The young-
sters may use the cards any time uuring the day for writing
stories, reading to their classmates, or constructing sentences
for spelling or handwriting practice.

As the year goes on, the card collections grow—and so
do the chiidren's vocabularies. No matter what their words are,
the children recognize them by sight each time. It may be that
because these words are important to the children, they ar=
easily remembered.

As an undergraduate, 1 read Teacher, Sylvia Ashton-
Warner's story of her work with Maori children in New Zea-
land. From this I borrowed the idea of The Key Vocabulary and
adapted it as A Word a Day. Although I use a basal reading
series, I feel that the children’s daily words give them a bonus
by letting them use their own special words and phrases.

A Word a Bay

Robin Shumaker
Ligonier, Pennsyivania
November 1988

The Magic E game provides an interesting way for
small groups of students (such as reading groups) to practice
decoding skills. The game is simple to prepare and easy to
store.

The materials needed are oaktag paper, a colored pen,
and a lunch-size paper bag. Cut from the oaktag 40 rectangles
1"x 3" (or 3 cm x 8 cm). On 20 of these cards write words—
such as kit, pan, and shin—that can be changed into other
words with the addition of a final e. On 10 cards write words
that do not form a new word by adding e, such as ham, stem,
and s/ip. On the remaining 10 cards write magic e. Place all the
cards in the lunch bag and shake to mix.

To play, each child in turn draws a card from the bag
and sounds out the word. If the child is successful, he or she

Bag the
Magic E

Marilyn Marston
Wayne, Pennsylvania
January 1 989




keeps the card until the game is over. If the player is unable to
say the word, it goes back into the bag. When a magic e card
is drawn it may be added to a previous word card to form a
real word or saved to ‘play on future turns. For example, if the
word shin is drawn on the first turn and a madgic e on the next,
they may be combined to make shine. Occasionally a child
attempts to attach a magic e to a card that will not form a

new word, and this gives students practice in discriminating
between real and nonsense words.

Play continues until a time limit is reached or until all
the cards are used. To score, count each word-magic e combi-
nation as 5 points and other words as 1 point; unused magic e
cards do not courit. The winner is the high scorer.

The bags may be labeled and decorated and can be
folded with the cards inside to store for future use.

Children ask to play again and again. With this activity,
success is in the bag!

Spicing Up
Vocabuliary Study
and Review

Judith L. Martin
Wwaco, Texas

{(now San Antonio, Texas)
October 1984

Memory experts recommend attaching some visual
image—even a crazy one—to an item you want to remember.
if you're making flashcards to teach vocabulary from a story,
why not help your students a bit by giving them a shape that
suggests the story topic or a symbol from the story without
being a dead giveaway of the word? For example, make bone-
shaped flashcards for words from a story about a dog. Design
fish-shaped flashcards for a story on fishing. Cut out lemon-
shaped flashcards for a story like Frank Asch’s “Good
Lemonade” (from Houghton Mifflin's Skylights 2-1 reader,
1981).

Almost every story has a good symbol embedded in it.
Using these symbols helps children remember vocabulary and
connect written with spoken words. And you won't forget
which flashcards belong with a particular story.




Children enjoy the discovery method of learning and
the “ah ha" feeling they get when they find something out
without being told. Here's an activity that teaches students
there must be a vowel in every word. Use it with small groups
of four to six children.

The materials needed are cardbcard, plastic, or wood-
en letters (all 26). Chalkboard and chalk will be needed later,
along with a child's reader.

Place on a table all the letters except the vowels. Ask
the children if they can make a word with the letters. When
they see 21 letters, they will be certain they’ll be able to do so.
After a few minutes, they will start to ask for the vowels. This
will be the moment of truth when they realize they cannot
make a word without a vowel. Place the vov-els on the table.
When a child makes a word, write it on the board. When the
children have made all the words they can, have them pro-
nounce each one.

The next day, write a short sentence on the board.
Omit the vowels and draw a straight line where the vowels
should be. Ask the students to figure out the sentence and
name the vowels that are missing. Let a child go to the board
and fill in the spaces with the correct vowels. Sentences such
as “The cat is fat” are challenging for students reading at a first
grade level; older poor readers may be ready to attempt
“George Washington slept here.”

To extend the activity to include the auditory channel,
attempt to say words such as “cat” or “crum” without pro-
nouncing the vowels. Let the children help figure out that
without a vowel, “words” cannot be spoken clearly.

To conclude the activity, have the students copy a
page from their reader. Ask them to omit the vowels and draw
a line where each vowel should be. They can then exchange
papers and fill in the blanks on their partner's sheets. Students
can check their own work by consulting the book to deter-
mine whewer their responses are correct.

To ensure concept mastery, repeat all these steps after
a week or so.

wWhere There's a
Word, Tiere's a
Vowel

Jennie Jennings beGenaro
Highland Springs, Virginia
December 1987

What to do about phonics is a constant and emotional
topic of debate among parents and teachers of young children.
On the one hand, we know that children who learn letter-
sound relationships early get off to a better start in reading. On
the other hand, we know that letter sounds are difficult for
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young children to learn and that children who have had little
experience with books or are immature can be taught the
sounds but do not remember them. We need some new
approaches.

Action phonics is an alternative teaching strategy that
many teachers of young children find both effective and enjoy-
able. Action phonics is just what its name implies: children
learn actions for initial consonant, digraph, 2nd blend relation-
ships.

Imagine that we are in a kindergarten or first grade
classroom. The teacher puts on some marching music, and the
children march around the room. Rhythm sticks and other
instruments can be used if available. After the children have
marched, the teacher shows them a large card on which the
word march is printed. On the other side of the card, a capital
and small letter m are clearly printed. The children learn that
the printed word is the way we write “march” and that the first
letter of march is m. To help them remember the letter m and
its sound at the beginning of a word, the children are told that
they should march when the letter m is shown.

One or two initial consonants can be introduced each
week. Before a new consonant is introduced, all the old conso-
nants should be reviewed by having the whole class do the
corresponding action when the teacher shows each letter. The
teacher should make comments like “Good, you were all jump-
ing because I showed the letter j and j is our jumping letter.”

Another fun review activity is to give each child in the
class a card with a letter on it. A child does the action for the
letter and then calls on another child to guess what letter she
or he has. If the child called on guesses correctly, that child
gets to do the next action and call on someone else to guess.
Similar to this is “Follow the Letter Leader.” One child picks a
letter card and does the corresponding action. Everyone else
follows the leader in the same action. The leader then picks
another card and the game continues. Young children love
these games, and teachers can use them to teach phonics
while having a physical education class.

Of course, many actions are possible for each letter. It
is important to choose an action that is familiar to th< children
and that they call by the name you are using. Here ic 2 ust of
action words many teachers have used. The action for s is
often used to end the game. Children say, “That’s not an action
at all,” but they remember what sound s stands for when it
begins a word.

b bounce g gallop

¢ catch h hop, hum
d dance j jump

f fall k kick
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' lick, laugh t talk

m march v vacuum

n nod w walk, wiggle
p paint Y yawn

r run z zip

S sit

The digraphs can be taught in the same way. Some
teachers like to teach digraphs only after all the consonants
have been taught. Others like to teach /sh/ following /s/, /th/
following /t/, etc., so that children learn from the beginning
that 4 is a “magician"—a letter that can completely change the
sound of the letter preceding it. Here are actions commonly
used for the digraphs:

ch cheer-

sh shiver, shout

th think

wh whistle (children who can't whistle like t& iy)

Whether teachers should use actions for the blends
depends to a great extent on the children. Some children seem
to infer the sound of blends once they know the sounds of the
consonants; others have great difficulty distinguishing the /
blends from the r blends and confuse the s blends. Many first
grade teachers find action phonics a fun way to teach blends if
the children have learned the consonants in kindergarten.
Teachers of remedial readers in grades two and three report
that actions also help these children learn blends. Here are
some examples:

br breathe (deeply) sw swallow, swim
bl blow, blink sk skate, skip

cr crawl, cry sl sleep

cl climb sm smile

dr drive Sp spin

fl fly st stand

fr frown tr track

gr grab tw twist

pl plant

Teachers who have used action phonics to help chil-
dren learn the common letter-sound relationships report that
children beg to do the activity and appear to learn the actions
that go with the letters naturally and effortlessly. Furthermore,
teahers report that they can almost see the children’s bodies
move into action when they try to read or spell 2 word.

When a child needs help, a teacher can say, “What
action do we do for p?" This does not isolate the sound and
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makes more sense to children than the more usual question
“What sound does the p make?”

One teacher explained the success of action phonics in
her classroom simply and directly: “They are always in motion
anyway. They cannot sit quietly and listen. They just naturally
move some part of their bodies. Now they all move together
purposefully.”

Seven Strategiles

for Teaching
Context Clues

Joan W. Fuqua
University, Alabama
(now Valdosta, Georgia)
February 1985

Don't assume students know how to apply context
clues when attacking unknown words; methods of interpreting
these clues should be carefully taught. Context clues can be
words, phrases, passages, pictures, or graphs that help readers
make correct guesses when dealing with unknown words. The
following seven strategies help teach students how to use con-
text clues.

Picture clues. Begin teaching children about picture
clues as early as kindergarten. Display large pictures and let
the students interpret them, guiding them with your questions.
A story can be told to complement the picture. In another
activity, purposely miscall items depicted and wait for students
to correct the errors. In later elementary grades, ask students to
look at illustrations in books and describe what they see.
Students will then form mental images to use in predicting
story content.

Filling in blanks. Prepare fill-in-the-blank sentences in
which the correct choice for the blank is obvious from the rest
of the sentence. For example:

e The fire is very [cold, wet, hot].
¢ Joan has put on her socks and

scarf].

[shoes, glove,

In this last sentence, all the answer. could be correct, but you
would point out that socks with shoes go more often than
with gloves or a scarf.

Listening. Rhymes provide a good way to begin teach-
ing how to pick up context clues by listening. Start with a two-
line thyme such as “John caught the high ball because he is...
[tall].” This prepares students to listen to a short story and sup-
ply omitted words. Read a story once through and then reread,
omitting words and phrases for students to provide. The books
Awful Alexander by Judith Choate and One Fine Day by
Nonny Hogrogian contain excellent stories with words and
phrases that are repeated often.
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Game playing. Prepare a game by cutting pictures and
correesponding text apart, mounting them individually on stur-
dy paper, and laminating them. Students then match the pic-
ture with the correct text. You can also have students construct
sentences from word <ards. Cut old chart stories into words
and phrases, and let studenis reconstruct the story. (1eachers
in the unper grades should use more advanced word lists.) To
vary the activity, students can work in small groups to form
sentences and stories.

Expanded reading. Expanded reading activities intro-
duce unfamiliar vocabulary before reading begins. After intro-
ducing a story theme, ask students to anticipate what words
might be in the story. A picture of a construction site might
suggest words such as building, construct, and foundation.
After developing a word list with the students, write sentences
giving special emphasis to the words on the list. To set off
these new words, underline them, place them in quotation
marks, or write them in colored chalk.

Cloze procedurz. The cloze procedure checks both
content knowledge and syntax skills. To construct a cloze
exercise, use a passage of about 100 words. Leave the first
sentence intact, and delete every nth word (most delete every
fifth word). Students must supply the missing word or a syn-
onym for it.

Teaching idioms. Make a list of familiar sayings such as
“piece of cake” and “green thumb” and teach their meanings.
To clarify what the idioms mean, have students illustrate them.

As students learn how to use context clues, they
acquire another aid to determine word meanings, which leads
to greater reading fluency.

Children with severely limited sight vocabularies can
rarely read more than the first two preprimers of basal reader
series. If they must repeat grades, they often end up reading
the same books year after year. A first step toward building
such students’ sight vocabularies is to assess their knowledge
of high-frequency words. Beginning with a preprimer list, I
determine which words the children know at that and at each
successive level. Then we work on the words that most of the
students do not know.

[ feel that these students are most interested in reading
about things close to home, so I find logos used by local busi-
nesses and attach them to cards. [ use these cards to help pro-
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LOgoS t0 Teach
Basic Sight Words

Leslie Anne Perry

Oxford, Mississippi (now Boone,
North carolina)

October 1984
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vide a context to teach related words. The children usually rec-
ognize the logos immediately, so thev are not burdened with
having to learn “extra” words.

Besides using the logos, I use the children’s names to
create sentences such as “Tracy went to McDonald's"” and
“Ronnie got three blue hats at TG&Y.” Children are particularly
motivated to participate when sentence. and stories coniain
their names. '

When students master a target word (as indicated by
their ability to identify quickly and accurately a word from a
word card on three separate occasions), 1 let them place the
word in their word banks. In addition, I duplicate each story or
list of sentences that they read so they can put copies in their
individual notebooks for later reading. As they accumulate
more and more words and stories that they can read, the stu-
dents experience a (for them) rare sense of accomplishment.

By using something already familiar to the children
(logos and their own names), I find they are able to learn a
large number of hasic sight words. As a result, these students
actually begin to enjoy reading.

Practicing High-
Frequency words
with Rebus
Stories

Mary W. Oison

San Marcos, Texas

(now Greensboro, North Carolina)
April 1985

Reading teachers should take advantage of the high
degree of motivation and variation associated with art activi-
ties. Giving children time to draw not only encourages them to
exercise their artistic and creative abilities, it can liven up their
reading and language arts practice.

Using rebus stories provides beginning readers with
practice in reading high-frequency words as well as with oppor-
tunities to determine and illustrate the content words in 2 story.

1. Create a rebus story using words from a high-
frequency word list, but don't draw the pictuies
(which usually represent the nouns in the story).

2. Type the story, triple spacing between lines so that
ample space remains for the rebus pictures.

3. Have the children create the stories by drawing
whatever they choose in the blank spaces.

4. Have each child read his/her story to a classmate.

5. Compile a book of the children’s rebus stories for
the class library.

This activity allows children to work with function
words and discover how these words support and frame the
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A Rebus Story

The @ is here.
The @ is in the

Can the H play wi  4e ?

.1+, with the @

ideas and concepts language users wish to convey. It also pro-
vides practice reading the high-frequency words beginning
readers must master.

Many children have trouble memorizing sight words at Sticker-Book Sight
the beginning of formal reading instruction, so learning to read words

can be very slow and sometimes frustrating for them. Sticker

books can be a successful addition to reading instruction for .

all beginning readers, especially those who need a lot of sight- patsy G. H:gdon

word practice and extra motivation. Arden, North Carolina
Sticker books use a predictable language pattern along December 1987

with picture clues from stickers (these can be donated at the
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beginning of the year by parents). Each book consists of about
eight pages with a sticker on each page and a sentence written
about the sticker.

The books follow a specific theme and use sight words
selected by the teacher. A typical book entitled Fruit may read:
“I can smell a banana. I can smell an apple. I can smell a
pineapple. I can smell a peach. I can smeli a grape.” A sticker
of each type of fruit would appear on the appropriate page;
smelly stickers add an extra sensory experience. Other sentence
patterns that can be used to teach sight words include these:

e Thisis ____ .

e ]seea

* This is number

e [liketoeat

Sticker books are excellent for individual tutoring witn
students who are having trouble understanding how to use
context clues. The text can be written in advance and the
stickers left on a table in front of the student. The student can
read the pre ‘ictable sentence, stopping at the unknown word.
By using the picture clue from the stickers along with knowl-
edge of letter sounds and the theme of the book, the student
should be able to figure out the word and which sticker
belongs with it.

These special teacher- or student-made books can help
teach concepts as well as sight words. Other titles I have used
include Shapes, Money, Toys, Food, Numbers, Insects, Dino-
saurs, Flowers, Holidays, and Colors.

Children have instant whole-book reading success with
sticker books. They feel very confident reading them with min-
imum instruction. The potential for these books is limited only
by what kind of stickers you can find.

Big Books:
Resource centers
for Skills and
Activities

Sylvia Zdaniak
Montrea!, Quebec
March 1984

Big Books—oversize versions of popular stories or
poems—that are made and illustrated by teachers and children
are a marvelous tool for teaching beginning readers or remedi-
al students in grades two to four. Each Big Book can also
become a resource kit with activities for independent learning
and group practice.

First, list key words from the story on the last page,
facing the back cover. Ten words are adequate for beginning
readers. Second, fit the inside of the back cover with pockets

27

-




to hold a variety of games and activities for that story. Mark

each pocket with a symbol or color code. Mark the pocket’s

contents with the same symbol or color. Write simple direc-

tions on the pockets, geared to the children’s reading levels.
Here are some general hints:

e Set aside a large area for using the Big Books.

e Make specific rules for their use (how many children
at a time may use the book; activity cards must be
replaced in their pockets; etc.).

e Laminate the activity cards for durability.

e Make activities self-correcting by putting answers on
the back of the cards, including a:1 answer key in
the pocket, or giving an answer key to children
when they complete an activity.

e Put checklists (children’s names and the activities)
on the back of the word list or the inside back cover
(see Figure).

e Encourage children to create their own Big Books;
keep materials available.

Sample Checklist for Two Grades

The Very Hungry Caterpillar 1 2 3

Activities

Grade one X X

Sue
John
Lee

Grade three X
May
Nina
Paul

Children do the activities designated for their grade level, as shown by the x.

Here are eight activities based on the theme and
vocabulary of The Very Hungry Caterpillar by Eric Carle,
which uses two predictable sequences (the days of the weck
and numbers). In each activity, “Instructions” refers to the
instructions written on pockets in The Very Hungry Caterpillar
Big Book.
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Word Matching (K-2)

Materials. Big Book with several copies of a word list;
the same words printed on cards. (Words to be included are
egg, caterpillar, bungry, one, two, three, four, five, Sunday,
Monday, Tuesday, Wednesday, Thursday, Friday, and
Saturday.)

Instructions. “Match the word on each card to the
words on the word list.”

Procedure. The children match word cards to the word
list. The words may then be read to another student or to the
teacher.

Alphabetizing (grades 2-4)

Materials. Word cards (as in previous activity).

Instructions. “Put these word cards in alphabetical
order.”

Procedure. The children put the cards in alphabetical
order. The teacher or a peer can check them.

Tracing and Copying Words (K-2)

Materials. Plastic-covered word cards; washable felt
marker or grease pencil; lined paper; children’s personal word
banks; pencils.

Instructions. “Trace the words on the cards; copy the
words into your word bank.”

Procedure. Children trace the words on the cards (lam-
inated cards can be washed or rubbed clean) or copy them on

paper.

Match Pictures to Words (K-2)

Materials. Pictures to illustrate words; Big Book with
word list.

Instructions. “Match these pictures to the words on the
word list.”

Procedure. The children match picture cards to the
words on the word list.

Sequencing and Retelling the Story {(K-4)

Materials. Picture cards as in previous activity; an addi-
tional card depicting what was eaten on Saturday; tape
recorder (optional).

Instructions. “Put these picture cards in order to help
you tell the story. Tell the story to a friend using these pic-
tures.”

Procedure. Children put the picture cards into correct
sequence and retell the story to the teacher, another student,
or onto a tape.
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Drawing (K-2)

Materials. Word cards from first activity, excluding
bhungry and the days of the week; felt markers, crayons, or col-
ored pencils; drawing paper or small scrapbooks (made by the
teacher).

Instructions. “Print the words on the word cards in
your scrapbook. Draw pictures to show what the words
mean.”

Procedure. Children draw pictures of what is on each
word card.

Sentence Building (grades 2-4;

Materials. Sentences from the text, each printed on dif-
ferent colored paper or in different colored ink, cut into indi-
vidual words and placed in an envelope of matching color.

Instructions. “Each envelope has words that will make
a sentence when they are put in the right order. Make sen-
tences and check them by looking in the Big Book.”

Procedure. Children put the words together to form
sentences.

Fluency and Reinforcement (grades 2-4)

Materials. Any version of the book; tape recording of
story; tape recorder.

Instructions. “Listen to the story on the tape. Follow
the story in the book. Read along with the tape.”

Procedure. Children listen to the story while following
the print in the text.

Don Holdaway's The Foundations of Literacy (Ashton
Scholastic, 1979) describes more ideas for using Big Books to
foster the natural development of reading skills.

Some national advertising—which children find inter-
esting, absorbing, and clever—can be used by classroom
teachers as a tool for teaching word recognition, vocabulary,
grammar, and comprehension, as well as consumer savvy,
poetry, and creative writing. Since students are familiar with
many ads, you can use them to develop a language experience
program without much extra effort.

Word recognition. Youngsters who cannot read can
recognize Smurfs and Care Bears and remember slogans.
Capitalize on such familiarity by having individual students
hold large cards with portions of well-known slogans. Have
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Sheiia K. Berenson-

Hartshorne
Wichita, Kansas
March 1985

19




20

Q

ERIC

Aruitoxt provided by Eic:

students arrange themselves in correct order so the class can
recite the slogan and then scramble themselves so the class
can try out a new mix of words. Individualize the activity
using index cards to make different sets of slogan cards. Create
an activity corner with children supplying new slogans daily.

Once the words in a jingle or slogan are learned, sub-
stitute new vocabulary words. “The incredible, edible egg” can
become “the impossible, detestable egg,” and finally “the
delectable, desirable carrot.” The more absurc the substitu-
tions, the more students get to practice decoding skills.

Letter mazes are easily adapted to a reading activity.
Write an ad jingle along a path in a maze; students must read
the jingle, following the words to the finish. Incorrect words
placed at strategic turns force readers to attend to the reading
tasks.

Reneated exposure to words reinforces word recogni-
tion. Use this recognition to stress word attack skills in fill-in-
the-blank activizies, like “Coke is _____[at, it, ate].” Students then
support their answer using rules of language and reascning.

Vocabulary and grammar. The language used in adver-
tisements does not always adhere to grammar rules; therefore,
ads may be used as a springboard to further vocabulary and
grammar lessons. Have older students search a chapter in the
grammar book to prove why the wording is incorrect.

For a vocabulary activity, underline key words in a slo-
gan. Have students find the exact meaning of the underlined
words and also an antonym and synonym for each. Words
chosen may be as elementary as “Doing what we do best,” or
as complex as “Keeping our communications the best in the
world.” In this activity, the dictionary becomes a friend rather
than a foe.

Reading comprebension. Familiar commercial tunes
and slogans convey a message, but exactly what is that mes-
sage? What does the advertiser want cc.asumers to infer from a
slogan like “We will sell no wine before its time”? Students
practice inference kills when they analyze the many different
meanings in advertising slogans. They can study metaphors
used, persuasion techniques employed, and ideas espoused.

Consumer education. Make your students aware of the
purpose of advertising. Teach kindergartners that the commer-
cials on Saturday morning are trying to sell something, and
that maybe they don't really need what is being sold. Older
children can examine the total game plan of advertisers, look-
ing at the pe- Jasion techniques with a critical perspective.

Poetry and creative writing. Well-known advertise-
ments can be used as topics for creative writing. Introduce
rhyme and meter by referring to a popular jingle. If you
choose a jingle for a fast-food chain, for example, you can
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have students write about food or invent their own fast-food
jingle. For creative writing have the class design a fast-foed
restaurant and write an essay using their ideas.

Adding familiar advertising to a reading program may
lead to more interest and liveliness among your students, and
you will all enjoy the flexibility and break from routine in the
lessons.

“Gee, reading is really fun!” exclaimed Joe, age five, as
he proudly reviewed the story he had just reconstructed. He
had organized (airanged words logically) and read a language
experience WraM (writing, reading, and manipulating) chart
story written by his reading group.

In my kindergarten classroom, the wraM language
experience chart integraies reading readiness skills with the
wriring process through a kinesthetic approach.

A WRAM chart consists of a sheet of oaktag paper 24" x
36" (60 cm x 90 cm) with a brief story or event (usually four or
five sentences) that the students have dictated and illustrated.
The bottom 5" of the chart are folded up and stapled on each
side to form a pocket for storing word cards. The top of the
chart is attached to a coat hanger by folding over and stapling.
The chart can then be hung along with previously constructed
WRAM charts so it is always avzilable for reinforcement and
review activities.

This is the procedure for developing and using a wram
chart.

Day 1. The children in a reading group dictate a brief
story which I print directly on a wraM chart. (Inspiration can
come from a current social studies or science unit, word
banks, the season, a visitor, etc.) The authors then sign their
names on the pocket at the bottom of the chart. Later a stu-
dent illustrates the story at the top.

Before the group meets again, I code the wram chart.
For example, I would mark the “Brown Rabbits” story with a
large brown “5” on the bottom of the chart, indicating that this
is the fifth chart story written by the group. I also mark indi-
vidual word cards for the story, coding each card along with
the chart. This enables students to pocket the cards correctly if
more than one chart is being used.

Day 2. Now we discuss and reread the chart story.
Word cards are divided among the childrer: and the story is
reconstructed using a packet chart (hung from the chalkboard

v
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Ros2iyn Layton
Babson Park, Florida
December 1988
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next to the WRaM chart). Various manipulation activities may
follow:

e Have students highlight selected words with high-
lighter pens.

e Have students match the word card to the word in
the story.

e Remove a word from the story and then have chil-
dren read the story silently and identify the missing
word.

e Introduce the “find and point” game—children use a
yardstick to point to naming words, words begin-
ning with a certain letter or with a capital letter,
rhyming words, etc.

Day 3. Today we briefly review the wram chart. Then I
give each student a copy of the story to illustrate and take
home. One extra copy is illustrated as a class book, to be
reread and enjoyed at leisure. (Photograph albums with single
plastic pages are perfect for creating these books, since stories
may be inserted as they are written. Students say these feel
like “real books.”) This class book is always available at the
reading or writing center. .

Subsequent days. The wraM chart is placed in the read-
ing center. To use it, children usually place the chart on the
floor and then reconstruct the story to the right of the chart.
Alone or with their “study buddy,” students read the story
aloud to an older student, a volunteer, or me.

When the wraM storage rod becomes crowded with
charts, I send several home with lucky students to be shared,
reread, and reconstructed for family and friends.

It's no wonder Joe thought reading was really fun! It
was fun because he had helped write the story, and it had his
name on it as an author. Also, it was easy to use—after all, he
had reread it, manipulated it, and organized the word cards
into an order that made sense. Finally, it was fun because he
could share his reading and composition skills with his family
and friends.
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I have found that a daily class diary helps accomplish
my goals of encouraging awareness of the nature and purpose
of print and strengthening the reading-writing connection with
my first graders. Each year I fashion the diary like a commer-
cially prepared Big Book, using large sheets ui oaktag paper
(for durability) and notebook rings, so we can add pages as
needed. The class titles the book something like 4/ about Us
and adds class photographs on the cover.

During the first month of school, we begin a routine
that is faithfully continued each school day. The last moments
of the day are spent sitting as a group, reviewing the day’s
events. After the date is written in the diary, we have a
“moment of thinking.” Then we discuss favorite and maybe
not-so-favorite activities that occusred during the day. One
child is called on to summarize an event he or she wauld like
to have recorded in the book. As it is spoken, I write the
child’s idea in the diary. Depending on time and need, the
sentence can be a springboard for a brief language lesson.

As the year progresses the children become adept at
using the diary format to express their thoughts and ideas. The
group writing activity often leads to an independent writing
activity in which children write in their own “weekly diaries.”

This activity has many benefits. It helps the children
discover that what they say can be written and that what is
written can be read. Creative expression is encouraged.
Emphasis is placed on sharing and consideration of others’
thoughts and feelings. The diary provides a vehicle for class
communication. It helps each child evaluate the day’s activities
and provides closure to the school day. The class has many
answers when Mom and Dad ask, “What did you do in school
today?”

Occasionally, we read the book and reminisce about
what happened way back when. At the end of the school year,
[ present each child with a small-size copy of our classroom
daily diary. The book is a convenient way to remember the
“greatest hits” of the school year. The daily diary is also a great
conversation starter at open houses and during parent-teacher
conferences.

Flrst-Year GrouD
Diary

Caria Fox
Salem, Connecticut
November 1988
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Chapter

Reading Oraily,
Reading Fluently

Although reading fluency was once considered to be
simply smooth and expressive oral reading, it has now been
further defined to include accurate and fast word recognition
(Samuels, 1979). This more complete definition is compatible
with the theory of automaticity (LaBerge & Samuels, 1974),
which argues that automatic decoding of words removes the
need for readers to direct attention to decoding and allows
them to focus on understanding the text and thus engage high-
er order comprehension skills. Samuels urges instruction that
gives children opportunities to reread short passages until they
achieve a satisfactory degree of fluency. He argues that with
each rereading the number of errors decreases as the rate
increases, and that gradually children will require fewer
rereadings of new passages before reaching fluency and—
according to automaticity theory—comprehension.

Carver and Hoffman (1981), Dowhower (1987),
Gonzales and Elijah (1975), and Rasinski (1989) all agree that
repeated reading can improve reading fluency, increase com-
prehension, and facilitate reading with meaningful phrasing.
variations of repeated reading include using predictable books,
choral reading, paired reading, and echo reading. Listening to
teachers read aloud provides a model of fluent reading for
children. Listening to taped readings and then practicing read-
ing the same passage orally is also helpful to poor readers
(Laffey & Kelly, 1981).

Reading fluency is also seen as “smoothness in con-
structing meaning from text using all aspects of the reading
process, not just those relating to words” (Duffy & Roehler,
1989, p. 120). In other words, fluent readers combine word-
recognition strategies, topical knowledge, comprehension strate-
gies, and metacognitive strategies to understand the text as well
as to recognize and repair comprehension difficulties. Fluency is
also linked to the meaningfulness a text holds for particular
readers. An important note is that readers seem to read with
much more success in terms of oral reading errors and compre-
hension when texts are interesting and meaningful to them.

Oral reading practice may contribute to reading fluen-
cy; by the same token, reading fluency probably contributes to
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expressive oral reading. Oral reading must be used carefully,
however, if it is to benefit students. Certainly, mindless round-
robin reading practice is not recommended. However, oral
reading provides a way of evaluating students’ reading ability.
Teachers can consider speed and accuracy of word recognition
and comprehension as suggested by children’s pronunciation,
use of expression, phrasing, pauses, and intonation. When
evaluation is the purpose, students reading orally should have
privacy with the teacher, not an audience of peers. Oral read-
ing also has purposes other than evaluation. Students can read
aloud to share a funny or exciting part of a text; if the teacher
wants to highlight expressive lar.guage, poetry can be read
aloud; or if oral interpretation of a text is the emphasis, oral
reading of plays, poems, or dialogue will help students
improve the rhythm, intonation, and phrasing of their delivery
of text. It is important to remember that oral reading of new
text without practice requires readers to attend to performance
rather than meaning. If the focus is on meaning, students
might read aloud only those parts of the text that pertain to the
question under discussion.

All the activities in this chapter are grounded in current
notions of reading fluency and the benefits of oral reading. As
always, however, teachers will want to choose carefully among
them, taking into account needs, available materials, and class-
room circumstances.
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In elementary school it is fairly common for students to uUsing Multipaired
work in pairs, and occasionally one student may read orally to Simulitaneous Oral
his or her partner. Applying this procedure simultancously Reading
with all the pairs in a reading group does not seem to be
prevalent. However, this technique should be considered Virginia L. Poe
when classroom teachers are struggling to find time to develop Lafayette Lc')uisiana
the oral reading skills of upper-elementary children. Novembér 1986

I observed a class using multipaired simultancous oral
reading in an elementary school in Scott, Louisiana. A fourth
grade language arts class was divided into two relatively homo-
geneous reading groups. While one group completed individ-
ual assignments, the 14 children in the other group simultane-
ously read a story from their basal reader to their partners.

There were never more than seven individuals reading orally at
one time. The teacher monitored the pairs and assisted as
needed. Before the oral reading, cach child had completed a
vocabulary study and had read the entire story silently.

Although the classroom was noisy when the process
began, as each pair completed the oral reading and started the
comprehension-check worksheets, the classroom gradually got
quiet. None of the children—including those working on indi-
vidual assignments—appeared to be disturbed by temporarily
heightened classroom noise. The benefits of providing time for
oral reading and fostering children’s ability to concentrate
under less than ideal conditions scemed to outweigh the minor
disruption of several voices talking at once.

These fourth grade children appeared to take their
tasks seriously and to enjoy assuming some responsibility for
their own learning. It was apparent that because these children
read in pairs, they did not experience the emotional stress
often associated with reading aloud before an entire group.

Other indications of this technique’s “uccess were the large
number of children who participated in the subsequent class
discussions, the high quality of that participation, and the good
scores on the comprehension-check worksheets.

Steps for using multipaired simultaneous oral reading,
as developed from this observation and conversation with
other teachers, follow.

1. Have children choose different partners each time so
that no one becomes dependent on one particular
peer. If a pair does not work well, ask the children
to change partners.

2. Let the pairs set their own rules as to how much
each child will read—one page, one paragraph, two
paragraphs, two pages, or whatever—bhefore switch-
ing over to the second reader.
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. Allow children to read the story to their partners at

their own speed.

-+. Monitor constantly and suggest tactics such as alter-
nating the reading more frequently if one child is a
more halting reader than the other.

5. When a pair finishes oral reading, give cach child a
comprehension worksheet (provided with the basal
reader series or teacher-made) to complete individu-
ally.

6. After everyone has completed the paired oral read-

ing and the comprehension worksheet, lead a group

discussion of the story.

Multipaired simultaneous oral reading can help upper-
clementary teachers find oral reading time for their students
daily, hiweekly. or triweekly, depending on group need. This
activiry can provide an enjoyable way for children to gain
experience in reading for an audience without the added strain
of reading before a large group. This process will also ailow
time for oral practice of newly leamed vocabulary words and
for assessing comprehension.

Repeated
Readings—
Naturally

Timothy V. Rasinski

Katherine Rasinski
Athens, Georgia (now Kent, Ohio)
November 1986
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Repeated reading is a practice technique that allows
readers to become fluent. The theory behind the method is
straightforward: practice’in reading targeted passages will lead
to generalized gains in fluency and comprehension.

One variant of repeated reading is used successfully in
many schaols and homes. It maintains the technique’s behav-
ioristic basis (practicing a skill until it becomes automatic) and
at the same time nurtures equally important but more subtle
ideals. Children love stories, and they love to be read to. often
asking that a book be read over and over again. This is repeat-
ed reading—naturally.

For example, four-year-old Emily insists on being read
to each day. Often she asks to hear her favorite book several
times a day. The format of her current favorite is predictable.
At first she read along with the adult who was reading to her.
After several readings she could read more and more of it by
herself. Because of the repeated exposure. she can now read
the book with expression. She pauses at the correct points
and. with appropriate emphasis. embeds anger or love or
amusement in her voice at just the right places. She reads it
every day.

33




O

ERIC

Aruitoxt provided by Eic:

Michael, a first grader who took 8 weeks at school to
read the 72 pages and 32 words of the basal reader chosen for
him by someone else, reads and rereads his own books at
home with much greater facility. Every night before bed he
insists on reading the book he has chosen from the library;
many of his library choices are at a higher level than one
would expect from a first grader so early in the year. His first
attempts are often halting and stilted, yet after a few days of
listening to the book and reading it himself, he can read i: flu-
ently, with confidence. expression, and joy. His quest to learn
more about a topic and his love of stories empower him to
overcome difficulties in word identification.

Several schools have opted for this natural approach to
repeated readings. In one first grade classroom the teacher
reads to the children not once, but several times a day.
Although many types of stories are included, children often
ask to hear their favorites repeatedly. Books the teacher has
read aloud, as well as others, are placed conveniently around
the room. The children take these books and try to read them
alone or with a group of friends, or ask the teacher, aide, or an
older student to read the book to them.

The children often write and publish their own books,
using favorite books as models. Their new books are then the
objects of more repeated readings. At other times the children
act out books they have read aver and over, using the text as a
script and a guide.

The teacher regularly involves the students in shared
composition and reading. Students write short poems or chant
a poem that has been written on chart paper. Throughout the
week they return to the charts, chant the thyme to themselves,
and move on to other activities. Group activities are often initi-
ated with a choral chant of the week’s poems.

All of these activities are repeated readings. However,
unlike many behavioristic applications, they employ a different
set of priorities. Natural repeated reading uses whole stories, It
is guided by the students’ own interests and purposes, their
need for socialization and audience, and their intense desire to
read. The repeated readings take a variety of forms and occur
in a varicty of contexts. However, the basic understanding that
defines and underlies the method—namely that repeated read-
ing leads to fluent, automatic, and attention-free reading—
remains. Indeed, the variety of form and context and the con-
trol given to the students add to the power of repeated reading.
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The Reading Pals
Program

Daniel J. Shoreman
Wakefield, Massachusetts
December 1986

o

One of the highlights of the reading year at our school
is the “Reading Pals” program. First grade students are paired
with fifth grade students as Reading Pals for one period each
week. During this period the partners read a primary-level
storybook together.

The process begins with a fifth grade session during
which the goals of the program are discussed. These goals are
to hel:» the first graders enjoy reading and to improve their
reading skills. Students are then asked to brainstorm ideas on
how to accomplish these goals. With the results of this discus-
sion in mind, fifth graders are presented with the following
procedure for the Reading Pals sessions.

Planning the Lesson

1 Choose a primary-level storybook and have it
approved by your teacher.

2. Read the book from cover to cover.
3. Select 6 to 12 vocabulary words that you think may
be difficult for a first grader to read or understand.

4. Prepare a flashcard for each word. Print the word
neatly on the front. On the back, use the word in a
good sentence.

5. Write six comprehension questions. At least one
question must ask why?

6. Show the book, flashcards, and questions to your
teacher for suggestions.

Teaching the Lesson

1. Show the book to your first grade Reading Pal. Read
the title and look at the illustrations. Ask your stu-
dents to predict what the story will be about.

2. Present each flashcard. Read the word first. Then use
the sentence to help your Reading Pal discover the
word’s meaning.

3. Take turns reading the book orally. Enjoy the illus-
trations as you read.

4. Discuss the comprehension questions. Encourage
your Reading Pal to look back in the story to find
the answers.

5. Present the reader with a certificate as a reward for a
job well done.

6. Offer the book to your Reading Pal to take home
until next week'’s lesson.
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The benefits of this program are many. The fifth
graders not only serve as positive reading role models, but
they also gain positive feelings about reading themselves. Even
fifth gracers reading below grade level are able to participate
in this program and are thereby placed in a reading leadership
position. As “teachers,” they have the opportunity to succeed
in an area that is often frustrating for them. The first graders
are motivated to read for enjoyment in a structured setting.
Their Reading Pals set an example of reading as an important
and enjoyable experience. The certificate presented at the les-
son's end concludes the experience with a tangible reward to
share with parents and friends. Many specific reading skills—
such as decoding, vocabulary, and comprehension—are rein-
forced for both age groups. In addition, the students are
placed in a situation where an awareness of the reading
process can be nurtured and internalized.

The use of enlarged texts for shared reading activities
has become increasingly popular among teachers of young
children. Largely inspired by the work of Don Holdaway,
many teachers are using these Big Books to help children
develop concepts about print and understandings about the
reading process.

Although most teachers are aware that children enjoy
and benefit from experiences with Big Books, many are
unaware of the potential range of these experiences or fail to
see how these activities tie into their curriculum objectives.
The chart on the next two pages describes the wide range of
reading concepts that may be explored with Big Books. The
activities are organized for best use before, during, or after the
reading; some should be used only after repeated readings.
Each is tied to an objective commonly found in curriculum
guides for reading instruction.
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Some Tips for
Using Big Books

Dorothy S. Strickiand
New YOI’k, New York (now New
Brunswick, New Jersey)

May 1988
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Activities to Be Used with Big Books

What the Teacher Does

What the Child Does

Objective

Before Reading

Stimulates discussion about
relevant content and concepts
in text.

Reads aloud title and author;
uses words titleand author
and briefly explains what they
mean.

Asks children what they think
the story might be about based
on title and cover, or thinks
aloud about what the story
might be about.

Shows pleasure and interest in
anticipation of reading.

Talks and listens to others talk
about relevant content and
concepts.

Notes what the words on the
book cover represent.

Uses clues from title and cover
together with background
knowledge to formulate pre-
dictions about the story, or
observes teacher model the
above.

Observes as teacher models
interest in and eagerness about
reading.

During Reading (teacher reads aloud)

Gives lively reading; displays
interest and delight in lan-
guage and storyline.

Tracks print with hand or
pointer.

Thinks aloud about her/his
understanding of certain
aspects of the story (self-query,
making predictions, drawing
conclusions, etc.).

Hesitates at predictable parts
in the text; allows children to
fill in words or phrases.

At appropriate parts in a story,
queries children about what
might happen next.

Observes teacher evoke mean-
ingful language from print.

Follows movement of hand or
pointer.

Observes as teacher monitors
her/his own understanding.

Fills in likely words at pauses.

Makes predictions about what
might happen next in the
story.
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To focus listening and speak-
ing on vocabulary and ideas
about to be met in print; to
activate background knowl-
edge related to text.

To build vocabulary and
understanding of the concepts
title, author, autborship.

To use clues from text and
background knowledge to
draw inferences and formulate
predictions.

To build positive attitudes
toward books and reading.

To understand that print car-
ries meaning.

To match speech to print; to
indicate directionality of print.

To develop an understanding
of the reading process as
thinking with text.

To use semantic and syntactic
clues to determine what makes
sense.

To use storyline to predict pos-
sible events and outcomes.




Activities to Be Used with Big Books (continued)

What the Teacher Does

What the Child Does

Objective

After Reading

Guides discussion about key
ideas in the text; helps chil-
dren relate key concepts.

Asks children to recall impor-
tant or favorite parts; finds cor-
responding part of the text
(perhaps with help of chil-
dren) and rereads.

Guides group rereading of all
or specific parts of text for
reinforcement.

Uses cloze activities to involve
children in meaningful predic-
tion of words; gives praise for
all contextually plausibie offer-
ings; discusses responses with
children.

After Repeated Readings
Focuses children’s attention on
distinctive features and pat-
terns in the text (repeated
words, repeated letters and
consonant clusters, punctua-
tion marks, €tc.); uses letter
names and correct terminology
to discuss these features;
extends discussion to develop-
mentally appropriate level.

Makes books and charts avail-
able for independent reading.

Participates in discussion of
important ideas in the text.

Recalls and describes specific
events and parts of text.

Joins in the reading at parts
where he or she feels confi-
dent.

Fills in appropriate words for a
given slot.

Notes distinctive features and
patterns pointed out by
teacher and attempts to find
others on her/his own.

Selects books and charts for
independent reading and reads
them at own pace.

To reflect on the reading; to
apply and personalize key
ideas in a text.

To use print to support and
confirm discussion.

To develop fluency and confi-
dence through group reading.

To use semantic and syntactic
clues to determine what words
fit in a slot and why.

To analyze a known text for
distinctive features and pat-
terns; to develop an under-
standing of the elements of
decoding within a meaningful
context.

To increase confidence and
understanding of the reading
process by practicing it inde-
pendently.
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Big Books and
Recorded BOOKkS:
A Great
Combination

Betty J. Erickson
Woodbridge, Virginia
December 1988

I am a reading teacher working in a pull-out program
with small groups of first, second, and third graders who are
considered to be at risk in reading. I'm a mature teacher (a
gentle way of saying I'm old) but I keep up with reading
research and continue to take classes to keep me up to date.
Some of the “new” ideas and trends come across as déja vu,
but when you rethink them in light of a career full of experi-
ences, exciting things can happen.

I am particularly delighted with the quality of the new
Big Books that have become a daily and vital part of our
whole language program. Children’s responses to these books
are exciting. Third graders are as eager as younger children to
read along with the Big Books. The content of these books is
child-centered, the vocabulary unstilted and freshly appealing.
Readers get caught up in the rhyme and cadence. Children
readily focus on the large print and colorful pictures as they
learn story grammar and broaden their understanding of lan-
guage and context.

To go along with Big Books, I make additional materi-
als to help children become more involved in reading by using
various senses. These multisensory materials include electric
boards, puzzles, and vocabulary games.

I also make recorded books. I start by selecting some
really good stories that I know children enjoy—stories that
are above my students’ reading level. I type these stories in
appropriate-sized print, carefully chunking the phrases to
make the print easier to follow. Then I record the story slowly,
reading clearly and with careful phrasing.

One of the first things to remember with this method is
to select literature that you truly like. It must grab the chil-
dren’s attention while providing a challenge. Language devel-
opment is crucial for children who have difficulty in learning
to read, so give them real literature rather than stories with
watered-down, “controlled” vocabulary.

Initially, read the entire story to the children and then
give them a recorded passage to listen to as they reread the
text. After they read the passage three times, they should read
it to a peer. Children enjoy this procedure for the first week or
two. After two weeks, some children may begin to resist. After
the first reading, pairs of eyes may come away from the print
and scan the room. When this happens in my classroom, I
search for ways to keep excitement alive. For example, rather
than record the passage once and have the child at the con-
trols rewind the tape so that it can be heard three times, I
make three recordings on the tape to eliminate the necessity of
rewinding. (Every time the tape stops, concentration is lost.)
Although the first reading has t ~ be done very slowly and
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delibe-ately and with the best inflection possible at that slow
pace, the second can move a bit more rapidly. The third read-
ing should move at “normal” rate for reading a story. Readings
at varying rates help to hold the children’s interest. Children
may read aloud wvith the tape without disturbing anyone if
they wear headsets.

I also vary the way the recorded readings are used.
Sometimes children listen to part of the story in a “live” oral
reading, then continue on a tape to find out what will happen
next. Sometimes they begin with the recorded reading, write
or discuss their predictions, and continue with the recorded
reading the next day. Sometimes they illustrate the stories
before they see the illustrator’s pictures, then compare the way
they see the characters with the artist's conceptions. Finally,
they may assume the parts of the characters in a recorded
story and create a play to record themselves.

One part that is never excluded is rereading to a peer
after listening to the recorded reading. Children choose from
the passage the parts they wish to read. Sometimes passages
lend themselves to dialogue, with the children reading various
characters’ parts. Sometimes they each read different passages,
or each partner may select the same passage. Children may
even choose a passage to record and then play it back to listen
to themselves.

Our routine is lively and varied, but it follows a basic
pattern: we share new and familiar Big Books, possibly drama-
tizing the story or singing along with a Big Book. We discuss
previously read stories or the content of some of the children’s
own writings. As a part of the session with Big Books, children
observe word meanings and patterns, punctuation, and decod-
ing strategies within the context of a story. We keep a world
map handy as many of the stories come from different coun-
tries; even the very young can understand why some writers
write about the sea and others about the cold when they
locate authors’ home countries on the map.

Following a group session with Big Books, children
head for the skills center, don a headset, and follow along with
the recorded reading. This takes 10 to 20 minutes, depending
on the readers’ ages. Children are asked to read the passage
with the tape, running their fingers beneath the words if they
choose. Following the reading, children select any spot in the
room and read to a partner of their choice.

After reading to a peer, children engage in small-group
and independent activities such as writing on paper or at the
computer, painting, working with the multisensory materials,
or writing or reading a good book or magazine.

Working with recorded books supports auditory as
well as visual learners, and it is compatible with the theory
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behind the Big Books—we leam to read by reading. I like
what I see happening to children in our whole language class-
room, and I highly recommend this combination of Big Books
and recorded books to motivate and guide children in a read-
ing program that is rich in language, gentle, but relentless in
urging them to be the best readers they can possibly be. This
powerful combination provides definite structure but grants
freedom of choice within that structure.

Grades One ard
Two Love Reuaders
Theatre

Sharon Bennett

Kim (Beatty) Wisz
Rockford, Michigan
January 1988

We wanted to ive our first and second graders oppor-
tunities to practice reading aloud so they could develop fluen-
¢y and comprehension, but the usual methods weren’t work-
ing tos well. Round-robin reading, for example, is painfully
slow and needlessly stressful. And while repeated readings of
the sa-ne story are supposed to be effective, when we tried
havirg children do repeated readings of basal stories, they
showed a distinct lack of motivation. The solution came when
we noticed the excitement generated whenever the children
came to a selection that was designated “play.”

While we were looking for ways to encourage oral
reading, we learned about Readers Theatre whereby a favorite
story, like Ira Sleeps Over by Bernard Waber, can be turned
into a script. Since the children act with just their voices, this
seemed a logical way to expand on the excitement of the play
format without the hassle of costumes, props, and scenery.

The children were familiar with and delighted by Ira
Sleeps Over. The members of one reading group eagerly volun-
teered to read their favorite parts over and over. Other chil-
dren became excited about the script, and soon representatives
from every reading group were blended together by choice,
not ability.

When the children, after sufficient practice, presented
their Readers Theatre to their classmates, they were met with
an overwhelmingly positive response. Their self-esteem
improved, and they felt encouraged to practice, rehearse, and
perform additional scripts. The result was a significant
improvement in their enthusiasm, fluency, expression, and
oral language.
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Oral reading is often drudgery for teachers and stu-
dents because most practice is connected with basal readers
and content area textbooks. SAY IT RIGHT! allows students to
see that reading aloud can be more than simply reading fiom
their textbooks.

Divide the children into small groups and place face
down in front of each group a set of sentence strips and a sep-
arate set of expression strips (see Figure). The first child draws
one slip from each pile and reads the sentence silently and
then orally for initial practice. Then the student rereads the
sentence with expression as indicated by the expression strip.
Students take turns for the time allotted by the teacher. Other
students in the group can help with unknown or unfamiliar
words.

Sample Expressions and Sentences

Expression Strips

Fear Panic Joy

Love Exciternent Anger

Hate Child’s voice Old person's voice
Sentence Strips

1. The queen said, “Let them eat cake.”

2. “We will learn to read well orally,” said Jean. “It is not so
easy to read smoothly.”

3. The handsome prince said, “I will kill the dragon and win
the hand of the fair princess.”

4. The coach said, “I am a strong person, but is
stronger and smarter.”

5. The lightning flashed! Dracula said, “The castie is cold
tonight, my dear. I think we need a fire.”

6. Betty said, “I am afraid of the dark.”

7. Dr. Frankenstein’s monster said, “Don’t be afraid. I won't
hurt you.”

8. The burglar said, “Your money or your life.”

9. The girl said, “I like you very much, John.”

10. Cinderella said, “Please turn the pumpkin into a coach,
dear fairy godmother.”

11. The night was dark and windy. The night watchman said,
“How about another cup of coffee, Tom, before I make
my rounds.”

12. Snow White said, “I hope that the seven dwarfs will be
home soon. They are very late tonight.”

13. The king said, “It is a cold day. Bring my fur robe.”

(continued next page)
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SAY IT RIGHT?

Mary E. Person
Minot, North Dakota
February 1990
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14. The mother said, “You are the smartest and nicest child in
the whole world.”

15. Superman said, “I must save the world from the evil
Captain Crazy. He wants to destroy New York City."

16. Wonder Woman said, “That girl is driving too fast. I must
try to stop her before she drives off that bridge.”

17. The young man said, “The play is performed tonight. I
hope you will like it.”

18. The teacher said, “Children, you must finish this home-
work tonight. There will be a test tomorrow.”

19. Popeye said, “Olive Oyl is my girl. I will buy her some
flowers.”

20. The little girl said, “My favorite animal is a kitten. But they
can scratch and hurt you,”

21. Tom said, “My dog, Rex, is in his doghouse. He is small,
but he is a fighter.”

22. Dr. Cliff Huxtable said, “Go upstairs and get your home-
work done right now.”

As the game progresses, students may make a second
choice from the expression strips when the expression simply
does not fit the sentence. As a variation, students may read a
single sentence in several acceptable ways, or they may want
to use one expression for all the sentences. Teachers can also
extend what students are learning about oral expression by
having students rehearse portions of trade books to read orally
to the class.
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Developing Vocabulary

Vocabulary development refers to the acquisition of the
meanings of words and concepts, and success in this area is
strongly related to success in school. Understanding both spo-
ken and written language is dependent upon understanding
the words. The more words children can understand and pro-
duce, the greater the likelihood they will become skilled read-
ers, since readers must be able to combine strings of words in
order to re-create the author’s intended message.

The number of words that students acquire and the
knowledge related to those words grow with age and experi-
ence. During their first 18 years, students’ rate of vocabulary
acquisition is truly astounding; by that age, students often have
vocabularies of 40,000 to 50,000 words.

The importance of developing children’s vocabulary
would be difficult to overestimate, and educators are therefore
rightly concerned about finding effective ways to teach vocab-
ulary terms. Graves (1987) points out that learning vocabulary
includes “learning new meanings for known words, learning
new words representing known concepts, learning new words
representing new concepts, clarifying and enriching the mean-
ings of known words, and moving words from receptive to
expressive vocabularies” (p. 167).

It is not the words themselves that are so critical, how-
ever, but the meanings the words convey. Words are simply
labels for concepts that are constantly being changed, modified,
categorized, or created as new information is encountered.
According to researchers, all the experiences and knowledge
people have are stored in the brain in cognitive categories
called “schemata” (Rumelhart, 1980). These schemata are con-
stantly being refined, expanded, or restructured, because as we
experience new ideas, events, or words, we try to relate the
new information to existing schemata. We do this by adding the
new information to an appropriate schema, refining the infor-
mation we already have stored in the schema, or restructuring
the schema so that the new information makes sense.
Vocabulary knowledge is believed to develop by connecting
new information with the old information surrounding a known
word or concept. Certainly when students learn a new term,
they usually link that term with their knowledge of the world.

Whether vocabulary is best taught and learned through
direct instruction of word meanings or acquired through con-
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textual analysis during reading is a matter of debate; both
approaches have their merits. When planning direct vorabu-
lary instruction, it is important to remember that vocabulary
development is an associative task. Several strategies build on
schema theory. Semantic mapping and semantic feature analy-
sis are techniques that help students build categories and asso-
ciations to remember new concepts or terms (Johnson &
Pearson, 1984). The key-word method, which involves visual
or verbal elaborations as mnemonic devices to build associa-
tions, is also effective (Pressley, Levin, & McDaniel, 1987), as is
instruction in new vocabulary prior to reading (Jenkins, Stein,
& Wysocki, 1984).

Children can also learn new vocabulary when they lis-
ten to stories (Elley, 1989) or read books. In this case, the
meanings of the words encountered are revealed by the con-
text in which they appear. Obviously the more words students
meet, the more word meanings they are apt to master; teach-
ers should therefore create an environment that encourages
wide reading. Teachers can also provide instruction about the
different ways writers use language to define words so that
students can infer meanings.

In sum, vocabulary development and increased under-
standing of concepts are closely related and may be nurtured
by direct vocabulary instruction and extensive exposure to lan-
guage through listening to and reading books. The teaching
ideas and strategies in this chapter can help children build
extensive vocabularies.
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Show and Tell—
Allve and Well

Karen Laner
Evanston, Illinois
April 1986

Show-and-tell time can be valuable in teaching and
reinforcing vocabulary. Each Wednesday | give the six-, seven-,
and eight-year-olds in my class a word to explore for the next
week's show and tell. Children may volunteer to find and
bring to class an object, a picture, or some other representa-
tion of the word. I encourage the children to use a dictionary
or to question adults or their peers to find out about the show-
and-tell word.

On the next Tuesday morning, the whole class discuss-
es the various meanings the children have discovered for the
target word. Then volunteers take turns giving speeches about
how the objects they've brought in relate to the word, and the
children ask and answer questions.

Many words can be hits with students; favorites include
fexible, perplexing, ludicrous, and consumable. Occasionally a
child will misunderstand a word, like the day one boy proudly
showed a picture of a mouse and its newbom babies to illus-
trate the meaning of pregnant.1 congratulated him on his cre-
ativity and gently explained that the word for that day was fra-
grant

The success of this activity comes when the children
use the vocabulary they have learned in their everyday conver-
sation. I reinforce the word in casual conversations several
times during the week. The children are proud to know such
“big words" and often use them in a variety of classroom activ-
ities. In addition, the activity provides the children with posi-
tive experiences speaking in front of a group.

HumMOorous
Homonyms: Using
Visual Clues to
Teach Sound-Alike
Words

M. Dianne Bergenske
Mineral Point, Wisconsin
March 1987

Homonyms are age-old spelling and comprehension
demons. One way to teach them successfully is to tie a picture
that illustrates the word’s meaning to its particular spelling.
This is most effective when the picture is drawn as part of the
letter or letters that differentiate a pair of homonyms.

It is imperative that the picture be tied conceptually to
the meaning of the word. This strengthens the visual clue asso-
ciation. It is also important that the picture not mask or obliter-
ate the letter, but be as simple as possible and let the letter
show through. Using heavy lines for letters and fine ones for
the drawings, as well as using different colors, can contribute to
the picture’s effectiveness. (See the Figure for some examples.)

Students bring different modality strengths to learning,
including visual, aural, and tactile. Because this visual method
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is easily understood, it helps children who need to strengthen
the links between the spelling and the meaning of words that
are indistinguishable aurally.

Homonym Pictures

1. Letters that appear in one word but not the other.
“2‘:\//
to by

2. The place of the letter in the word.

tas{ly
tale.

3. The juxtaposition of two letters in one of the words, if
the same letters are in both words.

b6 & )
bare

An unusual and interesting way to enrich students’
word power is through the study of surnames. Identifying the
source of a surname can increase interest in as well as expand
vocabulary.

Introduce some background on surnames to help
pique curiosity. Explain that after the population of early com-
munities increased, surnames, or family names, became neces-
sary. Although some cultures do not use surnames, Western
cultures began using them some time during the middle of the
12th century. Surnames developed from several sources,
including location, relationships, occupation or office, and
nicknames derived from physical or personal characteristics.

On the next page are some examples of surnames
developed from different sources. '

What's ina
Surname?

Harry B. Miller
Cindy Thompson
Monroe, Louisiana
December 1984
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¢ Location: Echols (Scottish name meaning dweller
near the church); Romero (Spanish name meaning
one who travels); Brook; Stone; Hill.

e Relationship: Jackson (son of jack in English);
Adamczyk (son of Adam in Polish); MacAdam (son
of Adam in Scottish); Cohen (priestly family in
Hebrew).

e Occupations: Sawyer (one who works sawing
wood); Mason (bricklayer); Boulanger (French for
baker); Cooper (barrel maker); Berger (derived from
the French for shepherd).

¢ Nicknames: Bruno (brown, Italian); Reid (red hair,
Irish); Rosen (rose, Yiddish); Stalin (steel, Russian);
Young; Armstrong; Savage.

Here are some activities to help expand students’
vocabularies.

Name match. The object of this game is to match the
surname with its classification (location, relationship, occupa-
tion, nickname). Divide the class into two groups. Print the
four classifications on large strips of paper and attach them to
a bulletin board. Print surnames on smaller pieces of paper
and place these face down on a table. Each group takes turns
drawing a name to classify by placing it under the correct
heading. If one group fails to place the name correctly, the
card is returned to the bottom of the stack. Points are earned
for correct classifications, with extra points added for giving
the meaning. For example, “Weiss” should be placed under the
classification “Nickname” and extra credit earned if the student
knows that it means white.

Surname origin. Instruct your students to use reference
materials from the school or public library to discover facts
about their surnames. (A number of good reference books
about surnames, including Rudolph and Marney Wagner’s The
Story of Family Names and Elsdon Smith’s Treasury of Name
Lore, are available.) Students may also be assigned to find
information about three of their neighbors' last names. The
students’ findings should be displayed on attractive posters.

Choose a name. Ask your students to pretend that no
one in the class has a surname. Each student must choose an
appropriate surname based on one or more of the four cate-
gories described. Students then share their “fitting surname”
with the class. Watch for the fun and laughter.




As students progress from one grade to the next, they
are exposed to an increasing number of new concepts in their
reading material. While some new concepts do not need to be
taught (either because they are not particularly useful or
because they are readily learned independently), others that
are useful and not easily learned merit instructional attention.

A word map can be developed to teach new concepts
in several ways. Basically, a word map is a visual representa-
tion of a definition. It shows the general class a concept
belongs to, what properties or characteristics it has, and sever-
al familiar examples. A word map for rodent is shown in the
Figure. Note that the map’s clusters are made graphically dif-
ferent so that the groupings are easily distinguishable. This is
easy to do on the chalkboard while the map is being devel-
oped. (It helps to have your map planned ahead.)

The logical sequence for presenting the components of
a word is (1) target concept, (2) general class, (3) properties or
characteristics, and (4) familiar examples; dictionary definitions
typically follow this pattem. For the rodent word map, the
application of that sequence would result in something like the
following conversation, with the teacher filling in the map as
she or he names the components.

Word Map of Rodent

mammal

\ rodent /_@
— teeth
\‘
gnaws on hard
objects

smooth,
short fur

mouse rat squirrel—l

d

Word Maps and
Student
involvement

Frederick A. Duffelmeyer
Ames, lowa
May 1988
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Teacher:

Student:
Student:

This word is rodent. A rodent is a type of
mammal. A rodent has two sharp front teeth,
likes 1o gnaw on bard objects, and has
smooth, short fur. Some examples of a rodent
are 2 mouse, a rat, and a squirrel. Can you
think of any other examples?

Hamster.

Prairie dogs.

An alternative sequence with a little less presentation
and a little more elicitation is (1) familiar examples, (2) proper-
ties or characteristics, (3) more familiar examples, (4) target
concept, and (5) general class. Use of this sequence would
result in something like the following, with the teacher devel-
oping the word map on the chalkboard as the appropriate
words occur in the discussion.

Teacher:

Student:
Student:
Student:
Teacher:

Student:
Student:
Teacher:

What do a mouse, a rat, and a squirrel have
in common?

They both have two sharp front teeth.

They like to gnaw on things.

They have smootb fur.

Can you think of any other ar.imals that have
these same characteristics?

Hamsters.

Prairie dogs.

All of the animals we've named are examples
of rodents, and a rodent is a type of
mammal.

1

The modified sequence is appropriate whenever the teacher
can envision examples that the students would be familiar
with. If the target concept label is not familiar, the students
cannot generate properties or characteristics after the teacher
gives the opening examples. (This happens only infrequently.)

The modified sequence leads to more student involve-
ment, and the feedback received from teachers who have
implemented it has been very positive.
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Rote memorization of vocabulary definitions and root
words can be tedious, and things learned that way are often
quickly forgotten. Study etymology instead! In this type of
instruction students use existing vocabularies, which makes it
easier for them to incorporate new words into their vocabular-
ies. It also helps students discover a structure to their language
that makes sense to them.

To begin an etymology unit, I list 15 to 20 affixes on
the board (for example, aud, bio, cide, bomo, and omni).
Students copy these affixes, leaving lines between them. They
are given time to brainstorm and list words that they already
know that contain these affixes. Next, we discuss their lists,
adding words they had not originally thought of. After examin-
ing the lists and looking for connections in meanings, I ask
students to guess at the meaning of each affix. Their guesses
are very often accurate. Toward the end of the class, I review
the correct meanings and add some words of interest that have
not been mentioned. For homework, students use a dictionary
to find new words that contain the affixes and prepare to dis-
cuss their words and meanings in class. Often competition for
the best words develops, as does curiosity about meanings and
how they have changed and stretched over the years. Words
that are already familiar trigger recall of the meaning of new
words.

Through discussions, worksheets, writing assignments,
and tests, the students have opportunities to use the words
creatively and intelligently. For example, they may be asked to
eulogize a philantbropic Russophobe, or to write an autobiog-
raphy using ten of their new words; they may be asked to cre-
ate names for new products or new phobias with the roots
they have learned. This method fosters an interest in vocabu-
lary that is difficult to achieve through other methods.

Familiarity Breeds
vocabulary

Frances Maria sodana
Havertown, Pennsylvanla
February 1985

While searching for an activity that would ensure
meaningful learning from vocabulary instruction, I tried to
recall words I learned suddenly—but for a lifetime—in ele-
mentary school. One instance immediately came to mind.
Seemingly for lack of anything else to do, a substitute teacher
of my third grade class initiated an activity that can be easily
adapted to fulfill the conditions for meaningful vocabulary
instruction (described by Thelen in the April 1986 journal of
Reading)- organizing the words to be learned, relating them to

T
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Round-Robin
wvwocabulary

Donna Kotting
Fulton, Maryland
March 1987
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the learner’s existing vocabulary, and ensuring the learer’s
active involvement. The substitute had just completed a well-
organized science lesson on snakes and reptiles in which she
had explained many new terms, and had 20 minutes left. She
asked us to sit in a circle and start a round-robin story in
which one person would begin, stop dramatically, and let the
next person continue.

The first person began a story about a haunted house.
As the story developed, we started to include the concepts we
had just discussed in the science lesson. The haunted house
was soon populated with all kinds of creatures, snakelike and
otherwise. The last third grader to speak began to warn omi-
nously that the “viper would be coming in one week...the
viper would be coming tomorrow...the viper is here!” After
building the threat to a climax, the student proudly ended with
“Hi! I'm the vindow viper! I've come to vipe your vindows!” |
never forgot the meaning of “viper” after that.

Teachers can plan the prior instruction of vocabulary
terms and then begin the round-robin story activity by telling
the children to use one of the new terms before passing the
story to the next person. To help students on a lower level
participate fully, let students use any of the words, even if
some are repeated. More advanced students like to use several
words, often getting applause for cleverly combining two or
three in the same sentence. If you want to ensure that all
words are used at least once, challenge yourself or students to
use all leftover words in a few sentences.

This activity is successful with remedial and advanced
reading students at many levels. The creativity allowed in
adding mystery, humor, and adventure does much to encour-
age students in their active learning roles.

Multipie Meanings
and Science
Reading

Jeffrey Lehman

Robert Wright
Gainesville, Florida
october 1983

During a science lesson, an elementary student confi-
dently defined gasas “something that is put into cars.” The
answer was consistent with his everyday experiences; he was
not aware of the different meaning of the word gas in science.

Elementary science textbooks contain many common
words that have special meanings. To help students compre-
hend science material, use this vocabulary exercise to highlight
multiple uses of common words. By completing the exercise,
children not only learn new vocabulary in an enjoyable way,
they also learn something about different careers and the
importance of context. The Figure shows a very easy approach
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that can be planned quickly and executed on either the chalk-
board or a handout sheet.

Start by noting specialized vocabulary before students
read their science text. Then construct a “Words in Context
Vocabulary Exercise” with those words. In class, students dis-
cuss what each word means to people in different occupa-
tions. For example, when students explain what the word
charge means to a lawyer, a storekeeper, or an auto mechanic,
they soon realize that context is important for many words.

We have used this procedure to increase science com-
prehension, but teachers in other areas should find the exer-
cise equally useful.

Words in Context Vocabulary Exercise

Directions: Describe what each of the following words means to the people indicated.

1. What does the word conductor mean to: a train passenger?
a musician?
an electrician?

2. What does the word model mean to: an architect?
a clothing merchant?
a chemist?

2. What does the word volume mean to: a librarian?

a pharmacist?
a guitar player?
4. What does the word force mean to: a meteorologist?
a military officer?
a baseball player?
5. What does the word charge mean to: a lawyer?
an automobile mechanic?
a store owner?
6. What does the word scales mean to: a fisherman?
a physicist?
a teacher?
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A Semantic
Mapping
Lesson Plan

susan D. Pittelman
Madison, Wisconsin
iKathy M. Levin

Dale D. Johnson
November 1986

Semantic mapping is a categorical structuring of infor-
mation in graphic form. It is an individualized content
approach in that students are required to relate new words to
their own experiences and prior knowledge. A completed
semantic map provides teachers with information about what
the students know and reveals anchor points upon which new
concepts can be introduced. (The Figure is a map from a
vocabulary lesson developed for the topic “Water.”)

Objectives

e Students will brainstorm words related to a specific
topic.

e Students will demonstrate an understanding of the
target vocabulary.

Materials

e List of target words you want to introduce and their
definitions.

¢ One blank map for each student.
e Pencil for each student.

e Chalkboard and chalk (or transparency, overhead
projector, and av pen).

Procedure

1. Explain the purpose of the lesson (to learn new
words).

2. Review procedures for semantic mapping. Draw a
blank map on the chalkboard.

3, Distribute blank maps to students.

4. Introduce the topic, write it in a circle on the chalk-
board, and have the students write the topic in the
circle on their maps. Tell the students that as they
brainstorm words for the topic, you will have some
words that you want to introduce and that whenever
you write one of these words on the board, you are
going to put a star by it. Tell the students that they
should copy the starred words on their maps.

5. Elicit words from students and write them in related
groupings on the map on the chalkboard. Tell the
students that if they really like a word, they can add
it to their maps.

6. After three or four words are listed in a group, dis-
cuss an appropriate category label and write it above
that list of words.
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Semantic Map

Where You Can How We
Find Water Use Water
ocean creek drinking
pond river swimming
sea stream bath
lake clouds sauna
home cooking
WATER
Ways to What You Can
Describe Water Find in Water
no color *turbulent fish
fresh * pristine octopus
no taste blue shells
salty *placid * kelp
*brackish  *tepid plants
polluted juicy crayfish
cool drippy * sediment
goldfish
* debris

*Vocabulary word introduced by the teacher

Wisconsin Center for Education Research

7. Present a target vocabulary word. If the target word
fits into an existing category, add the word to that
list. If the target word does not fit into an existing
category, suggest an appropriate category label and
write it on the board. Have students brainstorm two
to four related words, and then add the target word
to that list. Pronounce the target word and have the
students repeat it. Then discuss its definition. Try to
relate the target word to another word on the map.
Remind students to copy the category label and tar-
get word on their maps.

8. Continue brainstorming a few more words.

9. Add each remaining target word, following the pro-
cedure in steps 7 and 8. (You may add the last few
target words in each category without having stu-
dents brain:torm additional words in between.)
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10. Allow students two to three minutes to add words
or categories to their maps independently.

11. Ask students to share their new words or categories
and add them to the map on the board.

12. Review each target vocabulary word. Use as many
of the following technicques as time permits:

» Cross-category comparison and questions to clari-
Jfy word meanings. Ask questions that cause stu-
dents to apply the target words. In the questions,
relate words in one category to those in another
(e.g., Would you find garbage in pristine water? Is
seaweed considered debris?).

s Synonyms for target words. Let students suggest
words that have a similar meaning.

» Antonyms for target words. Let students suggest
words that have an opposite meaning.

 Sentences. Have students use the target words in
sentences.

(This semantic mapping lesson plan has been slightly
modified from An Investigation of Two Instructional Settings in
the Use of Sernantic Mapping with Poor Readers, by Susan D.
Pittelman, Kathy M. Levin, and Dale D. Johnson, Program
Report 85-4, Wisconsin Center for Education Research,
University of Wisconsin, Madison, Wisconsin.)

- Aurelie Miiler
West Islip, New York
December 1986

Using concrete materials to create graphic representa-
tions of ideas is the perfect way to keep children’s attention on
a learning task. Mobile making for children in grades three
through six provides both recreation and reinforcement, con-
rributing to vocabulary development and other comprehension
skills.

My third graders, who were studying clouds, began by
gluing cotton balls to oaktag to fashion their own cloud.
Descending from this puffy cloud were long pipe cleaners,
each with an oaktag square on which students wrote the
names of the four types of clouds (cirrus, cumulus, stratus,
cumulo-nimbus). After this vocabulary practice, the children
hung individual descriptive phrases from the squares, attached
with pipe cleaners of varying lengths to ensure visibility. The
children were so excited about writing information in this
manner that they asked if they could write on both sides of the
oaktag so the words could be seen from both sides.
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For follow-up, we drew a semantic map of the infor-
mation on clouds and made a cloze comprehension story
frame from the map. This provided an opportunity to evaluate
the effectiveness of the original activity in building vocabulary.

Mobile making can be adapted to various activities
where categorization skills and vocabulary are emphasized.
The sky’s the limit!

This is a game [ developed for my Chapter 1 students Tvhe Dictionary

to teach them a number of skills. It is played in groups of two

to five children, who sit in a circle. To begin, one person Game
selects a word that everyone knows. The person to the left

gives a word that she or he predicts will appear in the dictio- Scott Koeze
nary definition of the chosen word. (Articles or prepositions 22 arilt('ljgé OV ermont

are not allowed.) Play continues around the circle. A player
~====""cannot predict a word that a previous player has chosen. The

person who selected the original word predicts last and then
looks the word up in the dictionary and reads the definition. A
point is awarded to each player who made a correct predic-
tion. After each round, the dictionary is passed to the left, and
that player selects a new word.

Suppose, for example, the word dinosauris selected.
The first player predicts reptile will appear in the definition;
the second player predicts brontosauriss: the third, extinct, the
last player, who chose the word dinusaur, predicts animal. He
or she then looks up dinosaurand reads the definition. The
words reptileand extinct are in the definition, so players one
and three score a point. (If the player had predicted extinc-
tion, that would count as a correct guess because it is a form
of a word in the definition.) I explain to students that just
because their words do not appear in the definition does not
mean they are not good guesses. Word definition is not exact;
another dictionary might include their words in its definition.
On the other hand, I explain when necessary that some guess-
es are clearly inaccurate.

This game can be adapted for whole-class use. Instead
of taking turns making predictions, each student writes down a
guess on a piece of paper. Thus, more than one player may
predict the same word. A few volunteers may read their
words. Then the definition is read, and a point is awarded for
each correct prediction. The teacher can select the word each
time, or students can take turns choosing words.

The Dictionar- yame leads students to grasp what it
means to define something and so to think about the essential




meanings of specific words. It also develops dictionary and
reading skills. And it is easy to implement because children
love to play it.

The Expert’'s
Tic-Tac-Toe

Caroline McKinney
Lafayette, Colorado
April 1990

One of the best ways to build self-esteem in low-level
readers is to give them opportunities to be experts in their
own chosen areas of interest. Such opportunities can be pro-
vided through the use of a special form of tic-tac-toe.

In the back of their writing journals, students keep an
ongoing list of topics about which they know a great deal. The
topic may be based on a personal experience, such as a trip to
the emergency room, or it may involve a hobby or words they
have gathered from their reading. Several times during the
semester, the students develop vocabulary cards from these lists
of topics. At first, the students write these words with invented
spellings; later in the year they can edit them. When the stu-
dents feel confident enough to teach and share these words
with a friend, it is time to bring out the tic-tac-toe games.

The teacher and the student should determine together
when the student knows a group of words well enough to
play the game. There are many good ways to do this, so it’s
not difficult to find a method that is appropriate for each stu-
dent. Some suggested methods are (1) a cloze passage devised
by the teacher based on the child’s word list, (2) a conference
during which the student uses the words to develop questions,
(3) a story written with the words from the list, or (4) sentence
strips created by the student and teacher. It is important to
note that this game is part of a process of leaming vocabulary,
and correct recognition of words is not always possible.
However, with young students or low-level readers, some
important concepts can be explored. For example, the child
may not recognize the entire word, but he or she may remem-
ber that the word begins with a particular sound or letter. That
knowledge also needs to be recognized and applauded.

Playing the Game

At the beginning of the school year, the students each
design : tic-tac-toe board by cutting a square out of construc-
tion paper (approximately 12" x 12") and gluing thin strips of
black paper on it to form the lines. The board is then laminat-
ed. Students tape a self-sealing plastic bag on the back to hold
the vocabulary cards and make the Xs and Os from construc-
tion paper. Then they switch game boards with other students
so they will be playing with unfamiliar vocabulary.




The vocabulary cards are placed face down between
the players, who take turns picking cards and reading them. If
the student correctly identifies the word, then he or she may
place an X or O on the board. If the student doesn't recognize
the word, the turn passes to the other child. By seeing these
words over and over, the students become familiar with them.
This activity can be repeated often with different classmates.
The games may also be sent home periodically for parents to
play with the child.

Once a child feels confident about knowing the words,
he or she is ready to put up a banner. In our classroom, we
hang up colorful construction paper banners with thé vocabu-
lary words written on them and a heading that proclaims,
“(Student's name] is an expert about [topic].” This provides the
student with an opportunity to show off a little.

This activity has been successful with my reading
groups, and it can be adapted for any classroom or subject
area. It can be utilized at any grade level, although it may be
most successful with second and third graders. Older students

Banners for the Classroom

Third Grader Second Grader

Michael is an expert about Sarah is an expert about

Football Skiing

player snow

pads hill

jersey pole

stadium boot

helmet cold

uniform lift

goal ticket

flag jacket

coach ski

game ice

tackle trees

fumble gloves
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might develop word lists about topics such as authors, charac-
ters, illustrators, historical figures, scientific terms, or foreign
language vocabulary. A final value of the game is that it is
easy, flexible, and cheap!

rhe AfFixionary:
Personalizing
Prefixes and
Suffixes

Thomas Lindsay
Melrose Park

(now Franklin Park), lllinols
November 1984

In their reading program, students learn many different
prefixes and suffixes, some with similar meanings and similar
spellings, such as in-, im-, dis-, and un- (meaning “not’”) and
-ous, -ious, and -eous (meaning “full of”). These affixes can be
confusing elements in unfamiliar words, but they provide
important clues to pronunciation and meaning.

To help children understand and later use the affixes,
have them make “affixionaries.” An affixionary is a personal-
ized dictionary in which students record newly taught affixes,
their meanings, and examples of words, sentences, and pic-
tures that illustrate each one.

An Affixionary Entcy

dis-
The prefix dis- means “not.”

disappear | The magician made the rabbit disappear.
disobey |The naughty children disobeyed their uncle.

disarm | The policeman disarmed the rocbber by taking
his gun.

Affixionaries can be used for reading, language, and
writing assigniments among students at virtually any level. Here
are the steps for making an affixionary:

1. Make a record booklet by folding sheets of white
typing paper in half and adding a heavier paper
cover. The number of pages should correspond with
the number of affixes to be taught.

2. The first page is reserved for a table of contents.

3. The student writes one target affix at the top of a
page.

4. Under the affix (but still close to the top of the
page), the student writes the affix’s meaning.




5. The rest of the page is divided into two columns. In
the skinny left-hand column, the student writes
examples of words having the target affix and, in
the wider right-hand column, sentences using the
examples. (Primary grade children might illustrate
the word rather than write sentences.)

The entries may be made in alphabetical order, or the student
may want to list the prefixes in the front of the booklet and
the suffixes in the back.

Handing out a ready-made affixionary will not do the
trick. It is the act of making one—selecting the examples, plac-
ing them in the book, writing them down (which involves rep-
etition), and adding items to the table of contents—that turns
the booklet into an effective learning tool.

The affixionary helps each child internalize and trans-
fer affix usage. It is personal. As a reference tool, it is 4 con-
crete example of the structural analysis strategy for word
recognition and learning word meanings.

When a student chooses a word to fill a space in a text uUsing Cloze to
where a word has been deleted, he or she is thinking like a
’ Explore Writers’

writer as well as like a reader. This makes cloze a good proce-

dure for working on students’ writing vocabulary. Word Choices
The students in my third grade class tended to overuse

certain words wi en they write—for instance, said and nice. To Christine Porter

encourage them to use a wider variety of words, I prepared a Douglas County, Colorado

cloze passage by deleting 20 words—including nouns, verbs, April 1987

and adjectives—from a 120-word passage from a children’s

book. (After the opening sentence, I deleted every fifth or so

item.) I then numbered the blanks in the cloze passage. Down

the left side of a worksheet, I listed the same numbers, and

along the top of that page I wrote three column headings: “My

Choice,” “Group Choice,” and “Class Choice.” Students were

to write their cloze answers on the worksheet instead of in the

cloze passage itself, 5o as to keep the focus on alternatives.
After reading through the cloze selection, students

wrote their individual responses in the “My Choice” column on

their sheets. Then they met in small groups, discussed and

compared their individual choices, and agreed upon one word

choice for each blank in the passage. They entered these

words on their worksheets in the “Group Choice” column.

Then we read through the cloze passage as a class. When we

came to a blank, one volunteer from each group read aloud
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the group’s choice for that blank. As a class, students decided
which of the group choices they liked best for each missing
word, and they wrote those in the “Class Choice” column.
After these decisions had been made, we discussed why an
author might choose one word over another. I asked questions
such as: “Why would you choose whispered over said? When
might you want to use sodred instead of flew? What difference
would it make if you used heartbroken instead of sad?”

Finally the children brainstormed ways to add colorful
words and phrases to their own writing. These included listing
adjectives and verbs associated with a second topic, asking a
friend for suggestions, and consulting a thesaurus.

Students then selected a piece of their own writing to
revise to eliminate overused words. They were encouraged to
use one or several of the strategies previously discussed. Part
of the writiiig session was spent on independent revising and
the other part in peer conferences during which the students
gave each other feedback or: the changes they had made and
suggested other possible revisions.

I set up special sessions over the next several weeks
to focus on language usage to reinforce the strategies brain-
stormed earlier.

Creating
Connections

Blanche Soiomon
Brooklyn, New York
May 1988

Prior to direct reading instruction, I encourage children
to discuss key story vocabulary and concepts contained in the
next basal selection. This strategy results in long lists of infor-
mation elicited from the group as the children share their prior
knowledge about narrative text. The lists are often lengthy
enough to categorize, and together we make connections
between words and find relationships among ideas.

For example, when discussing parades as a prereading
activity with second graders, I recorded the following:

Parades have:

lots of people  horses police masks
music soldiers streamers cars
dancing balloons special blowers pompoms
horns floats majorettes signs
drums noisemakers batons fireworks
tooters trombones bands confetti
clowns dragons uniforms leaders
crowds costumes flags flowers
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The children suggested the following topics for catego-
rizing the list:

People Sounds Transportation Decorations

lots of people trombones cars signs

crowds drums floats streamers

clowns bands horses masks

majorettes tooters balloons

soldiers music confetti
flowers

When a category was of limited scope, the children suggested
a broader topic. Thus, vebicles became transpertation and
instruments changed to scunds.

The following day the concept was extended when the
class composed a list of familiar parades.

Parades celebrate:
Thanksgiving Brooklyn-Queens Martin Luther King

the circus Day Veterans' Day

Mardi Gras Easter Chinese New Year
St. Patrick's Day Labor Day World Series winners
astronauts beauty contests Halloween

Columbus Day

The children gained a wealth of vocabulary from this experi-
ence. We then used the list to form semantic maps from which
the children learned to write simple sentences:

Parades have horses.

Parades have floats.

Parades have costumes.

Parades have flags.
Later the simple sentences became:

e Parades have horses and floats.
e Parades have costumes and flags.

Eventually the children were able to choose categories
to write paragraphs. Finally all the lists were used as sources of
information for writing complete pieces of prose. Brain-
stonning and writing lists with the childre facili.ated a flow of
ideas, organized their thinking, promoted deeper understand-
ing of key concepts, increased oral fluency, and served as
springboards for creativity.

Each child copied the lists into special “We Know
About” reading notebooks. The books serve as resources for
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ongoing independent activities as the children use the informa-
tion to:

¢ add to the list,

e write sentences with the words,

e form semantic maps,

e write paragraphs about a category,

e categorize lists with different headings,

* find synonyms on lists,

¢ make up questions about a topic,

e write an original story,

¢ make ABC books about some of the concepts,

e read other books about an interesting topic,

e illustrate the items on a list, and

* make a group mural about one of the topics.

When children join together as a community of learn-
ers to create their own resources, they become motivat d to
work independently in a meaningful process. These strategies
(which can be used with all grade levels) are invaluable
throughout the school year as children help each other to
expand their prior knowledge, make connections between
ideas, and use those connections to produce original thought
from the wealth of information they have shared.
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Chapter

CcComprehending Text

Students who succeed in comprehending a text are
actively involved in the reading process—a process that
requires the ability to make predictions, to confirm or disaffirm
those predictions, and to monitor understanding throughout
the process. Skilled readers have schemata for particular top-
ics, text structures, metacognitive activities, and forms of lan-
guage, and they draw on those schemata when they read.
These readers use prior knowledge interactively with new
information in the text. They also simultaneously apply a vari-
ety of strategies that facilitate comprehension (Pearson, 1986).
Reading is clearly not the mastery of isolated skills or the ver-
batim reproduction of information as it appears on a page.

Students must have three types of knowledge if they are
to develop into skilled readers (Winograd & Hare, 1988). First,
they need declarative knowledge, which invoives understanding
the goals of reading and the thought processes needed to com-
plete a particular reading task. For example, skilled readers
understand that the goal of reading is to comprehend the text,
while unskilled readers may believe the goal of reading is to
sound out each word correctly. Students also need procedural
knowledge, which involves understanding how to use different
reading strategies or procedures (Jacobs & Paris, 1987).
Procedural knowledge might include knowledge of how to
process different text structures, how 10 read for different pur-
poses, or how to relate new knowledge to prior knowledge. For
example, students need to know that summaries are short ver-
sions of a longer text and use superordinate terms, omit extrane-
ous and redundant information, and depend on sentences that
capture main ideas. Finally, students need conditional or
metacognitive knowledge, which involves understanding when
and why a particular strategy is appropriate (Paris, Lipson, &
Wixson, 1983). Students use conditional knowledge to apply the
most appropriate reading strategy after considering the demands
of a task. Unless students know when to use conditional knowl-
edge, they will be unlikely to develop into skillful readers.

Teachers can facilitate the translation of declarative
knowledge into procedural and conditional knowledge by
using both structured and unstructured activities. Structured
activities, which involve direct instruction, include “think
alouds,” reciprocal teaching, an explanation of question types,
a discussion of reading tasks, or the presentation of strategices
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for various reading tasks. Unstructured activities are built
around free reading time both during and outside of school.
Both kinds of activities are well represented here. Chosen and
used carefully, they can contribute to children’s successful
reading comprehension.

References

Jacobs, J.E., & Paris, 5.G. (1987). Children’s metacognition about reading:
Issues in definition, measurement, and instruction. Educational
Psychologist, 22, 313-332.

Paris, $.G,, Lipson, M.Y., & Wixson, K.K. (1983). Becoming a strategic read-
er. Contemporary Educational Psychology, 8, 293-316.

Pearson, P.D. (1986). Twenty years of research in reading instruction. In
T.E. Raphael (Ed.), Contexts of school-based literacy. Mew York: Random
House.

Winograd, P., & Hare, V.C. (1988). Direct instruction of reading comprehen-
sion strategies: The nature of teacher explanation. In C. Weinstein, E.
Goetz, & P. Alexander (Eds.), Learning and study strategies: Issues in assess-
ment, instruction, and evaluation (pp. 121-139). San Diego, CA: Academic.

Further Reading

Anderson, R.C, & Pearson, P.D. (1984). A schema-theoretic view of basic
process in reading comprehension. In P.D. Pearson (Ed.), Handbook of
reading research (Vol. 1, pp. 253-292). White Plains, NY: Longman.

Amold, R.D. (1989). Teaching cohesive ties to children. The Reading
Teacher. 42, 106-111.

Babbs, P J.. & Moe, A.J. (1983). Metacognition: A key for independent learn-
ing from text. The Reading Teacher, 36, 422-426.

Fitzgerald, J. (1983). Helping readers gain self-control over reading compre-
hension. The Reading Teacher, 37, 249-253.

Flynn, L.L. (1989). Developing critical reading skills through cooperative
problem solving. The Reading Teacher. 42, 664-669.

Hansen, J.. & Hubbard. R. (1984). Poor readers can draw inferences. The
Reading Teacher, 37, 586-589.

Holmes, B.C., & Roser, N.L. (1987). Five ways to assess readers’ prior
knowledge. The Reading Teacher, 40, G46-6G49.

Koskinen, P.S., Gambrell, L.B., Kapinus, B.A., & Heathington, B.S. (1988).
Retelling: A strategy for enhancing students' reading comprehension. The
Reading Teacher, 41, 892-897.

Pearson, P.D. (1985). Changing the face of reading comprehension instruc-
tion. The Reading Teacher. 38, 724-738.

Poindexter, C.A., & Prescott, S. (1986). A technique for teaching students to
draw inferences from text. The Reading Teacher, 39, 908-911.

Raphael, T.E. (1986). Question-answering relationships for children. The
Reading Teacher, 36, 516-522.

Singer. H. (1978). Active comprehension: From answering to asking ques-
tions. The Reading Teacher, 31, 901-909.

Tierney, R.]., & Cunningham, J.W. (1984). Research on teaching reading
comprehension. In P.D. Pearson (Ed.), Handbook of reading research
(Vol. 1, pp. 609-652). White Plains, NY: Longman.

Wilson, C.R. (1983). Teaching reading comprehension by connecting the
known to the new. The Reading Teacher, 36, 382-390.

Winograd. P.. & Smith, L.A. (1987). Improving the climate for reading com-
prehension instruction. The Reading Teacher. 41, 304-310.

75




Do students get as much as they can out of sustained Enhancing ssr
silent reading (ssR)? SsR is a time when students read for plea-

sure; it can also be a time for them to reflect on the processes Marcee Hobbs

as well as the content of their reading. Aspen, Colorado
Rather than having my students merely close their March 1989

books at the end of ssRr, I use a few minutes for them to dis-

cuss the nature, quality, and quantity of silent reading they

have accomplished. This allows students to monitor and gain

insight into their own reading and respond to what they read.
In Forging ahead in Reading, Lyman Hunt suggests

using questions to generate the discussion. Decide which

questions to use according to the students’ needs.

1. Did you have a good reading period today? Did
you read well? Did you get a lot done?

2. Did you read better today than yesterday?

3. Were you able to concentrate today on your silent
reading?

4. Did the ideas in the book hold your attention?

5. Did you have the feeling of wanting to go ahead
faster to find out what happened?

6. Was it hard to keep your mind on what you were
reading today?

7. Were you bothered by others or outside noises?

8. Could you keep the ideas in your book straight in
your mind?

9. Did you get mixed up in any place? Did you have
to go back and straighten yourself out?

10. Were there words you didn't know? How did you

figure them out?

11. What did you do when you got to the good parts?
Did you read faster or slower?

12. Were you always counting to see how many pages
you had to go? Were you wondering how long it
would take you to finish?

13. Were you hoping that the book would go on and
on—that it wouldn't really end?

In addition to these questions, I ask “Why?” For example,
“Why were you able to concentrate better today than yester-
day?” Talking about “why” enables students to reflect more on
their reading.

The format for this discussion can be varied. In addi-
tion to a whole-class discussion, the students can talk in smalil
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groups Or pairs, or even answer the questions independently
in literature logs.

My third graders enjoy talking about their reading after
ssk. They are enger to share their concerns or feelings about
what they read, and they learn from each other. The discus-
sion also gives them a chance to reflect on their reading and
develop new insights by sharing their thoughts with the class.

Adjusting
Reading Rate:
Metacognitive
Awdareness

Rona F. Flippo
Fitchburg, Massachusetts

Robert L. Lecheler
Parkside, Wisconsin
March 1987

The term metacogniiion represents an icea that is
much simpler than it seems. For readers, metacognitive aware-
ness means knowing when they do or do not understand what
they are reading. In the intermediate grades (grades four to
six), teachers can emphasize metacognitive awareness by
using a simple rate adjustment activity that encourages chil-
dren to modify their reading rates and concentration according
to the difficulty of the material. This procedure causes students
to become aware of how fast they can read something and still
understand it. It requires them to decide whether they need to
iead certain material “slowly,” “moderately,” or “fast” (words
that youngsters can easily understand).

Begin by explaining to students the reason for varying
reading rates (“Because some sentences are more difficult than
others, your reading rate shouldn't always be the same.”)
Explain “difficulty of sentences”—how hard they are to read—
and “rate”’—the speed at which words in sentences are read.
Use several sentences to illustrate what you mean and explain
why you would read these slowly, moderately, or fast: “Bill
ate peanuts” would be read “fast™; “I could not quickly say
‘unique New York'” would be read “moderately”; and “There
are cool reds and hot blues™ would be read “slowly.”

Now ask students why some sentences are read faster
than others. List the students’ responses on the board. Reasons
may be because of unfamiliar words, concepts, language, or
style; implied relationships; use of pronouns, punctuation
marks, different types of clauses; or lengths of sentences.

Ask the children to suggest some sentences that they
would read slowly, moderately, or fast. Write these on the
board exactly as they dictate them and ask them to explain
why they would read those sentences at those rates. Accept
their individual reasons and responses. (What is difficult for
one student to understand might not be for another.)

Next explain that comprehension means understanding
what is read. Ask students to comprehend the sentences
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before stating what their reading rates actually were. Then
have them find sentences from a variety of materials and text-
books, read them silently, and give the rates they suggest for
themselves. Establish this as an ongoing assignment.

Allow many opportunities for the children to share
their seniences, suggested rates, and reasons. This can be done
individually or in small or large groups. This helps students
develop metacognitive awareness. Here are some examples of
sentences, rates, and reasons given by fifth graders:

o Shirley always eats MEM's. Rate, moderate; reason, “I
had to look back and see what M&M’s means."”

e Phil is not like Shirley; does be eat MEM's? Rate, slow;
reason, “I had to look at both parts of the sentence
before I could answer the question.”

o The marshmallows disappeared. Rate, fast; reason, “I
could see what it said right away.”

o The sun warms the planet Earth, which rotates on its
axis and revolves around this star. Rate, slow; rea-
son, “I had to look at each part, and some of the
words are hard.”

This activity makes students aware of their own com-
prehension and teaches them that decisions about difficulty of
material are often personal. They learn to adjust their own
speed and concentration accordingly.

Some components of reciprocal teaching, which is usu-
ally used with secondary students, can be modified for a
Directed Reading Activity (DRA) to encourage more active par-
ticipation and independence among primary-grade readers.
This technique has met with great success in occasional use
with second graders.

1. The teacher prepares questions about a story. Take
both the needs of individuals and group goals into
consideration when deciding which types of ques-
tions to use. Write these questions on strips of
paper, one for each member of the group.

2. The group meets with the teacher. During this ses-
sion, the teacher and students share background
information and set purpose questions for the group
to answer.
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Reciprocual
Teaching: Begin in
Second Grade

Constance C. Stark
Cheiltenham, Pennsylvania
May 1986
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3. The teacher distributes the question strips to the
youngsters. This is not done randomly; individuals’
needs are considered. For example, a child who
needs specific practice in areas such as vocabulary
development or appreciation of story setting would
be assigned a question dealing with these areas.

4. The group members go off to read the story, an-
swer the purpose questions set by the group, and
become experts on their individual questions. The
students must each look for the answer to their
question and be able to verify it.

5. Later in the day, the group reassembles to answer
the questions. Youngsters take turns being the
expert, asking each other the questions, exchanging
responses, and offering proof. The teacher can
structure the order of the questions to .develop skills
in areas such as cause and effect and sequencing.

6. The teacher provides three or four activities for
follow-up, extension, or enrichment. Again, these
may be individually assigned o. -hosen by members
of the group. This then becomes the seatwork for
the following day.

Eventually, as students gain experience with this tech-
nique and more proficiency at setting purposes, they can write
their own question strips, thus integrating the reading and
writing processes.

Add ﬁo t0o the prrTa

Teresa Smyers
Evanston, lllinois
December 1987

and wWrite

How do you motivate disabled readers with low self-
esteem and high frustration levels to become active participa-
tory readers? The prta (Directed Reading-Thinking Activity) is
one of the best approaches to foster active, purposeful read-
ing. The DrTA is a three-step process: (1) predict—the teacher
elicits predictions prior to reading; (2) read—the students read
a predetermined portion of the story; and (3) prove—the stu-
dents prove or disprove their predictions based on what they
have just read. Add questioning and writing to this procedure
and you have a well-rounded comprehension activity for every
student.

Basic or1a
The DRrRTA can be used in both oral and silent reading as
well as to encourage independence in silent reading.




Teachers should follow these steps to prepare for the
usual DRTA:

1. Select an exciting story.
2. Mark off three to four good predicting stops.

3. For each segment, write two fact-related questions
and one question designed to elicit predictions for
student discussion.

The steps for doing the DRTA are these:

1. Students make their initial predictions as to what the
story is about. This is often done by using the title
and pictures on the first page or by reading the first
paragraph.

2. Students read to the next stopping point in order to
prove or disprove what they have predicted.

3. At each stopping point they answer the two fact-
related questions and the prediction or inference
question.

Thus the predict-read-prove cycle is established. This approach
is most effective when used with a small group in which the
students are reading at the same level and the same rate.

Children with different reading rates pose a difficult
problem. What do you do when one child in the group is
much slower than the others? The dilemma is how to maintain
the integrity of the pRta without losing students’ interest.

Plus sa and Writing

Writing is the answer. Students can benefit by seeing
the interrelationship between reading and writing, especially
when they are directly involved through a modification of the
DRTA that adds sQ—Directed Reading-Thinking Activity plus
Student Questions.

Follow the same steps as for the DRTA but do %ot pre-
pare questions. Instead, at each stopping point ask the stu-
dents to write two good questions while you do the same
thing; remember to have them include a prediction-eliciting
question. At each stop, go around the group, allowing each
student to ask a question. When a student asks a question, she
or he becomes the teacher and gets to call on another student
o answer.

By changing the DRTA 0 DRTA + sQ, the teacher does
three important things: (1) involves the students even more in
the text (students with the best questions almost always have
the best comprehension of the text); (2) stops boredom (stu-
dents who read rapidly must often go back and reread in
order to come up with questions, so they don't just sit there
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while the slow readers finish); and (3) cuts down on prepara-
tion time, thus freeing more time for the teacher to search for
well-written, exciting stories.

After sufficient practice, students become much more
aware of what makes a good question. Sometimes they will
criticize the questions at the end of a story because theirs are
so much better; other times they will congratulate themselves
on writing the same good question as is provided in the text.
Either way it is a powerful self-motivated reading activity.

The DRTA + $Q also acts as a springboard to teach other
reading skills. After reading the following list of suggestions,
add some of your own ideas.

* Model silent reading, neat handwriting, clear ques-
tions, and critical thinking.

* Use the questions generated to teach and label types
of questions. Is it a “right there” (in the text) ques-
tion, a “think and search” question, or an “on my
own” question?

» Teach the parts of a story. Is that question about the
plot, a character, the setting...?

* Have students work on writing in complete sen-
tences by asking them to write answers to each
other's questions.

* Help students develop good communication skills.
Ask: How can we vary that question? How can we
answer that question more clearly?

* Use the questions as a diagnostic tool. Look for
good questions. This reflects good comprehension.

* Help balance the student-teacher exchange. Class
observations indicate that 80 percent of these
exchanges are initiated by the teacher; can you
increase the students' share?

* Motivate disabled or slow readers by making their
problems less central.

* Foster independent reading and critical thinking.
Reading requires purposeful, active involvement. The

Directed Reading-Thinking Activity plus Student Questions
ensures student involvement and fosters independence.
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The ability to summarize apparently increases with age,
often developing fully by the end of high school, but even
third graders can locate important events in well-developed
stories, and fifth graders are able to delete unimportant and
redundant information in text when direct instruction is pro-
vided. This activity, which can be used in grades three through
eight, provides direct instruction in summarizing as well as
practice in sequencing, another important skill. It offers stu-
dents maximum involvement in a meaningful reading/writing
activity that provides an alternative to typical seatwork. There
are seven steps.

Step 1: Reading a selection to determine the essential
plot. Choose a selection for your group—a story from a basal
reader, a chapter from a book, or a sequential passage from a

" nonfiction text. Avoid highly descriptive or narrative passages
or nonfiction that delivers information without a sequence. If
you choose a complete story from a basal reader, introduce it
and let students read it silently to see how the plot develops.
Then guide students to develop a story frame that clearly states
the essential plot.

Step 2: Provide instruction in writing one- or two-
sentence summaries for small segments of text. At the time of
the next lesson, direct students to reread the first page (or some
other clearly delineated segment) to determine the most impor-
tant ideas. Then ask the group, “What helps us know about the
problem [or its solution]?” or ask students to draw a mental pic-
ture of the events of the page. Encourage students to state their
ideas in their own words rather than those of the author.

When several ideas have been suggested and written
on the board, guide students to delete unimpostant words,
combine ideas, and use more inclusive words to replace a
long list (e.g., use “everyone in the family” for a list of charac-
ters’ names). When one or two sentences have been decided
upon for that page (or segment), write the summary on large
chart paper. Continue the procedure until the entire selection
has been summarized.

Step 3: Code summaries for easy checking (optional).
When the next lesson begins, teach students to code the order
of their summaries for self-checking. Page numbers, letters, or
a code word may be used to indicate the correct sequence.

Step 4: Cut apart summary statements and mix them.
Now cut apart the summaries, rearrange them, and guide stu-
dents to put them back in order as a group. They may do so
without looking back at the story, or they may use the selec-
tion to verify what they think—as you choose. When the
group is satisfied with the arrangement, the code on the back
can be used as a final check.

summaries and
Sequence for
Actilve
Comprehension

Joyce E. Eddy
Blue island, Illinois
May 1988
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Step 5: Have students make their own summary Strips.
After students have learned the procedure, they are ready to
use it with other selections. Each student prepares a set of
sumary sentences, putting answers or codes on the back.

A list of “rules” for writing summary sentences may be
provided for assistance, as shown in the Figure. Younger stu-
dents may need to be reminded to write on only one side of
the paper so the summaries can be cut apart. Students may be
provided with slips of paper cut uniformly or they can be
directed to cut the summaries apart with straight edges so the
sentences must be read rather than reassembled by shape.

How to Write Summaries
1. Look for the most important ideas. (What helps us
know about the problem or the solution?)
2. State important ideas in your own words.
3. Combine ideas into one or two sentences.

4. Leave out anything that repeats information, explains
important ideas, or seems unimportant.

Step 6: Trade summary statements. In this step, children
work as partners, exchanging sets of summaries that have
been thoroughly mixed. Each student places the partner’s sum-
mary in sequential order. This activity may be self-checking or
returned to the writer for checking.

After the summaries have been put in order and
checked for accuracy, they may be glued to construction paper
and illustrated.

Step 7: Use reconstructed summaries in group activities.
The summaries may be used in group discussion and oral
reading. For example, you might suggest changing a story
event in some way and then have students discuss how that
change would affect their summaries. Another option is to
have one student choose a summary statement to read aloud;

a second student then reads the summary statement that pre-
cedes or follows the first reader’s statement.

This activity has a number of features that help stu-
dents better comprehend what they read. First, students are
taught to locate significant information and to begin the impor-
taat task of learning to summarize. Second, they practice
sequencing in an interesting and meaningful way. Third, since
students read for a specific purpose, they are likely to become
actively involved. Fourth, they must write and spell so that a
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partner can read what has been written, thus providing anoth-
er audience besides the teacher. (In fact, once students have
become proficient at summarizing, the teacher is involved only
in the follow-up phase.) Finally, since students are putting
considerable energy into the literal interpretation of the selec-
tion, the teacher may use group discussion time to focus on
the inferential and critical/evaluative aspects of the selection.

A variety of graphic organizers have been developed to
enhance classroom instruction in many different learning
areas. One called THINK-WINK-DECIDE is great for helping chil-
dren with comprehension »f expository selections. It also
encourages them to go beyond the assigned reading selection
and read other resource materials for information.

THINK-WINK-DECIDE is an acronym for THings I Now
Know—What I Need to Know—DECIDE. This graphic organiz-
er consists of three columns. In the first column, THINK, chil-
dren list everything they know about the subject about which
they are going to read. This gets children to draw on their
background experiences prior to reading, which in turn helps
them increase comprehension. The second column, WiNK,
establishes the purpose for reading by having the children
generate questions about things they hope to ieamn from read-
ing the selection. After reading, the children DECIDE whether
their background knowledge was accurate and whether the
selection answered all of their questions.

When 1 introduce this graphic organizer to my reading
groups, I give all the children a copy of the THINK-WINK-DECIDE
diagram and ask them to look at the title and the pictures of
the expository selection. From this information they are to list
in the THINK column everything they think they know about
the subject. When they have had ample time to make this list, I
ask them to think about things they don’t know about the sub-
ject but would like to learn. They then write their questions in
the wink column. Next the children share things they have
written in the two columns with the group, and I record their
ideas on a chart for all to see. This sharing time helps children
remember things they think they know about the topic but for-
got to put down. It also generates new questions.

At this point, I ask the children to read the selection
caretuily and then to look again at their THINK-WINK-DECIDE
organizer and decide whether the things they thought about
the topic were accurate. If they had some inaccurate informa-
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THINK-WINK-DECIDE FOF
comprehnension

susann K. Barbour
Hampstead, Maryland
May 1989
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tion, they should indicate in the DECIDE column what was inac-
curate and correct it. In this column the children can also
decide whether the author accomplished his or her purpose
for writing the article and explain their decision.

A third use for the DECIDE column is to help the chil-
dren determine which of their questions were answered by the
selection and which were not. I have them write the answers
next to those questions that were answered. We then discuss
the questions that were not answered and how the children
might find the answers. I have available in my classroom an
array of nonfiction books and other resource materials on the
topic so students can research and then write a report that will
answer those questions.

This organizer can also be used for writing reports on
topics that do not come from assigned reading selections. The
children can choose their own topic and then list all the things
they think they know about that topic in the THINK column and
all the questions they have about their topic in the wiNK col-
umn. As they do their research, they can use the peciDE col-
umn to correct any misinformation under THINK and answer the
questions under wiNk. When they feel they know their topic
adequately, they can decide on their audience and write their
rough drafts.

THINK-WINK-DECIDE need not be confined to reading and
writing. It can also be used in content areas like sucial studies,
health, and science. It is used with the text for these subjects
in the same way it is used for reading stories. One benefit this
organizer provides for content subjects is that it helps the chil-
dren focus on what they are learning. It can also provide a
study guide to prepare for tests.

THINK-WINK-DECIDE is a versatile graphic organizer. Teach-
ers can use their imagination to come up with other uses for it.

Space Travel in
Reading

Maria Valeri-Gold
Marietta, ceortlia
November 1986
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To enhance the teaching of critical reading skills to a
class of intermediate-grade students, introduce the class to this
space travel activity. Designed to appeal to students’ interest in
space adventure, it combines the teaching of critical reading
with the reinforcement of concepts taught in content area sub-
jects. Evaluation of texts with respect to fact and opinion, tone,
bias, purpose and intent, and propaganda is emphasized. In
this activity, sentences, paragraphs, and questions are written
on 4" x (" index cards. These brief texts reinforce the concepts
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taught in class in the areas of science, social studies, rnath, and
language arts. Here are some examples:

Fact and opinion. “The capital of Florida is
Tallahassee.” Is this a fact or an opinion statement? (Fact)

“President Kennedy was the best president of the
United States.” Is this a fact or an opinion statement? (Opinion)

Tone. “It was pitch dark. As I walked up the street, I
could hear heavy footsteps following close behind me. I didn’t
turn around. I ran as fast as I could until I was home and safe
in my bed.” What is the author’s tone? (Frightened)

Bias. “I feel that smoking should be prohibited in the
workplace. A designated smoking area should be set aside for
smokers.” What is the author’s bias? (Against smoking)

Purpose. “A tropical depression has wind gusts of up to
39 miles an hour, while a tropical storm has winds of 39 miles
per hour or more. When the wind gusts reach 74 miles per
hour, a hurricane is born.” What is the author’s purpose? (To
explain the difference between a tropical depression, a tropical
storm, and a hurricane)

Propaganda. “Everybody is trying the new peanut but-
ter yogurt. Have you tried it? Everyone else has tasted it.” What
is the propaganda technique? (Bandwagon)

Playing the Game

Before the game, type each text and corresponding
question on one side of a 4" x 6" index card. The other side is
a “ticket” to a specified planet: Mercury, Venus, Mars, Jupiter,
Saturn, Uranus, Neptune, or Pluto. The ticket side of the card
may be colored with felt-tip pens of different colors for the dif-
ferent planets. Easy critical reading questions appear on tickets
to nearby planets, such as Venus or Mars; harder questions
appear on tickets to more distant planets. The tickets are
assigned appropriate values: for instance, a traveler earns ten
points and goes to Pluto by answering a hard question; he or
she earns only two points for answering an easier Mars ques-
tion. The tickets are placed in a large box that is wrapped in
aluminum foil and labeled "Space Travel Tickets.” If you want,
you can mark the “planets” (different areas in the room) with
placards and make different colored headbands to identify
members of the two space adventure teams.

Once you're set up, divide the class into two teams
and distribute the colored headbands. A space captain (score-
keeper) records the points earned by each team and sends the
travelers to their destinations. The first traveler selects a ticket
from the ticket box and reads aloud the critical reading ques-
tion. If he or she answers the question correctly, the team
receives the specified number of points and the traveler pro-
ceeds to the designated planet. If he or she cannot answer the
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question correctly, it is given to the next traveler from the
opposing team. If neither traveler can answer the question cor-
rectly, the answer is explained and no points are awarded.
Play continues until each student has had a turn. The tea+: that
has accumulated the most points (and whose players have
traveled the furthest distance) is declared the winner of Space
Travel in Reading.

Developing
Comprehension:
Evaluating
What Is Read

Bette N. Greene
Skokie, lllinois
- April 1986

The ability to evaluate what is read actually requires
many abilities, including distinguishing between fact and opin-
ion; telling what is real and what is fantasy; determining an
author’s qualifications, purposes, and attitude; and noting the
currentness of information.

Fact or gpinion. To distinguish between fact and opin-
ion, students might do the following:

1. Analyze newspaper reports to determine whether
they present facts or opinions.

2. Study news reports and editorials to determine the
differences between the two types of writing.

3. Locate statements of opinion in a selection.

4. Indicate which of a series of statements express
facts, then rewrite any others so that they do not
€Xpress an opinion.

5. Rewrite statements that mix fact and opinion to take
the opposing point of view (e.g., showing antipathy
toward a person or event rather than sympathy).

0. Delete from paragraphs or longer selections state-
ments that are not entirely factual.

Real or fanciful. To become more adept at judging
whether written material is of a fanciful or factual nature, stu-
dents might do the following:

1. Find examples in stories of means by which the
author indicated that the story is fanciful.

2. Draw up a list of expressions often used in stories
to show that they are fanciful (for example, “Once
upon a time").

3. Decide whether  story is real or fanciful and give
the reason for the decision.

4. Read a story that is fictional but based in part on
fact, and then determine which statements are likely
to be true and which are more likely to be fictional.




Author’s qualifications. To learn to determine an
author’s qualifications, students might do these activities:

1.

Think of two people, each of whom is qualified to

speak or write on a given subject but who have dif-
ferent background experiences. How would the two
people differ in the way they addressed the subject?

Look at the qualifications of two authors, then de-
cide which one would be better qualified to write
on a given topic.

Working with a group, decide on questions to ask
when determining an author’s qualifications. For
example, does the author have much information
about the subject? Does the author have a good rep-
utation as a writer? Is there a reason the author
might wish to promote one point of view over
another?

. Determine what the author's purpose was in writing

a given selection.

Given a list of sentences, decide which are sympa-
thetic toward a person or situation and which are
unsympathetic.

Up-to-dateness. The following activities might help stu-
dents decide on the currentness of information.

1.
2.

Note the copyright date of books.

Determine which books written long ago are valu-
able for a stated purpose and which are not.

Find an item of information reported in an old book
that would be as valuable as one in a recent book.

The following activities can improve students’ ability to
predict outcomes.

1.

4

Look at the pictures in a story and state what the
outcome of the story is likely to be.

Arrange in order pictures illustrating a story that
has not been read yet.

Given multiple choices, indicate what is likely to
happen next in a story or article.

. Stop in the middle of reading a story or article and

tell what is likely to happen next.

[
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Developing
Comprehension:
Predicting
Outcomes

Bette N. Greene
Skokie, Illinois
May 1986
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5. Predict what will happen next after listening to part
of an account of an experience another pupil has
had.

0. Discuss why things happened as they did in a story
or other account.

7. Make up endings for unfinished stories.
8. Estimate answers to arithmetic problems.

9. Compare a current event to a previous one in his-
tory and decide what might happen as a result of
present conditions.

10. Before beginning a science activity, discuss what is
likely to happen.

11. Evaluate plans the class is making in terms of
expected outcomes.

12. List on the board known points about a situation
and possible outcomes, then discuss the probabili-
ty of certain results.

13. Predict the weather and give reasons for the pre-
diction. Later check it.

14. After reading a news report, predict what will hap-
pen and later check to see if the prediction was
correct.

Drawing:
Homework for
Remedial Readers

Tina Marie Costantino
Brea, California
March 1986

I capitalize on students’ drawing ability to motivate
them to complete weekly homework assignments, to promote
class discussions, and to use as a prewriting activity for struc-
tured writing assignments. Students’ drawings often provide a
reliable wuy to check reading comprehension without having
to factor in any writing deficiencies they might have.

With this strategy, bored students who are tired of the
same old homework assignments perk up and begin to ask,
“What's the drawing assignment this week?” But more impor-
tant, many children feel less threatened and more comfortabie
drawing than writing. This is especially true of some remedial
students.

Here are some possible drawing strategies. The draw-
ing task is explained in class after a story has been read and is
then assigned as homework. I atways tell students what the
reading comprehension focus is, provide them with paper, and
tell them how many details to include. I also remind them that
they should be prepared to share their drawing the next day
during a class discussion.




Focus: Compare and contrast. Home activity: Students
draw an unlabeled before-and-after picture of a character in
the story who has made a major personality change. Discus-
sion questions (in class): Which is the before and after picture,
and how do you know? What trait did everyone incl de in his
or her drawing? What drawing don't you understand? What do
you think caused this personality change?

Focus: Sequencing. Home activity: Students draw a
specified number of important events from the story in comic
book style. Discussion questions: Why did you choose these
events? Are these events 1n the correct order? If you took out
event 2 would event 3 have happened? Which event had the
most effect on the story’s outcome?

Focus: Prediction. Home activity: Draw a picture of the
setting and character 20 years later. Discussion questions: What
changes has the character made? Were these positive or nega-
tive changes? How is the setting different? Will the character
remain in the setting?

Focus: Effect. Activity: In class, the teacher draws an
event in the story. At home, the students do a series of small
drawings showing the effects of that event. Students can infer
some effects not mentioned in the story. Discussion questions:
Which drawings illustrate an effect mentioned in the story?
Which effects are inferences? Are these inferences plausible?
Which characters were affected by this event?

Focus: Cause. Activity: At home, students draw their
favorite scene from the story on the top half of a piece of
paper. In class, this drawing is passed to three different stu-
dents. Each student must write a cause for the event drawn. If
there are not three causes, the students must make an infer-
erice. Discussion questions: Which cause was given in the
story? What causes were inferred? Is there usually only one
cause for a given event? Which cause justified the event?

Each drawing activity is related to a specific reading
comprehension focus and serves as (1) a prompt during class
discussions of a story (it reminds students of details of the
story and helps them feel more self-assured during discussion).
(2) a comprehension worksheet; and (3) a tool for understand-
ing different interpretations of a story, drawing inferences,
rethinking what is read, making predictions, or perhaps just
clarifying the plot.

Drawing should certainly not replace formal writing
assignments in either a remedial or a regular classroom, but it
is important to realize that remedial reading students’ writing
skills are often even lower than their reading skills. When
other means of demonstrating comprehension are casicr and
more appealing than writing, they should be used from time to
time. Through the peer interaction that follows the drawing,
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students gain a varied and thorough understanding of the story
and can then write .nore fluently and confidently about it. This
frees the teacher to work with students on the mechanics and
structure of composition. A formal writing assignment follow-
ing the drawing and aiscussion can be as simple as writing
two or three complete sentences or as complicated as writing a
character analysis.

This drawing strategy serves three basic functions. It is
a homework activity that children enjoy, a discussion prompt,
and a prewriting activity. Reading, writing, speaking, and
thinking are essential components of a remedial reading pro-
gram. Why not add drawing? Students may find that drawing
conclusions was never easier.
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Children Make
Reading Skills
Cuards

Vita Monastero
Brooklyn, New York
December 1985

We know that children learn by doing. My fifth graders
proved this when I had them make their own reading skills
cards. The activity described here reinforces the wH question
skills (who, what, where, why, when, and how), creative writ-
ing skills, and paraphrasing and summarizing skills. It works
well with middle- and upper-grade children.

Before this activity is introduced, we work as a class to
write a creative story, develop six WH questions (one of each),
and then answer the questions. We also summarize a short
story and develop and answer six W+ questions about it. In
this way the students get some practice in the skills involved
before they write their own cards. Then I introduce the skills
card activity, with these steps:

1. Tell the children they are to choose a topic and
either read something on it from the library or write
their own short story about it using personal experi-
ence or imagination. Some broad topics include hol-
idays, science, sports, and famous people.

2. Give them five 5" x 8" (13 cm x 20 cm) index cards.
Tell them they will be paraphrasing what they read
or wrote and putting it on the cards to make a game
for others to use.

3. At this point, review the wH questions and explain
that students may use as many cards as thev need to
provide enough information to ask wH quesuons
about their topic.

4. On the lined sides of one or more index cards. the
youngsters neatly print their summaries. At the top
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right they put their topic and the source on which
they have based their information; to the left they
draw a small picture to act as an eye-catcher for
their classmates who will read the card later.

5. Now tell the children to take a separate card and
print at least six wH questions about their sum-
maries—one of each type.

6. On another card, they write the answers to their
questions in complete sentences.

7. On still another card, they develop a game to rein-
force vocabulary. Some game suggestions include
word find, word jumbles, and secret codes. The game
is based on the summaries from the first information
card(s). Game answers are printed on the back of the
same card that answers the six wH questions.

8. Assign 1 number to each child and write that num-
ber on the top of each card in the child’s set.
Numbers are important, as answer cards are kept
separately; the others are stapled together.

9. Finally, check all cards for spelling, writing, and cor-
rectness of answers before they are used by other
class members.

This activity serves as independent work after children
finish other assignments. Some days are set aside specifically
for students to begin writing their cards or to read others’ com-
pleted cards.

Each time we start making a new set of cards, I review
the meaning of wH questions. I generally give children about
two weeks to complete writing a set, although some need
more time.

Finished cards are placed in number order in two piles.
One pile contains the answer cards. When the finished cards
are to be used, call children a few at a time to choose a card.
After students read a card and try to answer the questions,
they match their responses with those on the answer card.
Answers to the questions and to the vocabulary game are writ-
ten in their notebooks. As the children improve in writing and
answering their own questions, I begin to have them write
specific reading cards about sequence. (For more ideas about
teaching skills this way, see Harvey Alpert and Margaret Carvo,
Selected Strategies for Teaching Decoding and Comprebension,
Casil Publications, 1984.)

Students not only improve their reading skills with this
activity, they also enjoy developing their cards to share with
the class.
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Unscramble NMel Outlines can help students understand the main idea of

a selection and distinguish between major points, important
Maria Valeri-Cold supporting details, and minor supporting details. Unscrambling
Marietta, Ceorgia a list of related words into outlines can help students learn to
I'Way 1985 order their ideas.

Sample of a Science-Related Word List and Outline Form

Word List

Tyrannosaurus Rex, Herbivores, Triceratops, Types of
Dinosaurs, Stegosaurus, Allosaurus, Brontosaurus,
Carnivores, Pleisosaurus.

Completed Outline Form

Main Idea: j(—‘cs & Dinosaves

s

1 Heroivores

A Tr‘\ Cc(a'lfo_es

B. STeqosaucys

C. Beortosaucus

1. Cufﬁ\\l ores

A. T:\{ronv\oswxus Rex
B. px‘\\csaurus

C. P\ elis05auUrusS

I developed unscrambling word exercises for students
in intermediate grades who were learning how to outline. I
used high-interest words from their science and social studies
textbooks to integrate reading, the content areas, and vocabu-
lary development. Here are the teaching steps involved.

1. Define outlining as a visual way of displaying key
ideas and details.

2. Tell students that numbers, letters, and indenta.ons
show the importance of ideas in an outline (see
Figure). Roman numerals state the major ideas,
uppercase letters identify important supporting
details, Arabic numbers represent minor supporting
details, and indentations tell the significance of ideas
and details. The further from the left margin a word
is placed, the lower its priority.




3. Write lists of related words on transparencies. Give
students the same lists of words, representing scram-
bled major ideas and supporting details, on dupli-
cated worksheets.

4. Ask students to read the word lists and answer three
questions: Which words fit into groups? Which
describe larger categories? What word describes the
whole topic?

5. Students unscramble the related word lists by identi-
fying the main ideas, major points, and supporting
details and rewriting them on the outline forms pro-
vided.

6. As an individual activity, students create their own
word lists using their science or social studies text-
books.

7. Finally, students exchang