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Chapter I: Introduction

I ntroduction
Reading aloud to elementary students contributes to their literacypdenesit.

In fact, Anderson, Hiebert, Scott, and Wilkinson (1985) have called reading aloud to
students “the single most important activity for building the knowledge retjiare
eventual success in reading” (p. 23). Listening to text read aloud allows stiodleaés

a fluent reader, enjoy a story or topic, learn about a particular subject,\eneXposure
to various kinds of literature and text.

The purpose for reading aloud can be aesthetic, instructional, or both. Depending
on the purpose, teachers may read aloud to their students in different ways. Some
teachers may ask for student input throughout the read aloud and pause to discuss points
or questions brought up by students (Varelas & Pappas, 2006). Others may just read the
text with no discussion, pauses, or input from students (Copenhaver, 2001). Some
teachers may use the same read aloud style regardless of the type of tare thsayg.

But how a teacher reads a text aloud can impact students’ literacy deealop
(Brabham, Boyd, & Edgington, 2000; Brabham & Lynch-Brown, 2002; Elley, 1989;
Meyer, Wardrop, Stahl, & Linn, 1994; Silverman, 2007).

Read alouds are appropriate for various kinds of text. Narrative text tedlya st
and generally follows a predictable pattern (Moss, 2004). Characters &veutdérom
the beginning (Pappas, 1993) and there are common features across narrativattexts
make them more predictable and easier to read and comprehend (Williams et al., 2005)
Informational text can also be read aloud but this type of text is more chafjeagin

define. There are various definitions of informational text but for the purposes of this



study, Kletzien and Dreher’s (2004) description is appropriate. Kletzien m@mgiChave
broken informational text into three subcategonmesrative-informational expository
andmixed Narrative-informationakextpresents information in the form or a story or
narrative. Expository text conveys information about the natural or social warnlgl usi
non-narrative text structures. These texts do not include characters, a setithgr or
narrative features. A third type of informational textnisedtext which is a hybrid of
narrative and expository elements (€ldne Magic School Bus Serjes

Narrative and informational text are both appropriate for read alouds. However,
instructional purposes and teacher preferences often influence teachboieas.c In
general, many teachers choose narrative text far more often than imndoathgext for
instructional purposes (Donovan & Smolkin, 2001). Many teachers are not familiar with
informational text and thus choose not to use it, and many others are faced with
curriculum constraints that make it difficult to expose students to various typed of t
(Dreher & Zelinke, 2010). Also, many teachers do not know how to use informational
text for read aloud purposes (Donovan & Smolkin, 2001), further limiting students’
exposure to informational text.

Not only are there different types of texts to choose from for read alouds, riiere a
different read aloud styles. Brabham and Lynch-Brown (2002) sugghstedypes of
read aloud stylesnteractive performanceandjust reading An interactive read aloud
styleinvolves the teacher reading aloud and discussing the text with students while
reading. The teacher and students share authority in the discussion, allodérgssthe
chance to initiate questions and discussion points just as the teacher qugforance

read aloud stylenvolves the teacher promoting discussion of the text before and after



reading but only focusing on actually reading the text during the read alotidrd Atyle
is just readingwith no discussion about the text at all.
Purpose

The purpose of this study was to compare the effects of two styles of expository
text read alouds on second-grade students’ vocabulary knowledge. The siyhpsied
were the interactive read aloud style, which | call discussion during (DD)hand t
performance read aloud style, which | call discussion after (DA). Thig &twh
extension of previous work on read aloud styles, specifically that of Brabham acial Ly
Brown (2002), Brabham, Boyd, and Edgington (2000), and Elley (1989).

Brabham and Lynch-Brown (2002) used informational storybooks, also known as
narrative-informational texts, in first- and third-grade classrooms t@amthe
differences in vocabulary and comprehension growth based on read aloud style. The
three styles were interactive, performance, and just reading. Afterrttad alouds of
the same text for each condition, the authors assessed students’ vocabulargdeaowle
and text comprehension. They found that students in the performance and interactive
read aloud style conditions acquired more vocabulary and experienced more growth in
comprehension than students in the just reading style. In addition, students in the
interactive style condition scored significantly higher on vocabulary meabares t
students in the performance style condition. These findings support the notion that
teacher explanations and discussions in which both students and teachers share ideas
important aspects of read alouds. This study focused on discussion during arghdfter

alouds as well.



Brabham et al. (2000) examined the effects of informational storybook read
alouds on the content vocabulary development of second-, third-, and fourth-grade
students. The only style used in Brabham et al.’s study was the perforrmdadoe s
which the teacher and students engaged in discussions about the text both before and afte
reading, but not during reading. After two readings of the text, Brabham eteglseds
students’ vocabulary knowledge and comprehension. Students in all grade levels
experienced comparable gains in vocabulary. Second-grade students had lower
comprehension scores than third- and fourth-grade students. Brabham et al. noted that
second-grade students may need more explicit instruction than third- and fodeh-gra
students when reading or listening to narrative-informational text becawsel ggaders
may have a harder time distinguishing fact from fiction. The study | coedluc
incorporated vocabulary instruction into read aloud events to support second-grade
students’ learning from expository text read alouds.

Elley (1989) conducted two studies. In his first study, teachers read aloug a stor
three times over the course of 10 days. For the first and second readings, theahers
discuss target words at all but instead discussed the title and main charaotefse
third reading, teachers allowed students to comment and make predictions. Stadents t
a multiple-choice vocabulary assessment before the study and two dayisealést read
aloud session. Elley found that students scored higher on most target words on the
posttest than on the pretest. In a second study, Elley compared read aloud styles usin
two additional stories. One style included an explanation of unfamiliar wordstivhile
other style did not. Students who received explanations of unfamiliar words showed

greater vocabulary gains. A similar pattern emerged in the results facthedsstory



but the overall vocabulary gains were smaller in size than those for thediyst st
Teacher explanation of vocabulary words, along with discussion of words, is part of
study as well.

My study extends results of Brabham and Lynch-Brown’s (2002), Brabham et
al.’s (2000), and Elley’s (1989) studies by examining vocabulary knowledge gained from
read alouds of varying styles. However, my study focused on read alouds of expository
text rather than narrative or narrative-informational text. Both studiBsabham and
her colleagues used narrative-informational text to investigate studemnlg
differences based on read aloud style whereas Elley focused on stoajoredsl
Rationale

Read alouds. Reading aloud to students is important for literacy development.
Read alouds contribute to increased vocabulary (Elley, 1989) and improved reading
achievement (Kletzien & Dreher, 2004). Reading aloud and development of vocabulary
are consistently connected (National Reading Panel, 2000).

Anderson et al. (1985) argued that most important activity for reading suscess i
reading aloud to children. In addition, Anderson et al. noted that children benefit the
most from story read alouds when they are actively participating througlssiisc of
the stories and word meanings. Also, Anderson et al. said that the greatest benefits to
children resulted from questions and discussions that connected stories te seal lif
required children to think, rather than just recall facts.

Adams (1990) noted that it is important to actively engage children in read alouds
of stories than to read straight through. She also pointed out that in addition to reading

books aloud, other important aspects of read alouds include reflecting on content,



enjoying the book, and supporting children as they try to develop understanding of
meaning in the text. Also, Adams noted that reading books to children should be done so
in a way that allows children to “examine pictures, discuss all aspettsarfing, and

become aware of the format and function of the print” (p. 369).

Informational text. Narrative texts are not the only genre teachers should
consider when selecting texts for read alouds. Informational texts candapudéents’
natural curiosity and motivation to read because these texts focus on intexgstiag
(Kletzien & Dreher, 2004). Using informational texts for read aloud purposeseals&s s
to expose students to a wider range of vocabulary. Informational text read alposis e
students to specialized vocabulary (Duke & Kays, 1998), which supports students’
understanding of concepts (Yopp & Yopp, 2006). Brabham et al. (2000) found that
elementary students had significant vocabulary gains as a result ohlisteni
informational storybooks read aloud. Duke and Kays (1998) found that after several
months of regular informational text read alouds, students’ vocabulary knowledge
improved. Students in Blachowicz and Obrochta’s (2005) study of informational text
read alouds increased their knowledge of content vocabulary.

Despite the benefits of informational text read alouds for students, informational
text is often neglected in elementary classrooms (Dreher & Zelinke, 20LBe (2000)
found that first-grade students’ exposure to informational text was lesfotraminutes
on average per day. In an extension of Duke’s work, Jeong, Gaffney, and Choi (2010)
found similar results in second-, third- , and fourth-grade classrooms. Yopp and Yopp
(2006) found a similar pattern of limited exposure to informational texts whenrgrgm

school and home read aloud practices. This limited exposure to informational text can be



attributed to a variety of reasons. Duke, Bennett-Armistead, and Roberts (2003) have
suggested that there are three beliefs about informational texts thataefleachers’

text selections for read alouds. First, informational books are too difficult fogyoun
children. However, Pappas (1993) and Duke and Kays (1998) have shown evidence
against this because young children in their studies did benefit from exposure to
informational texts. Second, young children do not like informational text, and third,
students should learn to read before they read to learn. Again, Pappas, Duke and Kays,
and others have provided research evidence that disputes these beliefs. dn,additi
curriculum constraints and a lack of knowledge about informational text maybcoatr

to an overrepresentation of narrative texts in children’s text experiencase(X

Zelinke, 2010). However, as noted earlier, expository texts are important to cdoside
read aloud purposes. My study addresses this consideration.

As mentioned above, informational text can be divided into three categories,
narrative-informational, expository, and mixed (Kletzien & Dreher, 2004). ksstarch
on informational text read alouds has focused on instruction with narrative-infornhationa
text, often in part due to its story-like nature, which may be more familiar tonssuaied
easier to understand. However, given concerns about students lack of exposure to
informational texts in early grades and the potential academic imp&ettdimited
exposure (Chall, Jacobs, & Baldwin, 2002; Yopp & Yopp, 2006), it is important to
consider expository text as even more beneficial for students, particularly &vuay
learning.

Vocabulary. Vocabulary knowledge is the best predictor of reading

comprehension (Anderson & Freebody, 1981) and can provide insight into students’



specific comprehension skills (Pearson, Hiebert, & Kamil, 2007). A reader must know
what most words mean in a text in order to understand that text (Nagy, 1988).
Vocabulary lends itself well to learning from its natural occurrena@®ntext (Beck et

al., 2002).

Nagy (1988) suggested that effective vocabulary instruction involves at a
minimum “adequate definitions and illustrations of how words are used in natural
sounding contexts” (p. 9). Nagy adds, though, that intensive vocabulary instruction is
most beneficial for students when it includes the following: (a) integration af wor
knowledge with other knowledge, (b) repetition and (c) meaningful use. Nagy argued
that integrating vocabulary instruction with support for connecting to background
knowledge and concepts helps students learn and understand relationships between ideas,
thus supporting understanding. Also, Nagy noted that repetition of words helps the
reader better understand word meanings and uses, which allows for more effort to
comprehend what is read. Finally, Nagy said that meaningful use meainetredder
knows what a word means and can use it. Instruction supporting meaningful use helps
students process words in order to understand how these words are useful in normal
language activities, like speaking and reading.

Evidence of some of Nagy’s points can be found in research on vocabulary and
narrative read aloud€Repeated readings of narrative text support vocabulary learning by
offering multiple exposures to words (e.g., Biemiller & Boote, 2006; Coyne, 0419;

Elley, 1989; Penno, Wilkinson, & Moore, 2002; Sénéchal, 1997; Silverman, 2007).
Teacher explanation of word meanings during reading also contribute to worddearnin

(e.g., Biemiller & Boote, 2006; Coyne et al., 2009; Elley, 1989; Penno et al., 2002;



Silverman, 2007). Discussion of words and related text concepts, in which word
meanings and related background knowledge are shared at various stageslofidead a
sessions, also supports vocabulary growth ( e.g., Mol, Bus, & de Jong, 2009; Silverman,
2007). Variations in read aloud practices, including the addition of open-ended
guestions, expansions on children’s ideas, and responses to children’s questions can lead
to increased language development (Whitehurst et al., 1988).

There is much less research showing evidence of Nagy’s points about vocabulary
instruction when informational text is used for read aloud purposes. This study aims to
target this gap.

Discussion. Discourse in elementary classrooms often follows a traditional
format. Cazden (2001) called this format Initiation/Response/Evaluation (IRig). T
teacher initiates an idea by asking a question, students respond, and the tedahtasev
the student responses. This popular practice has been criticized because, ms Cazde
noted, students respond to something the teacher already knows the answer to. The
teacher is seen as asking inauthentic questions to check student knowledge. Also, the
teacher dominates discussion and students only contribute in response to teacher prompts

In contrast, Cazden (2001) pointed out that nontraditional formats for discourse
allow more flexibility and discussion surrounding questions and concepts. Teackers ma
accept alternative answers from students and ask students to support their. answers
Cazden also noted that there are more benefits for student learning when stadents ¢
share language, have a more active role in contributing to discussion, and build
understanding together as a community, rather than participating in interactions

controlled by the teacher with limited ideas accepted as answers.
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Research has shown that the way in which teachers read aloud impacts student
literacy development. There is evidence that read alouds including discussion provide
multiple benefits to students. Discussion at various points during read alouds cantribute
to improved vocabulary (Blachowicz & Obrachta, 2005; Brabham et al., 2000; Brabham
& Lynch-Brown, 2002), increased intertextual connections (Leal, 1992; Oylaar& B
1996; Varelas & Pappas, 2006), and increased student engagement (Moschovaki,
Meadows, & Pelligrini, 2007; Oyler, 1996), all of which contribute to comprehension.
Teacher explanation of word meanings also helps students learn more vocabudisry
(Biemiller & Boote, 2006). Students who participate in discussion at various points
during read alouds show more literacy growth compared to students who do not
participate in discussions as part of read aloud experiences (Brabham &BRnaveh-

2002; Horowitz & Freeman, 1995). But, the placement of discussion during read aloud
sessions and what is discussed may differentially impact student learning.

Biemiller and Boote (2006) noted that “reading stories with word explanations
has been shown to be more effective than simply reading stories, even when read
repeatedly” (p. 46). Coyne, McCoach, Loftus, Zipoli, and Kapp (2009) found that
students who participated in extended instruction involving discussions about words after
story read alouds showed greater vocabulary knowledge than students who did not
discuss words after reading. Brabham and Lynch-Brown (2002) found that students who
participated in informational text read alouds before, during, and after readingcshow
more vocabulary and comprehension gains than students who participated in discussion

only before and after and students who experienced no discussion about the texts.
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As indicated above, research has shown that discussion as part of read alouds
leads to literacy growth. In addition, there is research on the benefitsdsien
around informational texts. Blachowicz and Obrochta (2005) found that discussion
helped students learn vocabulary from informational text. Horowitz and Fng@9@5)
found that students in the discussion condition of their read aloud study preferred
expository text whereas students in the non-discussion condition preferred ather tex
Horowitz and Freeman concluded that discussion could enhance interest in text, which
could contribute to improved comprehension and text interpretation. Brabham and
Lynch-Brown (2002) found that students in the interactive read aloud condition, where
discussion occurred before, during, and after the read aloud, had the greatesaxpcabul
gains compared to students in the no-discussion condition and performance style
condition, where discussion only occurred before and after. Leal (1992) also found that
students who discussed an informational text during the read aloud session demonstrated
more connections to other texts and more use of background knowledge. According to
these studies, discussion during read alouds sessions may lead to more benefits for
students, including improved vocabulary knowledge.

However, there is limited research examining the placement of discussion a
how discussion placement differentially impacts literacy growth. Iniaddihere is
limited research on what aspects of discussion best support student literatty. g
Heisey and Kucan (2010) and Brabham and Lynch-Brown (2002) compared conditions
that varied in terms of when discussion of text occurred but more research is needed on
discussion placement and what occurs during discussion that best supports literacy

growth. In addition, despite the benefits noted above of discussion during read alouds,
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discussion is not widely used in reading instruction (Scharer, Lehman, & F2Q6d).
Also, given that informational text, and especially expository text, is motiechag
for many students (Chall, Jacobs, & Baldwin, 1990; Horowitz & Freeman, 1995),
placement of discussion during expository read alouds and details about what this
discussion looks like are important to consider. When discussion occurs, what kind of
text is used for read alouds, and what occurs during discussion each contribute to
vocabulary learning. My study addresses the combination of these factors atieehow
contribute to vocabulary growth.
Problem Statement

This study aims to address gaps in literacy research specificatiyoréda
vocabulary learning and expository texts. The focus of this study is sigiftca
several reasons. With an education climate so focused on high-stakes testing and
assessment in general, curriculum is becoming more constrained and tegcfersc
with less flexibility in choosing instructional techniques and resources$,(€abninger,
Chambliss, Graeber, & Buese, 2008). Reading aloud from and discussing informational
texts can not only provide additional opportunities for practice with literacy $kitl it
can also combine these skills with many other areas of learning including canetnt
information and vocabulary. Vocabulary knowledge is a key part of reading proficiency
and overall school achievement (Beck et al., 2002). Supporting students’ vocabulary
learning through discussion of expository read alouds is an important instructional
approach to consider.

There are challenges to understanding vocabulary learning from exposxor

read alouds. First, many researchers do not define informational text in tbet @int
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their studies or have difficulty doing so. There is research evidence tivag ghildren
experience vocabulary growth as a result of informational text read alouds béwhet
these texts are narrative-informational, expository, or mixed is not 8kahpwicz &
Obrochta, 2005; Santoro, Chard, Howard, & Baker, 2008). The challenge of defining
informational text is not limited to studies of vocabulary learning from read albutls
also includes studies of informational text read alouds and comprehension (Hooper &
Hare, 1982; Santoro et al., 2005) and interaction and discussion during read alouds
(Heisey & Kucan, 2010; Oyler, 1996). Clearly, defining informational text and
communicating the kind of informational text used is an important factor of cesear
informational text in general.

As a result of my study, | hope to address gaps in the literature regarding
beneficial uses of informational text and how discussion may impact vocab@arnte
Resear ch Questions

The research questions for this study were as follows:

1) Does discussion contribute to vocabulary learning from expository text read

alouds?

2) Does the placement of discussion during expository text read alouds make a

difference in vocabulary learning?
Definition of Terms

The following terms and definitions indicate how they will be used in the context

of this study. Recognizing that there are many definitions of these terhsslitetature,

| have listed operational definitions on the following pages as they apply &iutis
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Informational text. There are many definitions of informational text in research.
For purposes here, Kletzien and Dreher’s (2004) definitions are appropriate.
Informational text can be broken down into three categories according tcelklatz
Dreher (2004).Narrative-informational texpresents information in the form of a story
or narrative.Expository textonveys information about the natural or social world using
non-narrative text structures such as description, sequence, causation, problem-solut
comparison, and listingMixed textincludes elements of both narrative and expository
texts (e.g.The Magic School Bus SerjesThe focus of this study is on expository text.

Read aloud and read aloud style. There are many different ways to define read
alouds. For the purposes of this study, read alouds are defined as a teacher reading a
book out loud to students. In terms of read aloud style, for purposes here, Brabham and
Lynch-Brown’s (2002) definitions are appropriate. Brabham and Lynch-Brofarede
three read aloud stylesteractive performanceandjust reading An interactive read
aloud styleinvolves the teacher reading aloud and discussing the text with students while
reading. The teacher and students share authority in the discussion; stugkethe ha
chance to initiate questions and ideas for discussion just as the teacher dossyleTisis
the discussion during (DD) condition in this studypésformance read aloud style
involves the teacher promoting discussion of the text before and after reading but only
focusing on actually reading the text during the read aloud. This styledstussion
after (DA) condition in this study. A third stylejisst readingwith no discussion about
the text at all. This style is the no discussion (ND) condition in this study.

Vocabulary. Vocabulary is defined in many ways and can encompass a variety

of things. For purposes here, vocabulary is knowledge of word meanings (Biemiller &
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Boote, 2006). Target vocabulary is the list of targeted words selected for instalict
focus during the read aloud sessions in this study.

Discussion. In the literature, discussion is described as the talk between teachers
and students. Cazden (2001) has noted that the traditional pattern is that of Initiation-
Response-Evaluation (IRE) in which the teacher asks for students to respond, the student
respond, and then the teacher evaluates the response as right or wrong. However, othe
patterns of discussion exist and there is evidence that some of these patyeorsmoae
beneficial to student learning. Oyler (1996), for example, has noted that both the teacher
and students can share authority and initiate comments, which supports student learning
and engagement more so that the IRE pattern. The definition of discussion will be
addressed again later in the context of the results of my study.

Summary

Research has shown that read alouds benefit student literacy growth. Tésse is
research, though, on how informational text read alouds benefit students in speafic way
related to literacy growth, especially vocabulary knowledge. This stody/taiaddress
these gaps in literature by examining how discussion impacts vocabulary grawth fr
informational text read alouds. Placement of discussion around read aloud events was
examined and how this placement impacts vocabulary growth. This study &isdsext

the work of Brabham et al. (2000), Brabham and Lynch-Brown (2002), and Elley (1989).
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Chapter I1: Review of Literature
Introduction

The purpose of this study was to investigate whether there are diffenences i
vocabulary learning from expository text read alouds based on read aloud style. The
following questions guided my research: 1) Does discussion contribute to vocabulary
learning from expository text read alouds? 2) Does the placement of discussign duri
expository text read alouds make a difference in vocabulary learning?

Research has shown that elementary students benefit from exposure to
informational text. Although there is much literature on informational texinuse
elementary classrooms, | narrowed my review to focus on the followingfoamiational
text as read alouds; b) informational text and vocabulary learning; and c) atifomad
text and discussion. In addition, studies had to relate to learning in a school setting
specifically for students in kindergarten through fifth grade. Also, studiewamite
from a peer-reviewed source and relate directly to the context of this sthdyefore, |
did not include studies of parent/child interactions with informational text or statlie
preschool students. Also, given the definitions of informational text explained pteCha
Il, I did not include studies focused on reading biographies. This review highlights
research directly related to the context of this study but is not intended to iniclude a
research on related topics.

| present the results of my review in three overarching categories: (a)
informational text read alouds, (b) informational text and vocabulary, and (c)
informational text and discussion. Within in each section, subcategories erganiz

research by common topics. There are a number of studies that fall into more than one
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category and | discuss each one in all appropriate sections. The section oatiofa@in
text read alouds includes research on how informational text has been used as part of re
aloud practices. This is a broad category and includes a variety of topied teltte
use of informational text for read aloud purposes. Literature is this section supports
argument for including informational text in read aloud practices and two arfEasisf
in this study, vocabulary and discussion, are discussed. The section on informattonal te
and vocabulary is especially important to this study since | investigated vagabula
learning from informational text read alouds. Research on vocabulary leaonmg fr
informational text is included. The third section, informational text and discussion,
includes research on the role of discussion in learning from informational text.
Informational Text Read Alouds

The categories that emerged across the studies related to informiatxdmead
alouds are as follows: interaction during read alouds, vocabulary growth, infumaiati
book language and text structure, and comprehension.
Interaction During Read Alouds

Eight studies referred to teacher-student interaction and discussion during
informational text read aloud sessions. As discussed in more detail in this séati@s, s
focused on discourse during discussions and included attention to both student-initiated
and teacher-initiated comments during read aloud events.

Discussion and read alouds. In a descriptive study, Oyler (1996) set out to
examine how first-grade students and their teacher shared authority inidissassing
informational text read alouds. Oyler pointed out that there is little reseatcbw

students and teachers share roles in discussions about texts during read aleudsstinc
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read aloud sessions are teacher-directed. Oyler used recordings of 14 iofah@iok
read alouds across the school year coupled with her notes as a participant adbserve
analyze student-initiated aspects of the read aloud sessions. Studenttaissthwere of
Mexican American, Puerto Rican, or African-American descent, theysiteised in a
poor, urban school, and they all qualified for free federal lunch.

From her analysis, Oyler found several patterns in student-initiated distuss
One pattern in student behavior was that students gave some direction for the fprocess o
the read aloud, such as telling the teacher to hold or open a book a particular way or
suggesting a question to add to the KWL chart during reading. Another pattern of
initiation was that of questioning, as students felt comfortable enough to asksiesti
often to help clarify their understanding. In many cases, student questi@nanserered
by other students, further extending the discussion and authority of various spé&akers.
addition, students clarified their understanding of texts by commenting on phdi®grap
and illustrations. Students also initiated discussion by connecting the tersdoge
experiences, further extending comprehension and authority on the topic. Initiations
were also made by students through intertextual connections. Most often these
intertextual connections, or juxtaposition of texts, were to other books, and students
retrieved the books to include them in the read aloud sessions. Other connections were to
texts such as songs, poetry, and writing. Oyler noted that students who made@amnect
to other texts or personal experiences showed expertise on a topic, which further
supported their understanding.

Overall, Oyler concluded that students from poor, urban backgrounds are capable

of sharing authority and knowledge on informational topics. She argued that her findings
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contradicted beliefs that poor, urban students have little knowledge and instefat wait
teachers to provide it for them. Allowing students to share authority and initiate
comments and topics for discussion extended their understanding of texts and made the
informational text read aloud sessions valuable and productive for student learning.

Oyler’s (1996) positive findings that students can share authority and contribute
knowledge as experts are important to consider. However, what is missing is ar expli
definition of informational text. Oyler did not define informational text clearg did
not provide details on how certain informational texts were selected by theitdéar
read alouds. More information on the definition of informational texts and text ealecti
would help in better understanding the results of Oyler’s analysis. Upon investigfat
the nine information books Oyler specifically referenced, | located seveamnd that
six of those were expository and one was narrative-informational. My ina&siig
provides some insight into the type of information books used in this study but these
details were omitted by Oyler. In addition, this was a small scale stuaheiclassroom
and Oyler did not provide the number of students in the class. It is also difficujt to sa
what an analysis of informational text read aloud sessions would yield witartiee s
books in different classroom settings. Oyler’s role as a participantvebsedicated the
non-experimental nature of this research. It is unclear how much influeneeh@gl as
a presence in the classroom.

Horowitz and Freeman (1995) also focused on discussion during informational
text read alouds, specifically its impact on student preferences for s@ese They
argued that two essential and beneficial aspects of discussion about sciEnaerte

effective questions and high quality texts. In this descriptive study, the f@asusrw
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three types of questions: preference questions about whether students likeduaparti
science book; difficulty questions about student perceptions of text difficulty; and
guestions about author purpose. The teacher recorded herself reading each of two texts
aloud. One book, a narrative-informational book about a spaceship and pollution,
contained mostly narrative text structure and referenced the Biblicalodthioah’s Ark

in addition to robots and computers. The other book, an expository book about robots,
included multiple expository text structures as well as topics similaetother text such

as robots, spaceships, and computers.

Two kindergarten classes, each with 18 students, and two second-grade classes,
each with 18 students, participated in the study. One kindergarten class andaode sec
grade class participated in discussion before and after listening to thod &gadh
informational book read aloud while the other two classes had no discussion of the texts
after listening to the tapes. The before-reading discussions focused on introéweing n
concepts and unfamiliar vocabulary as well as activating prior knowledgeafténe
reading discussions included some of the same before-reading questions and questions
for summarization and for eliciting student reactions and comments about theThgt
teacher held the book and pointed to text and pictures on the pages as the tape with the
read aloud played.

After both books had been read aloud, students individually responded to 10
guestions to evaluate the books. Four of the questions related to preferences about the
books, such as which book students like best, which book they would like to hear read
again, which book was more interesting, and which book they would recommend to a

friend. Four questions focused on the difficulty of the books, asking students which book
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they thought was easier, which one made it easier to make mental pibougsaich

book had more unfamiliar words, and which book was easier to remember. The authors
were not clear on how the question about which book was easier and the question about
which book was easier to remember differed. The last two questions covered what
students thought about author’s purpose, asking which book was for entertainment and
which book was meant to teach something.

Although Horowitz and Freeman (1995) collected data from both second-grade
classes, they were only able to collect data from one kindergarten class, tissidisc
condition class. However, they did not indicate why the no-discussion kindergarten
results could not be obtained. Horowitz and Freeman (1995) found that students who
were part of the discussion condition preferred the expository text over thgvearr
informational text and said the expository text was designed to teach something. Thos
students who preferred the expository text also commented that it was mardtdifid
had more unfamiliar words. The class of second-grade students who did not participate
in discussion preferred the narrative-informational text and thought it wassibe @fa
the two texts. The results of this study show that discussion may play an impmdant
in student preferences for text, student acknowledgement of text difficulty, and intstude
understanding of authors’ purposes for writing texts. Horowitz and Freeman argued tha
discussion can enhance student interest in text, which may lead to improved
comprehension and text interpretation.

However, there are a few important limitations to consider about Horanadz
Freeman’s (1995) study. First, the read aloud sessions involved a tape of thentgxt bei

read aloud rather than a person reading the text aloud. This altered read alatid form
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may have made a difference in how students processed the texts becausaeheveesac
not actually reading it to them in-person, thus removing any physical aspeessl
alouds that teachers may bring such as gestures or facial expressiomsd, §as study
did not include discussion during the read aloud as the teacher and students went through
the text. The discussions and interactions were only before and after ligtetexy
Discussing these informational texts before and after reading, but not duringaveay h
limited student interactions with the text. Some students may have had thowbhts a
guestions come up during the read aloud that they could not share in the moment. This
limitation may have impacted comprehension as students tried to build understanding
during reading but could not share questions or comments. Furthermore, Horowitz and
Freeman did not discuss condition assignment so it is not clear how classessigeexias
to conditions. Also, it is unclear why the authors did not or could not collect data from
the kindergarten class with no-discussion. Including the data from this grouppgareom
to the other kindergarten class and to the second-grade class with no discussion could
have provided valuable information.

Heisey and Kucan (2010) also examined how read alouds combined with
discussion impacted student learning. Specifically, Heisey and Kucgraoearthe
effects of discussion during informational text read aloud sessions to the effects
discussion after informational text read aloud sessions. They looked for differi@n
student knowledge and literacy outcomes based on when discussion occurred as part of
read aloud sessions. For the during-reading discussion group, students heard small
segments of science text read aloud and answered carefully planned questidestsS

in the after-reading discussion group also responded to questions but not until the end of
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the read aloud. Two multiage first/second-grade classes participatedyigh 17
students. One class experienced the during-reading condition and the other class
experienced the after-reading condition. The classes were randomly assigned to a
condition, making this a quasi-experimental design. The three texts chosen fardpis st
focused on the work of scientists.

A script guided both discussion conditions. For the during-reading discussion
condition, questions addressed specific aspects of the texts including thetsatievaik,
content information, support for making connections to texts students had previously
read, and support for understanding new science vocabulary. For the afteg-readi
discussion condition, students responded to the same questions as in the during-reading
condition but only after hearing the entire text read aloud. After eaclal@adiin each
condition, students completed after-story tests with content questions and a question
about the person in the text. Also, pre- and posttests aimed at getting students to focus on
understanding across the three books, measured students’ knowledge abousscientis
and measured students’ knowledge about scientists’ work in general. Heiseycamd K
audio taped and transcribed each read aloud session and accompanying discussion. The
study spanned five days, with testing occurring on the first and fifth daysat@louds
of each text on the other three days.

Heisey and Kucan (2010) found no differences in overall scores between groups
on the after-story tests, which were focused on one book at a time. For one question,
about describing what made the characters scientists, students in the daging-re

discussion group provided more evidence to support their answer. Heisey and Kucan
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claimed that the extra evidence provided by students in the during-readingidiscuss
group showed their deeper understanding of the information found in the texts.

When analyzing pre- and posttest scores, which focused on student understanding
across the texts, the authors found that students in the during-reading discussion group
showed greater gains between pre- and posttest than students in thediiey-re
discussion group. Also, through analysis of transcripts, Heisey and Kucan (2010) found
that students in the during-reading discussion group talked more frequently about
important ideas from the texts and focused discussions on text content. Heisey and
Kucan also noted that students in the during-reading discussion group were better at
making intertextual connections across the texts used in this study. iectardHeisey
and Kucan, the during-reading discussion provided more benefits and better supported
student learning and literacy development than the after-reading discussion.

Several limitations of Heisey and Kucan’s (2010) study should be noted. First,
the authors did not explicitly define informational text. This continues to becamoas
studies tout the benefits of informational text read alouds but fail to ctbfrhe what is
meant by informational text. Upon investigating the texts used in this stiadynd one
was mixed text and two were narrative-informational. Since none of the texts wer
expository but instead contained more story elements that many studentsonere m
familiar with, student outcomes could have been influenced by text choice in this cas
The authors even termed one of their measures as an after-story test, shatnimg t
texts were more story-like than expository. Additional research is needed parectime
differences between read alouds of different types of informatiortal A&¢zo, like other

research in this review, the scale of the study was very small, linti@nigterpretation
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of the results and transfer of procedures to different and larger contexts. rAcartbern
with this study is that the authors did not find differences between groups on the after
story tests. Even though the authors argued that information regarding how dtatents
each group answered specific questions is promising for future instructional
recommendations, additional research is needed comparing discussion conditions.

Another study that included interaction through read aloud discussion was that of
Brabham and Lynch-Brown (2002). Brabham and Lynch-Brown (2002) examined the
effects of different read aloud styles on vocabulary and comprehension usirtiy@arra
informational texts. This study was an extension of similar work by BraBagd, and
Edgington (2000), which is covered in more detail in the vocabulary and comprehension
sections of this review. Brabham and Lynch-Brown used the same twovearrati
informational texts from the Brabham et al. (2000) study and implemented two read
aloud sessions for each text. They used an experimental design involving random
selection of student groups from 12 first-grade classrooms and 12 third-gissteatas
in five schools. In both grades, random selection of 5 groups of 12 students occurred for
each of three read aloud styles, resulting in 60 students for each styteetreim each
grade. Pre-service teachers were randomly assigned to carry outthérehsessions.

Of the 360 total subjects, only 246 were present for both read aloud sessions, 117
in first grade and 129 in third grade. In the just reading style condition, pre-service
teachers read the text aloud with no discussion before, during or after. In the
performance style condition, discussion occurred before and after the readesisiods
with no interaction or interruptions during reading. The interactive read aloud style

condition involved discussion before, during, and after the read aloud sessions. Scripts
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for each style guided the pre-service teachers during the read aloud seBsikitgpants
completed pre- and posttests targeting 20 vocabulary words from each text. A multiple
choice comprehension test addressed both literal and inferential information found in the
texts. Treatment fidelity came from audiotapes and videotapes of thdoeddessions.

Brabham and Lynch-Brown (2002) found that student vocabulary knowledge was
significantly higher for students in the interactive read aloud style compmstddents
in the other two read aloud groups. No statistically significant results occarred f
comprehension related to either text for any of the groups. The authors noted that a
pretest influence may have affected measures as well as the faaideatsin the just
reading style drew or wrote about the text after the read aloud sessions, \&kibhva
influenced comprehension.

The interactive read aloud style was most productive for vocabulary growth in
this study, as the significant findings indicated. However, a limitation o$thdy is that
the authors did not provide specific details about the scripts for each read aleudt sty
is difficult to know exactly what was beneficial in how teachers discusseds and
texts with students and how these differences may have impacted vocabulargrghi
lack of comprehension differences across read aloud styles.

Like Brabham and Lynch-Brown (2002), Moschovaki, Meadows, and Pellegrini
(2007) examined discussion and presentation of texts during read alouds. In this
descriptive study, Moschovaki et al. (2007) focused on how teachers read aloud different
texts and how student reactions to these read alouds varied depending on teacher
presentation. Furthermore, Moschovaki et al. set out to determine if there were

differences in teacher presentation style and student reactions based enrext g
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Twenty Greek kindergarten teachers volunteered to participate in this studychnd e
teacher had between 10 and 20 students in the class. The teachers read four books aloud,
two stories and two information books. The authors described one of the informational
books as an expository text about fire and the other informational book as a narrative-
informational text about creatures living underground. None of the students had been
exposed to the informational books prior to this study and only one student had been
exposed to one of the stories previously.

Moschovaki et al. (2007) developed a coding scheme for analyzing teacher and
student responses related to the read alouds and used audiotapes and videotapes for
analysis. Also, the researchers coded affect of both the teachers and stwdegts
examination of linguistic and prosodic features of discussion and interaction. @ading
teacher affect included: intonation, which referred to voice and reading spegéha
while reading; dramatization, which meant teacher reenactment of dialmgseanes;
and personal involvement, meaning teachers’ expression of interest and emotion.
Categories for coding student utterances related to affect weraalgmglay, meaning
spontaneous student utterances in which students played with language or repegted funn
words; dramatization, meaning students’ spontaneous reenactments of scenestfrom
and personal engagement, meaning students’ expression of personal interesioor em
The authors coded all items in sequential order.

Overall, Moschovaki et al. (2007) found a causal relationship between teacher
affective presentation and student affective response. Particular tpessemtations led
to particular student responses but student responses did not impact teacher presentati

Analysis showed that there were differences in teacher affective @gserftetween
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stories and information books. These presentation differences indicated¢hatsea
had more affect in their presentation of stories than in presentation of inforrhationa
books, which led to more affective reactions from students related to the stories.
Teachers used a more interactive style of read aloud presentation wdiag tea
informational books but presented the stories in more of a performance styleg thadin
text first then going back to discuss it and share pictures. Moschovaki et al. found that
there were significant relationships between: teacher dramatizatiofoimational
books followed by student personal engagement responses; teachers’ personal
involvement comments followed by children’s personal engagement responsés for al
four books; children’s language play followed by teacher intonation for the book about
creatures underground; and children’s language play followed by teachesiglers
engagement comments for the fire book. Overall, teachers’ intonation followed by
children’s language play and personal engagement was significantlfookd except
the fire book.

Moschovaki et al. (2007) concluded that there was a causal relationship between
teachers’ affective presentation and students’ affective engagemeng wdrer
significant differences between teacher affective presentationatehss’ affective
responses when comparing the stories and the informational books and when comparing
the two stories. Also, Moschovaki et al. concluded that students often reflected their
teacher’s personal engagement in their own personal responses. Simédahgrse
reacted to student responses with like emotions and engagement. The intesdetofe st
reading for the information books included attention to pictures, which offered more

opportunities for student personal engagement. Teachers did not share pictures from the
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stories during their performance style of presentation, which may havedistudents’
personal reactions. However, stories did have more of an impact on teacher intonation,
which led to more student personal engagement. The authors concluded that a strong
bidirectional relationship between teacher personal involvement and student personal
engagement indicated that text genre did not necessarily matter.

Several limitations must be noted about Moschovaki et al.’s (2007) study. First,
the authors indicated there was a causal relationship between teacheeaffec
presentation and student affective reaction. This claim should be viewed with caution
because the authors did not use an experimental design for their study. Teachers
volunteered to participate in the study and random assignment to condition did not occur.
In addition, teachers read aloud as they normally would. Moschovaki et al. gave no
indication about the differences in how the 20 teachers may have read aloud to their
students, regardless of style condition. These differences may have cedttdbtite
results. Also, the authors only focused on interactions between the teachers ans student
and did not address the potential impact of student comments on other students as the
entire class participated in read aloud sessions. Lastly, Moschovaki et dlthatte
student responses did not impact teacher presentation; however they also said that
teachers often reacted to student responses with similar emotions and emgaJdérese
statements conflict with one another and it is not clear how student respoast=iaff
teachers.

Like Moschovaki et al. (2007), Leal (1992) compared how different text types
impacted student discussion related to read alouds. In this descriptive studgatea

aloud three different types of text to small groups of six students. A total of 5atstude
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participated and came from first, third, and fifth grades across threergbmschools.
Each group had a balanced number of girls and boys and met with the researcher three
times, one session for each book. The researcher read the texts to each group, asked
students to discuss ideas about the texts, and redirected questions to the group so students
could lead the discussion. At two points during the read aloud and then again after
finishing the text, Leal stopped and asked students to talk to each other about the text
Leal audio taped and transcribed each session. She described one text asakstbey
second text as an informational book, and the third text as an informational storybook
which presented information in the context of a story.

Leal's (1992) goal was to examine differences in student responses based on
grade level and determine any developmental differences between graiesthe
audio taped sessions, Leal coded student comments into five categories: sources of
information, topic continuity, comment acknowledgements, forms of expressing thinking,
and textual and extra-textual elements. For the sources of informatigorgateeal
looked for whether students used prior knowledge, the text, or peer comments as sources.
Topic continuity related to whether a comment started a new topic, continued tim curre
topic, or reintroduced a previous topic. Comment acknowledgements were either a
confirmation of a comment, a challenge, ignoring a comment, or a neutral caminent
neutral comment neither confirmed nor challenged another comment while igaoring
comment did not acknowledge a previous idea. Forms of expressive thinking related to
whether students asked a question, reported something, provided an explanation, offered

a speculation, or offered a theory. Lastly, textual and extra-textualréefoeused on
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specific aspects of each text’s structure, for example story resolutidustations in the
text. She tallied the number of utterances according to code for her analysis.

Leal (1992) found significant differences for several areas of focus. For source
of information, fifth-grade students used significantly more information fibthrae
sources combined than third- or first-grade students. Also, students in ajrédules
used prior knowledge combined with peer-provided information for significantly more
comments than other combinations of sources. Students used a combination of all three
sources significantly more for the informational book and informational storybook tha
for the narrative book. For topic continuity, fifth graders made significardhg m
comments that continued a topic than third graders and third graders made significant
more comments of this nature than first graders. Students made the most continuing
comments related to the informational storybook. For the acknowledgementsyategor
challenge and confirmation comments rose significantly as graddneveased,
meaning third graders made more acknowledgements than first graders anadiéis g
made more than third graders. For forms of expressive thinking, reports were most
common. Students asked more questions as grade level rose. Third and fifth graders
made significantly more speculations than first graders. Fifth gradiered
significantly more explanations than younger students. In general, studerdsvaze
guestions about the informational book and informational storybook than about the story.
Students made about twice as many speculations about the informational storybook
compared to the other texts. Lastly, related to textual elements, thietggradde more

extra-textual comments about the informational storybook and the informational book
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than other students. Fifth graders offered more comments about illustrationshttan ot
students.

Based on her results, Leal (1992) concluded several things. Students relied on
more than one source of information to develop comments. Students most often
combined prior knowledge with other sources. Leal also concluded that older students
were more involved with their peers than younger students, drawing from peer
comments, challenging or confirming what peers said, and sharing in longesiiss.

Leal found that the informational storybook best enhanced student discussion because
students discussed it longer, used speculation more often, and made extra-textual
connections more often to draw from outside experience in building understanding of the
text.

In terms of limitations, Leal did not indicate how students were chosen to
participate in the small groups. Although groups were even in terms of genaler, Le
provided no information about how particular students were chosen over other students.
More information is needed about student backgrounds and abilities to determine how
groups were similar or different both within and across grade levels. Also detaiks
are needed about how Leal selected the subcategories for each of her dodaer
categories. Leal lists the subcategories but does not provide a rationaknforlh
addition, Leal did not describe how she determined where to stop during the read alouds
to allow student to discuss the text. It could be that stopping to discuss a textatgparti
points has more of an impact on student discussion than stopping at other points. More
information is needed about when pauses occurred and why they occurred at those places

during the read aloud sessions.
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Intertextuality asa basisfor discussion. As an extension of one aspect of
Oyler’s (1996) study, Oyler and Barry (1996) examined what intertextual doomsec
meant for comprehension and development of reading strategies. Oyler and Barr
defined intertextual connections as “students juxtaposing different tex32%p. The
setting for this descriptive study was Barry’s first-grade classromimstudents from
poor, urban backgrounds. Using audio recordings and accompanying transcripts, along
with observation notes, Oyler and Barry wanted to determine exactly whastigénts
juxtaposed during interactive read aloud sessions and what role the teacher served in
these connections.

Oyler and Barry (1996) found that the texts that students connected to the
informational books included songs, poems, items from television, other books from
various genres, and personal experiences. In making these intertextual connections,
students showed they were knowledgeable about other texts, which also demonstrated
that students read a variety of texts and had knowledge about different topics. Also,
students made connections across information sources, including personal egperienc
which was the most frequent type of connection made. Oyler and Barry noted that
students used personal experiences as a type of remembered text to connect with
informational books. In addition, students used pictures and concepts as bases for
intertextual connections.

Oyler and Barry determined that the teacher’s role in these inteatext
connections was to help facilitate student connections between texts presengdsand t
students remembered. The teacher actively encouraged students to makeuatert

connections and comments through recognition and acknowledgement of what students
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said, legitimizing student thoughts. The teacher also extended student comments by
following up on student initiations of intertextual connections. Students often egtriev
texts they referenced in their connections, which helped create a shared tie whole
class and further built intertextuality for the classroom reading contynuhlso, the

teacher always acknowledged and extended intertextual connections when the
connections referred to shared text that the entire class had knowledge ofd Alouea
sessions occurred throughout the school year, students made more intertextual
connections, further developing their knowledge of texts and reading. With the chance to
make intertextual connections and share them with the class, students built shared
understandings of texts, of reading, and of knowledge development. The students and
their teacher built a strong community of readers that valued input from all aridpele
skills and strategies for connecting with and understanding texts together.

Like Oyler (1996), Oyler and Barry (1996) did not explicitly define informational
books. The description of intertextual connections stems from the same datadddect
Oyler’s (1996) study and thus incorporated the same informational books, four of which |
determined were expository texts. It is still not known if the other texts evgrository,
narrative-informational or mixed. Additional details about the definition of infoamal
books and the kinds of informational books selected would provide more information
about what students learned from the books and how students interacted with these texts.
Also, with such a small scale study, it is difficult to determine how resultsdvebiiér
with more participants or in a different school setting.

Similar to Oyler and Barry (1996), Varelas and Pappas (2006) examined

intertextuality in informational text read alouds. In this interpretive, entapbg study,
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Varelas and Pappas also focused on students in urban school settings and included
students in first- and second-grade classrooms. The second-graded|&8sstudents
and the first-grade class had 23 students. In fact, the first graders had theashereste
in the Oyler (1996) and Oyler and Barry (1996) studies. Varelas and Pappasl defi
intertexuality as “making sense of the ‘texts’ from other contexts thiairehiand
teachers bring to, and instantiate in, the read-aloud sessions of the unit astdpspix
these meanings with the meanings from the current texts” (p. 215).

The goal of this study was to examine and compare the intertextual connections
made by students and their teachers during informational text read alouds dessions
two science units, matter and the water cycle. There were seven read afooiassand
Varelas and Pappas compared intertextual connections between classe=asiners
differed in their read aloud styles. The first grade teacher focused anyispects of
science learning, opportunities to interact with high-quality text and test @st iaied
student engagement. The second grade teacher focused on learning science, student
comprehension through asking questions and restating student comments; she did not
focus as much on student engagement as the first grade teacher. The readsatmgd ses
were videotaped and transcribed and field notes came from observations. Thea teacher
also kept journals during the study. Varelas and Pappas examined the freqofencies
types of intertextual connections for their analysis.

Varelas and Pappas (2006) found that students in the second-grade classroom
contributed more intertextual connections to informational text read aloud sessions,
averaging 32 connections, than students in the first grade class, who averaged 18

connections. In both classes, intertextual connections to events occurred most often.
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Types of events included specific events, recounting generalized evehtassa

student’s brother drinking milk, and implicit generalized events, for exaim@ind
blowing leaves. When comparing student-initiated intertextual connectionsherteac
initiated intertextual connections, Varelas and Pappas found that students more often
initiated connections between informational texts and other media, specifis,exed
implicit generalized events. Teachers more often initiated connectionsbetveetexts
they read and written texts, previous classroom discussions, hands-on exploration, and
recounting of generalized events. Also, the number of intertextual connectida$ma
the teacher and students in the first-grade class was equal for most ofitakuea
sessions. However, in the second-grade class, the distribution of intertextuatiomsne
was more uneven with the students initiating more intertextual connections during the
first three read aloud sessions and the teacher initiating more duringt oeitaessions.

Regardless of the types of connections students made, Varelas and Pappas
concluded that students from poor, urban areas do have knowledge to contribute to topics
found in informational texts. The authors noted that urban students are sometimes
thought of as lacking the background knowledge that their non-urban peers havas Varel
and Pappas argued that their findings demonstrated otherwise.

Varelas and Pappas found that students solidified their knowledge of
informational topics and contributed to the classroom community’s shared undergtandi
of topics through interactive read aloud sessions with informational texts. Iroadditi
Varelas and Pappas noted that the language used in both classrooms represented a hybr
of narrative, story language and scientific, informational language, aegtlan their

analysis of connection frequencies and language used. They contended this hybrid



37

language helped all participants discover and share ideas. Also, over the ccugse of t
study, Varelas and Pappas noted that connections to specific events dropped sioaultane
to an increase in connections to generalized events, both the recounting of events and the
stating of implicit ones. This change in intertextual connections during ititeraead
aloud sessions showed a shift to characteristics of more scientifi@mgud a
movement away from narrative language. As the teachers and students exiglased i
students learned about new ways to express ideas and multiple meanings of concepts.
Students and teachers shared authority as everyone had the chance to ieitiexéuak
links between the informational texts and other things. Without the interactive ahture
these informational text read aloud sessions, results might have been quieatdaifer
the same kind of learning may not have occurred. The intertextual connections found in
this study show evidence of how students struggle with and create meaning and
understanding from exposure to informational text through read-alouds.

Interestingly, one of the classrooms where Varelas and Pappas (2006gdollect
data was that of the same teacher in both Oyler’s (1996) and Oyler and BE9863
study. Focusing on other teachers, or implementing a different researchsiesicas
random assignment of participants or conditions, might provide different information
about productive literacy practices during interactive read aloud sessibns wit
informational text. The authors’ choice to include a second-grade teacher as a
comparison provided more insight into how read alouds occur and impact students in
different classes and grades. Unlike other authors, Varelas and Pappasextiditeat
makes informational books different from narrative books by talking about what

informational book language looks like and genre characteristics such as co-
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classification, in which classes of things are referred to rathectiaacters or events.
However, they did not break down informational text into additional categories such as
expository and narrative-informational. Further investigation of the textisduseng the
read aloud sessions led me to locate six of the seven texts, all of which wereoexposit
Summary. Overall, the studies | examined in this section point to some benefits
of an interactive, discussion-based read aloud style for informational tebdloeals. In
all eight studies, the authors concluded that discussion and interaction betwkersteac
and students during informational text read alouds was beneficial for studexatyliter
development and is promising for read aloud practices in elementary classroom
Discussion, and various aspects of it, impacts the effects of read alouds on student
learning and informational text knowledge development, including the placement of i
before, during, and after read alouds, as well as how teachers allow studentsliateont
ideas,. However, there are key limitations that are important to note. Laqhliofte
definitions of informational text, little use of experimental design, and shualles limit
the interpretation and impact of results. More research is needed in a vasiettynfs,
both larger and in various school environments, to determine how extensive the benefits
of interactive read alouds are for elementary students. Explicit defigitf
informational text will further support understanding of findings and implicafimns
classroom practice.
Vocabulary Growth
In five studies | located, researchers focused on vocabulary knowledge as a
literacy outcome of informational text read alouds. All five studies includgdteadt

vocabulary words based on the texts used. But there were differences acresdrstudi
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when the target words were addressed during the read aloud sessions, as disthissed i
section. In all five studies, informational text read alouds contributed to vocabulary
growth; however, vocabulary was only one of several instructional foci. Thebess

were divided into three subcategories, vocabulary and read aloud style; vocahdlary a
regular read aloud practices; and vocabulary and read aloud curriculum.

Vocabulary and read aloud style. Brabham, Boyd, and Edgington (2000)
conducted a descriptive study on informational text read alouds, which served assthe bas
for Brabham and Lynch-Brown’s (2002) study, as mentioned in the section on interaction
and read alouds. Brabham et al. (2000) used narrative-informational texts and dxamine
the effects of different read aloud styles on several literacy outcomes]ingl
vocabulary. Following procedures and a script developed by Brabham et al., pre-servic
teachers read aloud two narrative-informational books on science and soced studi
topics two times each. Pre-service teachers read aloud according toiavsiyiag
discussion before and after the read aloud but with minimal interruptions duringgreadin
Student participants werd%39 and &' graders from two suburban elementary schools
in the southeastern United States. In total, 139 students participated in agtlaied
to one of the narrative informational books and 146 students participated with the second
book. One goal of this study was to determine if there were differences in vocabulary
growth based on grade level. Students completed pre- and posttests featuring&f target
words selected from each of the two texts and the authors compared results on these to
determine if vocabulary growth occurred. Brabham et al. noted that these woeds we
low frequency words and not familiar to students according to the word frequency book

they consulted by Carroll, Davies, and Richman (1971).
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Brabham et al. (2000) found that students in all grades made similar and
significant vocabulary gains of about four to five words, which was an unexpected and
important result. The authors concluded that vocabulary gains can result fromaas few
two exposures to a text with unknown words. Overall, Brabham et al. argued that their
findings showed the benefits of reading aloud for instructional purposes and urged that
more instructional time be devoted to doing so for a variety of subject areas.

Brabham et al.’s (2000) findings would be more powerful with more details about
the discussions before and after the read aloud sessions. Although they noted that pre-
service teachers followed procedures and scripts, the limited details prowi=ataed
that teachers invited students to talk about vocabulary words but that teachers did not
confirm student beliefs about words before reading. It is difficult to know what the
specific beneficial practices for vocabulary learning were duringethe aloud sessions
without knowing details about the scripts and procedures or how pre-servicagseache
introduced, taught, and discussed vocabulary. Also of concern is the lack of a
comparison group to the treatment group. Although Brabham et al. used pre- and
posttests, they did not have a control or no-treatment group for comparison. Without a
comparison group, it is difficult to know how much of student vocabulary growth could
have been due to maturation.

In an extension of Brabham et al.’s (2000) work, Brabham and Lynch-Brown
(2002), as mentioned in the section on interaction and read alouds, examined the effects
of different read aloud styles on vocabulary and comprehension. Brabham and Lynch-
Brown used the same two narrative-informational texts from the Brabham2aG0) (

study and implemented two read aloud sessions for each text. However, Brabham and
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Lynch-Brown used an experimental design, resulting in random selection of 5 gfoups o
12 students from first and third grades for each of the three read aloud stylesdamd ra
assignment of teachers to carry out the read aloud sessions. In thedusgt sede, pre-
service teachers read the text aloud with no discussion before, during ceadiagr
This served as the control group for the study. In the performance style, idiscuss
occurred before and after the read aloud sessions with no interaction or interruptions
during reading. The interactive read aloud style involved discussion before, during, and
after the read aloud sessions. As noted, scripts guided pre-service taadhessread
aloud, students completed pre- and posttests targeting 20 vocabulary words from each
text, and treatment fidelity came from audiotapes and videotapes of thesessi

Brabham and Lynch-Brown found that there was a significant difference in
vocabulary growth based on read aloud style. Students in the interactive read aloud
sessions experienced significantly greater vocabulary gains in both goatesred to
students in the performance and just reading styles. Students in the perforradnce re
aloud sessions showed significant vocabulary growth compared to students in the just
reading style. However, lack of details about read aloud style scripts hsifieult to
fully interpret the results because teacher actions and directions were ankmiar to
the Brabham et al. (2000) study. Yet the authors did note that their findings are important
for considering how best to use read alouds of informational text for instrdctiona
purposes. They pointed out that discussion as part of read aloud sessions, especially
before, during, and after reading, was particularly beneficial for vocglgriawth as
students had support from teachers in constructing meaning and understanding of new

words.
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Vocabulary and regular read aloud practices. In another descriptive study,

Duke and Kays (1998) compared students’ knowledge of informational text features and
language at the beginning of the school year and again three months later through
students’ pretend readings of wordless information books. Twenty kindergadentst
participated in informational text read alouds three to four times a weeldlitroa to

regular narrative read alouds, during the three months that elapsed. Duke and Kay
examined length of pretend readings and also divided the pretend readings intcoimtonati
units to examine frequency of informational book features per intonation. Duke and
Kays described intonations units as units of speech where pauses occur, whichnn writte
language would be represented by a comma or period. When students did pretend
readings again after three months, Duke and Kays found a slight increase in vgcabular
use and a slight increase in the number of students who used technical vocabulary.
However, due to increased length of retellings, the ratio of vocabulary used edrtypar
length actually decreased.

Duke and Kays (1998) stated that they focused on expository informational
books. However, no details about specific texts used by the teacher during the tourse o
the study were provided. Thus is it difficult to know what kind of informational texts
teachers read aloud. Also, the fact that increased retelling lengtHyactmdtibuted to
an overall ratio decrease in vocabulary use during retellings raisesearcabout the
strength of Duke and Kays’ findings of improved vocabulary knowledge. More
information is needed about the types of informational texts used as read alouds during
the three month period between retellings and about differences in vocabularysge. A

Duke and Kays had a small sample size, with only 20 students included in the final
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analysis; a larger sample size may provide additional or different infiormebout
student vocabulary growth as a result of informational text read alouds.

Vocabulary and read aloud curriculum. In a study of their own read aloud
curriculum design, Santoro, Chard, Howard, and Baker (2008) examined the effect of
both narrative and informational book read alouds on literacy growth of first-grade
students. The curriculum they developed focused on science and social studges topi
Santoro et al. (2008) compared students most at risk for reading difficulties andrthose
track for successful reading development. In addition, students in the read aloud
curriculum classrooms were compared to students in classrooms wherestezele
their own read aloud procedures and texts. However, Santoro et al. did not detail how the
curriculum and the teachers’ own practices differed.

For the informational text read alouds in particular, targeted vocabulary words
were selected from the texts used. Santoro et al. used Beck, McKeown, and Kucan'’s
(2002) three tier word selection criteria, selecting two to four words peiotegxplicit
instruction during read alouds. The selected words were tier two words, whichtBeck e
al. argued should be the focus of vocabulary instruction because they are words found
across domains and in many texts students encounter. Tier three words tend to be more
domain-specific and less frequently encountered across a variety ohtaxts/er, in
this case, tier three words were important for understanding the informadéstsalised
so Santoro et al. selected some tier three words as well.

During the read aloud sessions, students learned targeted vocabulary words while
also participating in comprehension-related activities including makingections and

confirming predictions. Discussion and review of vocabulary also occurredhefterad
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aloud sessions. Although vocabulary was not the sole focus of their study, Santoro found
that students in the read-aloud curriculum improved in vocabulary knowledge compared
to students whose teachers used their own read aloud procedures and texts. After
reading, students provided written retellings of books. For each narrative udrttst
used K-W-L charts they completed throughout the read aloud sessions to filleHiaget
chart targeting parts of the story including who, problem, solution, and ending. For each
informational text, students used K-W-L charts to fill in fact sheets #émaégd as guides
for completing the retelling activity. The fact sheets directed studefitsimn
information about the topic. For example, prompts directed students to fill in a blank
about what a sea turtle is, draw a picture of a sea turtle, and list what théy eat
statement at the bottom of the page described a few other features of thle anim
Students used the fact sheets for retellings but the authors did not describe thiksthe
retellings were oral or written.

Despite their findings that students’ vocabulary knowledge improved, there are
several limitations to note about Santoro et al.’s (2008) study. First, Santbro et a
provided no details on how students were assessed in any area of focus adtat the r
aloud curriculum implementation other than saying retellings occurred. Haowr8at
al. determined that students in the read aloud curriculum improved their vocabulary
knowledge compared to other students is missing. It is difficult to fully intetfpret
findings with no information on assessment measures. Second, Santoro et al. did not
solely examine the effects of informational text read alouds on literaagthgrdt could
be that the combination of read alouds with informational texts and narrativentéhits

curriculum jointly contributed to student vocabulary and overall literacy growth. Third,
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no details about study participants were provided, limiting the implicatiomssaftudy
for future instruction and literacy development in other elementary ctamsro

Fourth, the authors provided a limited definition of informational text; they
defined informational text as expository text and only briefly mentioned a fposgary
text structures with little detail. Fifth, the authors did not describe how #agraloud
curriculum differed from the procedures teachers used in the comparison classroom
This lack of description makes it difficult to understand how the read aloud experiences
were different when comparing classrooms using the curriculum and classrsioigns
the teachers’ own procedures. Sixth, it is not clear how students complelietysetd
informational books. The authors describe the fact sheets students completed to help
with retellings but did not indicate whether the fact sheets counted asgste@lti
whether students used the fact sheets to orally retell the informational bastl, L
although target vocabulary words were provided by the authors, it is not clear which
words came from informational texts and which ones were in narrative texttheref
were overlaps. Thus, the context for word learning, whether narrative or itifomedais
not clear.

Through another type of read aloud program, Blachowicz and Obrochta (2005)
examined vocabulary growth as a result of read alouds as virtual field triqding/
with a group of teachers, Blachowicz and Obrochta developed a read aloud program to
match science and social studies content relevant to the teachers that focuaedran le
new vocabulary. The idea for this program came as an alternative way to build on
student enthusiasm and curiosity stemming from field trips. A first-gradecteatth 18

students implemented this descriptive study. In this program, content area buells ser
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as the basis for virtual field trips to support student learning in new areas. Tdse topi
chosen were the human body, specifically skeletons, weather and climaténgg@and
animal habitats. Five texts were chosen as a set for each topic and teacbessd the
texts to select vocabulary. After vocabulary selection for each set, artéach¢he

group made a poster with thematic pictures for each topic. During read aloudasshe c
referenced the posters as part of a virtual field trip to discuss key coanepts
vocabulary.

The procedures for the read alouds were as follows. First, prior to starting a new
topic, students wrote lists of words they knew connected to the topic. Second, the whole
class discussed the poster made for the topic. When students shared vocabulary words,
the teacher wrote them on sticky notes and put them on the poster while fagitiati
discussion and helping students think about the vocabulary. Third, the teacher read the
book aloud, asking students to use thumbs-up gestures when they heard any new words.
Teachers then stopped to discuss those words in context. After reading the book,
discussion ensued and attention to new vocabulary words was the priority. Lastly,
students wrote about either something interesting from the book or something they
learned. The books were later placed in the classroom where students could agtess the
during independent reading. In addition, students read aloud at least one of the books
every week to someone and recorded the book titles in individual reading logs. As read
alouds of other books on the same topic occurred, the teacher and students added more
vocabulary words to the original posters. After reading all five books on aueartic
topic, students completed two writing activities, one longer activity reflettieig

learning such as making their own book, and a shorter activity where they listesl all
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words they knew about the topic. These word lists were compared to the origgnal lis
made by students prior to the read aloud program for that topic to determine vgcabular
growth.

Blachowicz and Obrachta (2005) found that all students showed vocabulary
growth as a result of this read aloud program. When comparing word lists frora bef
the virtual field trip to after, all students included more words on their |est tife
program. The increase in words ranged from two words to 20 words. Blachowicz and
Obrachta concluded that these vocabulary visits, as part of virtual field aipkead to
improved vocabulary knowledge, increased use of focus words, and increased reading
motivation.

However, Blachowicz and Obrachta (2005) did not specifically describe the texts
used in this program so it is not known what type of texts teachers read aloud. Even
though the authors did indicate the program focused on content areas, descriptions of
texts or lists of titles could provide more information about whether the books were
informational texts or not. Also, the authors did not provide information about how
vocabulary words were selected for instruction. Details about word selegiaohfram
them being tier two words, would provide more information about what kinds of words
the teacher found important for students to know and why. In addition, the authors
described the spark for development of this read aloud program as coming fewhex te
study group but only one teacher implemented the program. It was not clear why only
one teacher implemented the program, how or why that teacher was selectedtlee how
other teachers supported the development of the program other than helping to make the

posters that were used. Finally, of the 18 students in this study, two of them showed a
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increase of only two words from the first list to the second list. The authors did not
address the vast difference between word lists of students or what may have eahtribut
to such little increase for some and large increases for others.

Summary. Attention to vocabulary as part of informational text read alouds
resulted in improved vocabulary in the studies reviewed in this section. Howeukn;, sim
to the section of this review on interaction during read alouds, lack of details for such
things as study procedures and informational text definitions led to limitations in
interpreting the research findings presentdis important to note that this section
included one of only two experimental studies located for this review. Although this
design was more rigorous, more research is needed with more controlled tefidjgs
understand how informational text read alouds impact vocabulary growth. Despite the
limitations, results from these studies show promise for instructional @setith
informational text read alouds.

Informational Book Language and Text Structure

Given that informational text can vary in type and text structure, it is ianpox
consider that informational text read alouds may provide students with the oppodunity t
learn about how informational text is different from other types of text.ofSixe studies
included in this review addressed text structure and informational book language
knowledge. A variety of informational text structures, such as problem-solution or
compare/contrast, can not only be confusing and overwhelming for students who have
had no exposure to different text structures but different structures could afibp@ar
the same text, which may prove even more challenging for readers. Kigevde

informational text structure may help student literacy achievemenet) ¢hat text



49

structure organizes information (Smolkin & Donovan, 2001), thus making understanding
the text potentially easier for students.

Informational book language. As mentioned in the vocabulary section, Duke
and Kays (1998) examined differences in kindergarteners’ use of informatianal tex
language at the beginning of the school year and then again after three morgbtaof re
informational text read alouds. Twenty students did pretend readings of wordless
informational books before and after the study. Duke and Kays acknowledged that som
students exhibited knowledge of informational text language and structure in thegir ini
pretend readings. However, Duke and Kays found that in pretend readings adter thre
months of regular informational text read alouds, students exhibited far more kgewled
of informational text structure and language than they had at the start ofitioé ygear.
Duke and Kays determined that students had improved their knowledge by comparing the
number of informational book features found in intonation units. Duke and Kays
described intonations units as units of speech where pauses occur, which in written
language would be represented by a comma or period. Students used far nieses time
verb constructions, relating what happened in a general sense, for examspleetiple
call the firefighters and then the firefighters come” (Duke & Kays, 1998, p. 3Giérrat
than describing what happened to a character in a narrative text, such as “once upon a
time there was firemans” (Duke & Kays, 1998, p. 307). Also, students used more generic
nouns rather than nouns referring to specific things, for example “firefiginietesad of
“the firefighter.” Students did use more compare/contrast and classificatiotuses in
their December pretend readings, which was evidence of their understanding of

informational book language and text structures. Duke and Kays noted that students’
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retellings reflected more language found in informational books. Although students
produced more general statements at the start of the text during theid pestéimgs in
December, they were not quite familiar enough with the text to then produceralgene
summarization statement when they reached the end of the text.

Duke and Kays (1998) cautioned, though, that they cannot claim the
informational text read-alouds caused students’ improved knowledge of informational
text structure and language because the study was not an experimental oneer Howe
they acknowledged that given the unique textual characteristics of infonaladtooks,
they thought it was unlikely that students’ knowledge of these charactenstidd have
developed so quickly without exposure to informational books. Additionally, Duke and
Kays noted that students’ natural linguistic development as well as expesigimtiee
researcher could have attributed to increased knowledge and use of informational text
structure. In conclusion though, Duke and Kays pointed out that informational text read-
alouds appear to be an effective way to expose students to the genre and a potentiall
effective way to increase students’ knowledge of informational text steuahd
language.

In addition to the small scale of this study and the lack of a definition for
information text, Duke and Kays provided no information about the read aloud sessions
conducted by the teacher. Details about the teacher’s read aloud style, when or if
discussion occurred before, during, or after each read aloud, and the nature abdscuss
were missing. Due to these limitations, it is difficult to know precisely much of an
influence the informational text read alouds had on students’ development of

informational text language and knowledge of text structure.
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Mantzicopoulos and Patrick (2010) also examined student knowledge of
information book language as a result of read alouds. Specifically, Mantzicopodlos a
Patrick assessed students’ science-related informational text Kpow)edge through
retellings and examined whether there were differences in retellingsylsyand girls.

The authors also examined student interest in and home exposure to these types of
informational texts. There were 68 kindergarten students in this study, 39 boys and 29
girls. In this quasi-experimental design, the sample was chosen by randomihgdra
student names from a list of participants from each class.

Mantzicopoulos and Patrick developed an assessment to measure students’
retellings of SciT, which the authors called narrative responses. Instesith@f
informational books, the authors developed what they called single-page plates tha
included text and pictures found in informational books. Mantzicopoulos and Patrick
reasoned that using single-page plates would allow students to have exposurety a var
of science-related topics. A pool of 192 books, based on lists of outstanding science
books for children and outstanding children’s literature, served as the basis for the
development of the single-page plates. Two plates related to life sciercs toy@
about dolphins and one about animal movement. One plate was about physical science,
specifically a lever. The fourth plate involved earth and space scienceicsigdifjht
in relation to the sun and Earth. Each plate included a photograph, title, author, and a
short passage. Using a computerized program called the Computerized Propositiona
Idea Density Rater (CPIDR), the authors analyzed student retellingssefsingle-page
plates. The CPIDR examined the number of informational ideas stated and theafensit

ideas, calculated by dividing the number of words in a passage by the number. if ideas
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The authors also analyzed the number of rare words used by students, using two well-
known lists of words understood by elementary students as guides, the DalesCofll |
3,000 common words (Chall & Dale, 1995) and Spache’s list of 1,041 words likely to be
understood by early elementary students (Spache, 1978).

Students completed the assessment individually in a room that was not their
classroom. Those administering the assessment used an introduction script and the
showed students a sample single-page plate. Students were guided through $ise proce
and then they completed the four assessment items. The examiners labebdd dee te
stories when referring to them with students. Coding of the retellingssidcus
thematic meanings, comments beyond the text themes including those abous picture
complexity of verbal output, and use of informational language. Students responded with
yes or no to questions about reading books at school and home that were similar in nature
to information on the plates. Also, students responded with yes or no to a question about
their interest in reading these books.

The authors found several important results. There were significant consglati
between thematic ideas and number of propositional ideas as well as betweelt themat
meanings and number of relevant words. There was a significant multivéfeatde
text and the authors concluded that about 65% of children’s narrative retellingaedntai
thematically relevant words regardless of text topic. Children madasahs using
their prior knowledge, experiences, and comments about the pictures, which contributed
to the relevant thematic words included in retellings. After hearing thecidace texts
read aloud, each student identified at least one thematic meaning fromxtashaed

about four propositional ideas, and used about 10 words to express relevant thematic
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meanings. In general, about half of the children used rare words in theingstell
Students used significantly more relevant words in retellings of lifaseitexts than in
the other retellings. Rare word use was highest for the text about levers athiohied
for the text about light. Students shared more relevant words about the animal mtoveme
text than any other text. However, the animal movement text had the fewestitotsr
of words compared to the rest of the texts.

Mantzicopoulos and Patrick (2010) found no significant differences in interest for
SciT when comparing student gender. Boys and girls also did not differ on answers
about reading books at school with similar themes to those in the life science book on
dolphins. However, for the remaining text topics, animal movement, light, and levers,
significantly fewer girls reported reading texts with these topisstaiol. Boys and girls
did not differ when answering about home reading topics on levers and light. However,
fewer girls than boys reported reading texts on life science themes at home

Mantzicopoulos and Patrick (2010) concluded that boys and girls were capable of
understanding SciT equally well after hearing it read aloud and both groups could
produce retellings that had large percentages of words relevant to the exissafine
read aloud session. Also, kindergarteners provided comments beyond the text, indicating
they drew on background knowledge and previous experiences. Students had an easier
time with the life science texts than with the other texts, which led to more idea
identified and increased use of rare words. Students expressed much inteeetih t
topics in general. The authors concluded that a variety of science texts should be
included in early elementary instruction, especially those about physieatsaince

they are rarer in early grades.
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There are several limitations to Mantzicopoulos and Patrick’s (2010) study. The
authors did not address students’ prior knowledge about the specific topics of the texts.
The authors noted this limitation as well. It is difficult to know how much of the
students’ retellings included information they gathered from the read aloud and how
much came from background knowledge and prior experiences. Also, other science
topics may have led to different results in any of the outcomes measured. Stuagents
have reacted differently or had different background knowledge to support thdimgstel
for other life science, physical science, and earth and space science tbgeaithiors
also noted this limitation.

Text structure. Further evidence of informational text language and text
structure knowledge as a result of informational text read alouds was evitkappas’
(1993) study of kindergarten students. Pappas set out to examine the validity of the
assumption that narrative is primary, meaning young students can only learmffom a
use informational text after developing a firm understanding of narratorg,tet. She
addressed the assumption with evidence gathered from students’ interadioasdvi
knowledge of both narrative and informational text. Pappas examined 16 kindergarten
students’ pretend readings of informational text that had been read aloud to them.
Specifically, students sat one-on-on with a researcher, heard each dexiorehto them
during various sessions, and then provided a pretend reading of the text. Pappas
compared students’ pretend readings of informational text to their preterageadi
narrative text in order to determine whether or not students responded differently
according to different features of each text type. Pappas found that students did in fac

exhibit features of informational text structure in their pretend readinigsoomational
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text through the use of verb tenses, vocabulary, and other related lexical items and
attention to text structure.

One particular feature of informational text Pappas (1993) found evidence of in
the students’ pretend readings was co-classification, or referring seslasthings.
According to Pappas this text feature is unique to informational text. In infomaht
text, there is no main character but rather a focus on general classeg®fsbch as
squirrels instead of a squirrel or the squirrel. In contrast to informationaPeppas
described a unique feature of narrative text as co-referentiality. &dtigé of narrative
text means that text and words continually refer back to a main charactehtkuming
things as pronouns or a combination of “the + noun”. Pappas was able to ascertain that
students knew the difference between narrative and informational text stroetiause
she noted that students’ pretend readings of narrative text included co-reli¢yemtd
students’ pretend readings of informational text included co-classificafibi the
retelling comparisons, Pappas concluded that young students can understand and use the
text structure and other text characteristics of informational textgusek as they can
with narrative text. This finding is further evidence that informational &xt®ad
alouds can support student learning of informational text structure and language.

Pappas (1993) indicated that the individuals doing the read alouds did not point
out anything specific to students during the sessions but did respond to student questions
and comments. However, no information was given about the content of student
guestions or comments. It is difficult to know if the researchers’ responsestéthpa
students’ knowledge and understanding of informational text language in a waygshat w

more advantageous compared to students who did not ask questions or make comments
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during the read aloud sessions. More information about any discourse during the
sessions, especially since it would have been initiated by students, would be helpful in
fully understanding students’ development of informational text language knowledge.
Also, the small scale of this study makes it difficult to generalizeitkdenfs to other
contexts, particularly due to a lack of random assignment.

Summary. Informational text has unique features found in its text structure and
language. Examinations of students’ abilities to include and recall thégeeteas a
result of informational text read alouds show that elementary students aredapfable
of learning from and understanding this text type. In addition, they can difégee
informational text from stories and retell informational texts by includehgvant
content ideas, vocabulary, and other informational text features. However, gsihgni
information in these studies, such as discourse during some read aloud sessions or the
kinds of informational texts read during others, more research is needed to determine
instructional practices that best support student development in this area.
Comprehension

Comprehension of informational text is a very important aspect of informational
text read alouds. With such varied text structures, unfamiliar, contenfispeci
vocabulary, and unique overall language, understanding informational texts can be
challenging for elementary students. Research on comprehension and iioaitat
read alouds shows promising results, as evidenced by eight studies included in this
review.

Structured read aloud sessions. As mentioned above, both Brabham et al.

(2000) and Brabham and Lynch-Brown (2002) included comprehension as a focus of
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their studies of informational text read alouds. Brabham et al. examined vocamdary
comprehension growth as a result of narrative-informational read alouds.aBraipla
Lynch-Brown also examined vocabulary and comprehension growth but compared
growth in these areas across read aloud style, including just reading, pedeyird
interactive styles. Neither study, however, found significant differences in
comprehension scores from pretest to posttest. Brabham et al. did find a significa
difference in comprehension based on grade level, with second grade stodengsfar
below third and fourth graders. Brabham et al. cautioned, though, that second graders
may not yet be able to differentiate fact from fiction in narrative-médronal texts, thus
negatively affecting their comprehension, and they recommended more tegpwt s
for these students during read alouds of narrative-informational text. It isaublye
clear why differences in comprehension were not found after informationaksekt
alouds in either study.

Unstructured read aloud sessions. In contrast to Brabham et al.’s (2000) and
Brabham and Lynch-Brown’s (2002) findings, Smolkin and Donovan (2001) found
positive comprehension results stemming from informational text read alouds. Bmolki
and Donovan revisited data from their case study of one teacher, Donovan, over two
years as both a first- and second-grade teacher. In revisiting the dalien&mnd
Donovan focused on student comprehension improvements as a result of read alouds of
six informational texts. Smolkin and Donovan used two narrative-informationg) text
three expository texts, and a mixed text, which the authors called a dual-purpose text
Donovan recorded each read aloud session and did not intend to explicitly teach

comprehension strategies.
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Throughout the read aloud sessions, Donovan scaffolded student learning and
modeled many comprehension acts as needed, such as summarizing and rereading, by
thinking aloud. She provided direct instruction in situations where she felt students
needed it to build understanding of the text before continuing with the read aloud session.
As a result of their observations and recordings of the read aloud sessions, Smolkin and
Donovan (2001) determined that students were capable of acquiring comprehension
strategies and skills. They determined that students acquired compreheasagnest
and skills through two distinct periods, comprehension acquisition and direct
comprehension instruction. They argued that comprehension acquisition was part of
learning in early schooling, up through first grade and potentially including the beginni
of second grade. Smolkin and Donovan said students would best benefit from
unstructured read alouds of informational text, much like those of Donovan, and would
be exposed to and begin to build comprehension skills and strategies during the
acquisition stage. They recommend that the direct comprehension instruction period
begin in second grade, where comprehension strategies would be explicitly watight
second grade being a more developmentally appropriate time to begirodirecti
comprehension instruction.

A few limitations are important to consider regarding Smolkin and Donovan’s
(2001) study. First, although they did state that the information presented iteaifteiv
review of previous data, Smolkin and Donovan did not provide details about the
classrooms. Although they were clear that the first year of the study wdsst-grade
class and the second year of the study was in a second-grade class, Smolkin and Donovan

did not provide information about how many students were in each class or the school or
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classroom environments. In addition, Smolkin and Donovan did not provide information
about how they determined that student comprehension changed for the better during the
course of the study. Smolkin and Donovan provided details about what Donovan, the
teacher, did to support student understanding but they did not describe any measures or
explicit indication of how they measured student improvement. It is hard to say how
comprehension acquisition or direct comprehension instruction would look in other
classroom environments, even if those environments similar to the ones in Smolkin and
Donovan’s study, without details about these particular settings and featuresgd cha
comprehension knowledge.

Another study that incorporated unstructured informational text read aloud
sessions was Webster’s (2009) work with a Jamaican first-grade clabsteV\adtended
Jamaican public schools and had been providing professional development for ten years
to primary grades at the Jamaican elementary school she had attendedddsditiive
study, Webster worked with a Jamaican first-grade teacher from afaagsatbt to
Jamaica on two occasions to observe informational text read aloud sessions. Téere we
30 students in the class. Through observations, recordings of the read aloud sessions,
interviews, and student drawing and writing artifacts, Webster examinetphaeti of
informational text read alouds on science learning and understanding. Welistér vis
the class twice, in December 2007 and in June 2008, to observe, interview, and
participate in classroom literacy activities.

Webster found that informational text read alouds contributed to science learning
and comprehension. During the December visit, students responded to read alouds

through drawings. During the June visits, students had developed more literagnskills
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were able to write responses to informational text read alouds, includingletails in
their writing. The written responses included features of informational sext as
vocabulary and examples of informational text structures. Interviews twdbrgs
helped Webster better understand the change in student knowledge about the topics
presented in the read aloud sessions.

Several limitations of Webster’s (2009) study are important to note. Thia was
small scale study in an international setting. The environment for this studigaae
been different from a first-grade class in the United States and thusrdifiesalts may
come from a similar study done in this country. Also, explicit details about the
professional development the teacher participated in that led to informaérnedad
alouds is not known. Although students were able to go from just drawing to writing
about things they learned from the informational science texts, maturation could have
been a factor in literacy development in addition to the informational text leadsa
Webster indicated that the classroom teacher previewed each text, reviewed ne
vocabulary, and offered comprehension support during the read aloud sessions lsut little i
known about what happened after the read alouds. Also, it is not clear what kind of
exposure students had to informational texts in between Webster’s visits. Webste
provided a definition of informational text but she did not describe the specific texts she
used during the read aloud sessions. | located one of the three texts and it was
expository. More information about teacher professional development, read aloud
procedures from start to finish, and student text exposure between Webster’sonsits w

be helpful in understanding the findings.
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Read aloud curriculum. Comprehension was another aspect of literacy
development examined by Santoro et al. (2008), whose study was previously mentioned
in the vocabulary section. Santoro et al. examined how the read aloud curriculum they
developed for both narrative and informational texts impacted student literaaypgrow
Santoro et al. compared the read aloud curriculum condition to regular classroom
conditions in which teachers used their own read aloud procedures and texts.e&uthe r
aloud curriculum, students participated in pre-reading activities to activatgrband
knowledge, discussions about the text and vocabulary during reading, and follow-up
activities afterwards to help students retell the texts in written foretail® about the
regular classroom conditions were not provided. Santoro et al. found that students in the
read-aloud curriculum did better than students whose teachers used their owougad a
procedures and texts. However, as mentioned previously, what students did better on is
unclear because the authors did not specify if comparisons of summaries dinggete
were made or if other measures were compared. Thus, it is difficult tprettdre
improvement in comprehension the authors claim occurred as a result of teitogc
curriculum.

Hooper and Hare (1982) also examined comprehension as a result of a read aloud
program. Specifically, Hooper and Hare examined how building students’ background
knowledge contributed to their comprehension compared to students who did not have
the chance to build background knowledge on a topic. There were 26 first-graders in this
study, eight of whom were considered above average in terms of academic pexgorman
and 18 who were considered average. All students were randomly assigned to treatment

or control, with the above average students randomly assigned first. The titegtoog
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participated in a read aloud program consisting of thirteen books about circuses. The
books were a mixture of fiction and nonfiction. Students patrticipated in read aloud
sessions twice a week for eight weeks with each session lasting 40 minutesenChildr
could offer comments during the read aloud sessions. Control group students continued
with regular academic programs that were part of their normal classsquamences but

did not have explicit exposure to anything about circuses. All students were livek t

at or read the books from the study during independent reading.

All students were pretested prior to the study, which consisted of students
drawing a picture of a circus and including everything they could think of related to a
circus. Then children individually told a story about their picture, which was ayodid ta
and transcribed for analysis. After the eight weeks, students completetestpodtich
was the same measure as the pretest. Hooper and Hare used a rating systenméo e
students’ drawings and look for common items. This system included 20 items that were
most frequently used by students. Three judges rated the drawings and awarded a point
for each item included from the rating list and their scores were averagétetrdge
each student. In relation to students’ stories about their drawings, Hooper and Har
calculated the mean length of response, or the number of words in student responses.
Also, Hooper and Hare calculated the type-token ratio, which was the ratio of different
kinds of words to the total number of words, to look at the diversity of student language.

After calculating the type-token ratio, Hooper and Hare determined itrwas a
inappropriate measure because the read aloud sessions narrowed vocabuksyahoic
words that related only to a circus, rather than expanded students’ overall vocabular

Instead, Hooper and Hare devised a different measure of language diversity. The new
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measure examined what vocabulary words students used based on a researdpsedevel
glossary of circus terms. Student use of words was counted and compared across pre-
and posttest.

Hooper and Hare (1982) found that the read aloud program contributed to
students’ comprehension of circuses by helping students build background knowledge on
the topic. Students in the treatment group showed significant increases in their
knowledge about circuses compared to students in the control group. In addition,
students in the treatment group used more mature language to describe d¢iesuses t
students in the control group. Treatment and control groups were comparable on the
language diversity measure.

Hooper and Hare (1982) provided very limited details about their study. No
examples or descriptions of the scoring system or glossary were givails Bbout the
texts were missing, including how many of the 13 books were fiction and how mamy we
nonfiction. Hooper and Hare also omitted information about how texts were read aloud
and what the read aloud sessions specifically consisted of, such as how often teachers
students asked questions or offered comments. Also, student participants weregef avera
or above average academic abilities. It is possible that results coutdalifféudents
with below average academic abilities. Additional research with belovaga/students
is needed to see how they may be differentially affected by this read atmrdmr
Hooper and Hare did not offer definitions for fiction or nonfiction genres, which could
differ from other researchers.

Retellings. In her descriptive study of an expository text read aloud, Moss (1997)

focused on students’ retellings of the text in relation to comprehension. Twety firs
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grade students were individually paired with 20 research assistants. Eacblrese
assistant read aloud an expository text about kittens to his or her assigned student
During each individual session, the research assistant reviewed the coveeat thi¢h

the student, asked the student to make a prediction about the text, and asked the student to
share prior knowledge about kittens. The research assistants told the shelemwsuld

retell the book after the read aloud session as if they were telling someorag/not
listened to the book. Students did not receive prompts to retell the book after itdvas rea
aloud except when research assistants asked them what else they remesibeextbch
Following the student retellings, the research assistants asked four quéstians

were to tell a friend about this book in just a few words, what would you say? What was
the most important thing you learned from the book? Did you like the book? Why or
Why not?” (p. 4). Moss indicated that these questions aimed to examine students’
summarization ability and ability to identify the important information in éx¢ as well

as offer students the opportunity to share their opinions about the book.

Moss audio taped and transcribed each session. Each retelling received a score
from one to five based on a scale adapted from work of Irwin and Mitchell (1983), with
one being the lowest and five being the highest. Features of these scoses fmt such
aspects of retellings as main idea identification, summarization, mefesdeyond the
text, and connections between the text and students’ lives. Also, Moss coded students’
answers to the four questions.

Moss found that 18 of the 20 students received retelling scores of three or better.
The breakdown of scores was as follows: two students’ retellings recewed tamn

students’ retellings received a three, seven students’ retellingga@eefour, and one



65

student’s retelling received a five. Moss noted that a score of three iddicate

students recounted main ideas and details, retold the book sequentially, mirroret the tex
structure of the book, and summarized the text. Retellings that receive@ afsiour

showed that students did what those who scored a three did but also made extensive
inferences beyond the text and connected the text to their own lives.

In examining student responses to the four follow-up questions, Moss wanted to
investigate children’s understanding of the text. Related to the first@questout
summarizing the text, Moss found that 12 of the 20 students summarized the text
appropriately. Students who did not summarize appropriately provided information
about minor details, gave incorrect information, or shared opinions. Student answers to
the question about what they learned indicated that almost all students could itentify t
most important thing they learned, which was different for each student. In re¢pons
the third question about liking the book, all 20 students said they liked it. An additional
guestion about whether or not students would recommend the book to a friend prompted
most students to say their friend could learn the same things they learned from the book.

Moss concluded that young children can comprehend expository text when it is
read aloud to them. She also noted that the individualization of this study showed
evidence of a positive alternative to traditional assessment measurestikeShe
further concluded that young children are capable of summarizing text andyicgntif
important information from text as well as support their opinions about text. Moss noted
that future research could provide more insight into students’ comprehension of

informational text.
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Several limitations of Moss’ (1997) study should be noted. Moss described her
reasoning for selecting the particular text she used. However, she did not adigggowle
that prior knowledge may have contributed to students’ comprehension andgstelli
She did not measure prior knowledge on the topic and did not indicate what prior
knowledge students shared with their research assistants before the texdnasud.

It is difficult to know exactly how prior knowledge impacted students’ understgsidin

and retellings of the text. Also, this is a small study with only 20 partiggesrh a

first-grade class. Examining a larger number of students’ retellinigeasing on

students in other grades may lead to different results than what Moss obtairibd. Las
Moss mentioned that she coded student answers to the four follow-up questions.
However, she did not indicate any other details about her coding scheme other than brief
mentions of similarities in responses. It would be helpful to know a bit more about her
coding scheme to better understand the analysis of student responses to theses.questi

Summary. Comprehension instruction is an important part of read alouds. Given
that informational text has different text structures and features cedhfmastories, it is
important to consider that elementary students may need more support for undegstandi
this type of text. Various ways to understand and measure student comprehéeasion af
expository read alouds have shown promising practices. However, more research is
needed in this area to broaden the understanding of comprehension and address flaws |
noted in these studies.

Summary
Overall, four categories related to informational text read alouds edhizoye

this review. Interactive read alouds involving discussion at various points of read aloud
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sessions have shown to be productive for student literacy growth and development of
knowledge about informational texts. Increased vocabulary knowledge also fresalts
informational text read alouds, particularly because of the exposure to so much new,
unfamiliar vocabulary. Knowledge about informational book language and text
structures results from informational text read alouds, supporting students’tanderg
of the genre. Comprehension of informational texts is supported through read alouds and
often occurs as students make sense of other aspects of informational text.
Informational Text and Vocabulary

Vocabulary knowledge is important for student reading development and in
particular comprehension. Five studies described in the read aloud categdogased
on vocabulary learning from informational text. These studies are briefly suzetha
below. In addition, four other studies focused on informational text and vocabulary
learning and are organized by subcategories.
Vocabulary in Read Aloud Studies

Structured read aloud sessions. As mentioned above, Brabham et al. (2000)
and Brabham and Lynch-Brown (2002) included vocabulary as part of their infonalati
text read aloud studies. Brabham et al. used narrative-informational text add so di
Brabham and Lynch-Brown but the difference between the two studies is By
and Lynch-Brown did not just look at vocabulary growth. Brabham and Lynch-Brown
examined the influence of read aloud style on vocabulary growth. The stykegister
reading, performance which included discussion before and after reading, aactiveer
which included discussion before, during, and after reading. Details about teaching

scripts were not included in either study, making it more difficult to interpsailts.
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Brabham et al.’s (2000) descriptive study focused on differences in vogabula
growth based on grade level. Pre- and posttests measured student knowledge of 20 targe
words which were not familiar to students. Students in all grades made significant
vocabulary gains of four to five words.

Brabham and Lynch-Brown (2002) used the same texts from the Brabham et al.
(2000) study and implemented an experimental design. Brabham and Lynch-Brown
compared vocabulary growth based on read aloud styles. Students in the interdetive s
scored significantly higher on the posttest than students in the performance or just
reading condition and students in the performance conditions scored significahéy hig
than those in the just reading condition. Brabham and Lynch-Brown concluded that
discussion played a key role is supporting vocabulary growth, especially whearreocc
during read alouds.

Regular read aloud practices. As mentioned in the read aloud section, Duke
and Kays (1998) noted that kindergarten students in their study showed a slighteincreas
in general vocabulary and technical vocabulary after three months of rezadaalouds,
including informational text. However, retellings increased in length, catisngtio of
vocabulary used to length of retelling to decrease.

Read aloud curriculum. Also mentioned in the read aloud section was Santoro
et al.’s (2008) descriptive study of the read aloud curriculum they developed toideter
comprehension and vocabulary growth related to both narrative and informational texts
Target words were selected for each text used, following Beck et al.” (2008ystem
for word levels. Most words were tier two words but several words weréaites due to

their importance for understanding the concepts presented. Santoro et al. found that
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students in the read aloud curriculum improved their vocabulary knowledge although the
authors omitted a description of vocabulary measures used to determine this growt
existed.

Another study mentioned in the read aloud section, that of Blachowicz and
Obrochta (2005), investigated the effects of a read aloud curriculum involving
informational text on vocabulary growth. Using science and social studientdhe
authors examined a curriculum they developed involving virtual field trips and read
alouds for its impact on vocabulary learning. The teacher read aloud five tegésifoof
four units involving discussion and before, during, and after reading activities. Two
writing activities for each unit allowed students to show what they learning. uilhers
compared word lists made by students before and after the set of read alouds on eac
topic to determine vocabulary growth. All students showed an increase in known words
of the topics of focus.

Summary. Four of the five studies summarized above relate to structured read
aloud experiences as beneficial for vocabulary learning. Although Duke and Kays
(1998) study did not include a structured read aloud program, regular read alouds
occurred in the context of the study, which provided consistency for student vocabulary
learning. Informational text read alouds contribute to vocabulary learning.

Additional Studies of Informational Text and Vocabulary

Teacher scaffolding. Maloch’s (2008) case study of one second-grade classroom
provided evidence of how vocabulary learning results from interactions with
informational text. This study was part of a larger study in which Maloaiséston

interactions between the teacher and students across literacy eventsdhtalig entire
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school day. These events included interactions with informational texts durihg rea
alouds, guided reading instruction, students’ individual silent reading, and coei@nt ar
instruction. Maloch collected data over 20 weeks via observations, audiotapes,
videotapes, interviews with students and the teachers, and teacher and studetst artif
including lesson plans and student work. For the two teacher interviews, Malocldfocuse
on the teacher’s instructional choices and reflections on students in the firsdone a
informational text use for the second interview. Maloch interviewed 11 students and took
notes during informal conversations with students at other times. She went into the
classroom a total of 35 times over the period of the study as a participant observer.
To analyze the data, Maloch (2008) used the constant-comparative and discourse
analysis methods. To start the analysis, Maloch used the data as well a$at e
for patterns. She analyzed and coded all data related to informational texbimiate
categories related to both teacher and student interactions with informéixinal
Maloch first coded data by student categories, then reviewed the datdcagade for
teacher categories. Maloch developed three overall themes related tchiee, teaich
were: a) offers multiple opportunities for students to engage with ITs [infamadt
texts] and encourages students to engage with ITs; b) supports students’ encotmters w
ITs; and c) uses and invites explicit talk about text features. Student vocabalaigd
fell under the theme of supporting students’ encounters with ITs. Maloch detdrthat
the discourse around informational text was part of the overall classroom discourse
Maloch (2008) found several things related to vocabulary learning from
informational text in this study. Maloch found that the teacher scaffolded student

understanding of key vocabulary knowing that it contributed to student comprehension.



71

The teacher connected vocabulary to the text, to real life topics, and to othecess

She also helped students use graphic organizers as needed to support word learning. In
particular, the teacher focused on vocabulary during read alouds, again to support student
comprehension. Discussion of vocabulary occurred throughout read alouds, which
supported student word learning and ultimately student comprehension of texts.

Maloch defined informational text for her purposes; however, all the texts used by
the teacher in this study were not listed in the study. The one specificadv
discussed was a narrative-informational text, which contains story feabusbare
information. Lack of knowledge about the other texts used makes it difficult to fully
understand student learning, especially vocabulary, from interactions with ititorada
text in the context of this study because the types of texts students edexétt are not
known.

Content area learning. Baumann, Edwards, Boland, Olegnik, and Kame’enui
(2003) examined how vocabulary instruction connected to social studies curriculum
contributed to students’ vocabulary growth. Baumann et al. (2003) based instruction on
vocabulary from the fifth-grade social studies textbook used in the partigjpati
classrooms. Using a mixed methods design, Baumann et al. compared two conditions,
morphemic and contextual analysis instruction (MC) and textbook vocabulary irmstructi
(TV). The TV group served as the comparison group. Students in the two conditions
learned the same social studies content but how students attended to vocabulary differed.
The MC group experienced instruction focused on morphemic and contextual strategies
for understanding words in general, using words from the textbook as examples, whi

the TV group focused on learning specific content words in the textbook.
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There were eight classrooms and a total of 157 fifth-grade students. Classroom
were paired based on data about student socioeconomic status. Once paired, one
classroom from each pair was randomly assigned to the MC or TV condition. All
students completed pre- and posttests. The study occurred over 33 days, with 25 days for
instruction, 2 for pretests, 2 for chapter tests, and 4 for posttests. Pretestsliaclude
standardized test of word meaning knowledge and a test of content area knowledge
related to the unit selected for the study, which covered the Civil War. Partgcipa
completed seven posttests including a textbook vocabulary test, a word part test, an
immediate vocabulary in context test, a comprehension text, a chapter textelageal
vocabulary in context test. In addition, participants completed three descpipsttests,
which were a teacher written questionnaire about the impact of the instructionahprogr
on vocabulary and content learning and group interviews for students and teachers.

All students participated in 45-minute lessons, in which 15 minutes focused on
vocabulary. The vocabulary selected for instructional focus varied by condition.
Students in the MC condition learned anchor vocabulary, which served as a basis for
learning morphemic and contextual strategies, and instructional vogglwihach helped
students practice using the strategies they learned. Students in the p\egroed
vocabulary taken from the textbook for the Civil War unit. There was little qvarla
words learned across conditions with the exception of three words: government,
economy, and constitution.

For the assessments, the vocabulary chosen was as follows. Textbook
Assessment Vocabulary came directly from the text and did not include ady fram

the MC lessons. Morphemic Assessment Vocabulary included words that had morphemic
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elements that students in the MC condition learned about but were not explicitlyttaught
the MC students. Assessment Vocabulary in Context tests, immediate and delayed,
included words taken directly from other units in the textbook but that were not part of
any lessons. Finally, Passage Vocabulary included new words included in an excerpt
from another textbook unit to serve as a measure of student comprehension.

Baumann et al. (2003)’s found several important things when analyzing the
results. Students in the TV treatment scored significantly higher on the Textbook
Vocabulary measure then MC students, as expected by the authors. Students in the MC
condition scored significantly higher on the Word Part Test than students in the TV
condition, as expected. There was not a significant difference between cormlitibres
Immediate or Delayed Vocabulary in Context Test when using the classrabmwast
of analysis. When Baumann et al. examined the results using the student as the unit of
analysis, they found that there was a statistically significantreifte between
conditions, with students in the MC condition scoring higher than students in the TV
condition. There were no statistically significant differences atldssroom level for
comprehension of text containing morphologically and contextually decipherable
vocabulary or for students’ learning of social studies content.

The descriptive results showed that all students learned the strategiestae
taught regardless of condition. Additionally, students used the strategidsahesd to
learn the content and generalized the strategies to other subjects andcditedty,
students and teachers enjoyed the vocabulary program.

Baumann et al. (2003) concluded that students benefit from instruction related to

morphemic strategies to determine new word meanings and content learnimgtdoes
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suffer as a result. Also, Baumann et al. concluded that their results supported pre-
teaching specific content vocabulary in an explicit manner to help studants lea
vocabulary. Baumann et al. stated that their results leave questions about the dienefit
contextual analysis instruction since there were no significant diffesebetween
conditions on the Vocabulary in Context tests.

Baumann et al. (2003) included many details about various aspects of their study.
However, what is missing is a more detailed description of the textbook and the’authors
definition of informational text. Although the text is referred to as content text
throughout the study, the authors’ explicit definition of this kind of text is missinghwhi
may mean they assume the reader knows what they mean by this type of $eximdte
information about vocabulary selection for instruction is needed. Although the authors
described the types of vocabulary used for instruction, details about why thetgdele
particular words or the list of words taught to teach group were missing.

Predicting word meanings. Stahl and Kapinus (1991) examined the
effectiveness of an instructional approach they developed for vocabulary leartheq i
mixed methods study. The Possible Sentences approach is designed to be a gre-readin
activity that supports word learning and incorporates opportunities for studentivabeact
prior knowledge to prepare for reading. The teacher selects six to eitjahgima
words from the text and four to six additional words that students are probably more
familiar with. All words are recorded on the board and the teacher may g¥e bri
definitions. Students then must think of possible sentences that could be found in the text
they will read using at least two of the words from the board. All suggestions are

included regardless of accuracy. Then students read the text, after whicches te
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redirects attention to the sentences from the pre-reading activity. Treeatasis

discusses the sentences and if a sentence could be true, it is left as istelieeseould

not be true, the class decides how to change it so that it could be true in the context of the
text.

Stahl and Kapinus (1991) examined the impact of Possible Sentences on the word
learning of 62 fifth-grade students. Over the course of five days, Kapinusl iisite
students’ classes. Each student completed the Gates-MacGinitie tgsetestof
overall vocabulary knowledge. Additionally, students checked off words they thought
were real on a vocabulary list of 95 words and non-words. Eighteen of the words on the
list were the target words for the study. On days 2, 3, and 4, students read a science
passage on one topic, either the weather, the moon, or objects in the universe. The
passages were about 500 words long and from a book of science readings for middle
school students.

Students also completed three posttests, two right after post-readingidiscus
and one three days after the last treatment. The immediate posttests included one
directing students to recall as many facts as possible from the texhitdr they were
given credit for if the fact was in the text. The second immediate posttest ithvolve
sentences using the target words, a sentence anomaly task. Some sentertces aml
some were false and students had to correctly identify true sentences.laled de
posttest was a multiple-choice test on the target words. Four distractersoveded
for each word, two of which were true, and students had to identify the true ones. This

measure examined student knowledge of the target word definitions.
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Students were assigned to either receive the Possible Sentencestreatme
Semantic Mapping treatment, or no pre-reading activity at all. In the Serivayping
condition, students shared what they knew about a topic, the teacher wrote these ideas on
the board, and the teacher related target words to student ideas. The ideasdvere us
create semantic maps showing how target words and other ideas relatéddtheac
After reading, additional words were added to the maps as necessary. Stewknisg
no treatment read the passage and prepared to answer questions after reading.

Stahl and Kapinus (1991) found that although the Possible Sentences condition
resulted in higher scores across measures, the only measure on which Bessérlees
students scored significantly higher than other students was the multiple-&sbiot
target words. The Semantic Mapping students did significantly better than the no-
treatment students. No significant differences were found on free recall lrutvhea
significant interaction between class and condition, meaning the treatmendgferent
effects in different classes. In two classes, students in the Possildac@snreatment
had significantly higher recall than other students. In the third classwkezeno
differences between treatments. These differences across aegsbe due to
differences in teacher support, with little support from the teacher in tdectagsroom.

Stahl and Kapinus (1991) concluded that Possible Sentences was effective in
teaching content area vocabulary. In addition, the Possible Sentencesritdathto
better retention of content area knowledge and produced the highest scores on all
measures. Stahl and Kapinus argued that the prediction aspect of Possible Semdgnce
have led to greater student involvement in learning than Semantic Mapping. Stahl and

Kapinus then conducted a second study to further investigate their findings.



77

In the second study, Stahl and Kapinus (1991) compared the Possible Sentences
condition involving prediction and whole class discussion to two conditions, one in
which students completed worksheets and did not discuss different sentences and the
other in which students brainstormed ideas about a topic but no discussion occurred about
specific words. Eighty fifth graders in four classes participated inttnily.s Stahl and
Kapinus used the same passages and pre- and posttest measures. The students in the
comparison condition went through the same procedures as those in the Possible
Sentences condition but on an individual basis, with no discussion about possible
sentences or changing sentences to be true.

Stahl and Kapinus (1991) found that students in the Possible Sentences group had
the highest scores on all posttests. These scores were significandy thign those of
other students for the written free recall and sentence anomaly measatdsan8t
Kapinus (1991) concluded that Possible Sentences improved vocabulary recall as well as
fact recall in five of the six classes. Discussion around how specific wdatkdréo a
topic was more beneficial for students than general or no discussion. Although Possible
Sentences led to higher scores in the first study than Semantic Mappingn8tahl a
Kapinus caution that Possible Sentences should not necessarily replace Semantic
Mapping or similar approaches but rather alternate with those as a pre-r@etdiitg.

Stahl and Kapinus (1991) gave little information about the passages students read
in terms of the type of informational, content text. More detailed descrigifdhs
passages and whether they were expository or narrative-informational meoh€lpful
in understanding word learning. Also, Stahl and Kapinus noted that in the first study, a

difference in teacher support existed in one classroom. More detail about how that
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difference negatively impacted students may be helpful in understandingkiod la
differences between conditions. Finally, target words were not chosen pgicylar
method. The authors indicated they chose words on intuition but it may be that a more
systematic way of selecting words for instruction is needed.

M etacognitive strategies. In their descriptive study, Boulware-Gooden,

Carreker, Thornhill, and Joshi (2007) investigated how systematic direct imstratt
metacognitive strategies impacted vocabulary learning in addition to compoghens
Boulware-Gooden et al. (2007) focused on multiple-strategy use for the study, velsich w
one of eight effective or promising strategies according to the Nati@aaliiRy Panel.

The other seven strategies identified as effective or promising we g eoemsion
monitoring, cooperative learning, graphic and semantic organizers, storurgruct
guestion answering, question generation, and summarization. Participants were 119
third-grade students in two schools. All students received 30 minutes of comprehension
instruction for 25 days. Passages were taken from a commercial readiogiwor and

were expository texts of 300 to 400 words. Direct instruction of metacognitategas
accompanied the comprehension instruction in the intervention condition.

Lessons in the intervention condition typically included: an introduction; a focus
on a couple vocabulary words that were examined using semantic webs before reading
reading of the passage by students and support for thinking aloud during readieg; writt
summaries by students focusing on main idea and details, which stemmed fiom clas
discussion in which summary ideas were recorded on the board in a pyramid to support
written summaries; and finally, teacher questioning about the text. The camnparis

condition consisted of the same comprehension instruction but vocabulary webs were not
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used. Students instead copied word definitions and wrote vocabulary words in sentences,
did not participate in discussion of any kind, did not think aloud during reading, and
copied and answered questions after reading.

Boulware-Gooden et al. (2007) administered pre- and posttests to measure student
knowledge. Pretests were three subtests of the Woodcock Johnson 1l Test of
Achievement, the Word Attack, Letter-Word Identification, and Spelling. #&taddso
completed pre- and posttests for comprehension and vocabulary. The comprehension
measure came from the Gray Silent Reading Test and the vocabulary mezsard0-
item multiple-choice vocabulary test for which students picked synonymsdet tar
words to answer the questions. The words were the same for pre- and posttest but
arranged in a different order for each. Boulware-Gooden et al. comparedstties
vocabulary test and comprehension test to determine if differences existeeretw
conditions.

The intervention group, which included students who received direct instruction
in metacognitive strategies in addition to comprehension instruction, improved
significantly over the comparison group in vocabulary and reading comprehension.
Boulware-Gooden et al. (2007) concluded that instruction in multiple-strategy use
contributed to differences in scores on the comprehension and vocabulary measures and
that adding instruction in metacognitive strategies is beneficiatddest
comprehension.

It was not clear what strategies were included in the multiple-strategy
instruction from the beginning. Boulware-Gooden et al. (2007) provided more explicit

descriptions of these combined strategies in their discussion of results butdthagal
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been helpful for these details to be outlined in the beginning so it was cleawigiht

Also, little information was provided about the texts used, other than that they were
expository passages. More information about the texts would be helpful in understanding
the findings.

Summary. The four studies reviewed above relate to different instructional
methods for vocabulary learning from informational text. However, all four stueligte
the same overall goal of vocabulary learning to support text comprehension. The
methods used varied widely and show evidence of a variety of beneficial artitveffec
ways of using informational text to support vocabulary learning.

Summary

The studies included in this section point to the effectiveness of using
informational text as a basis for vocabulary learning. Structured read aloudsaghirey
activities, content area instruction, and comprehension instruction can all provide
opportunities for effective and beneficial vocabulary learning using infaynettext.

Informational Text and Discussion

Ten studies, the most of any category, included discussion as it relates to
informational text and were described in depth in previous sections. Brief s@nmori
these studies and the discussion findings are below.

Discussion and Read Alouds

Oyler (1996), Horowitz & Freeman (1995), Heisey and Kucan (2001), Brabham
and Lynch-Brown (2002), Moschovaki et al. (2007), and Leal (1992) all examined how
discussion connected to informational text read alouds impacted student learniag. Oyl

found that discussion during read alouds allowed students to share authority with the
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teacher on content area topics. Students had the chance to initiate comments, lead
discussions, and build understanding as a community, which supported student
understanding of the texts.

Horowitz and Freeman focused on how students who patrticipated in discussion
before and after read alouds responded to questions evaluating the books compared to
students who had no discussion. Students in the discussion condition liked the expository
text better than the narrative-informational text and thought the expositbryds:sthe
easier one to read. Horowitz and Freeman concluded that discussion enhanced student
interest in texts, which may lead to improve comprehension.

Heisey and Kucan (2010) compared how discussions during read alouds and
discussions after read alouds impacted student learning. No differences were found
between groups on individual story tests but when examining student knowledge across
texts, students in the discussion during read aloud group had significantly higiser ga
from pre- to posttest. Students in the discussion during read aloud group also talked more
frequently about key ideas from the texts.

Brabham and Lynch-Brown (2002) compared how read aloud styles involving
discussion affected student vocabulary learning and comprehension. The theee style
were just reading (with no discussion), performance, with discussion beforeend aft
reading, and interactive, with discussion before, during, and after reading ntStunce
interactive style scored significantly higher on vocabulary measurgsacechto other
students. No significant differences in comprehension were found. Brabham ad Lyn

Brown concluded that discussion does contribute to student vocabulary learning related
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to informational text read alouds and may support comprehension but more research is
needed on comprehension and read aloud style.

Moschovaki et al. (2007) examined how teachers read aloud different kinds of
text and how those differences impacted student responses to texts. Paréichir te
presentation of text led to particular student responses. Affective preseathe
teacher led to affective responses from students. Additionally, teachsivaffe
presentation differed between stories and informational texts with tegchsenting in a
more affective and performance-type manner when reading stories and ieractivg
manner when reading informational texts. The interactive manner involved more
discussion as the read aloud progressed and the affective, performance mannet involve
little interaction during reading but more after reading. Students were often mor
engaged during the interactive presentations of informational text.

Leal (1992) focused on student responses to read alouds based on grade level to
determine if there were differences across grade levels. Leal foainifth graders used
significantly more information across the three sources, an informational book, a
narrative-informational book, and a narrative book, than first or third graders. Students
made significantly more challenge or confirming comments in respompseto
comments as grade level increased. Students also asked more questions agegrade le
rose and in general, students asked more questions about the informational and-narrative
informational texts. All students used a combination of all three text sougodgantly
more when discussing the informational and narrative-informational tegtd.fdund

that the narrative-informational book served to best support student discussion as students
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discussed this text for a longer period of time, made more connections to outsiés sourc
and experiences, and used speculation more often.
I ntertextuality and Discussion.

Oyler and Barry (1996) and Varelas and Pappas (2006) examined a specific
aspect of discussion during informational text read alouds, that of intertextual
connections. Oyler and Barry (1996) focused on how intertextual connections impacted
student comprehension and strategy development. Oyler and Barry noted that students
connected the read aloud texts to songs, poems, television, other books and personal
experiences. The teacher encouraged students to make connections and supported
student discussion, as well as acknowledged all student contributions to thiuelad a
sessions. As a result, the class as a whole built shared understanding of reddjng, tex
and learning while building reading skills and strategies for understanding and
connecting to texts.

Varelas and Pappas (2006) focused on intertextual connections students made for
two science units, one on matter and the other on the water cycle, in first- and second
grade classrooms. Varelas and Pappas found that second graders made rteoteahter
connections than first graders and these connections were most often made thetween
texts and events. First-grade students and their teacher initiated a consistieet of
connections across read aloud sessions but second-grade students initiated more
connections for the first three read alouds and their teacher initiated mthve fast

four.
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Discussion of Word Meanings

As mentioned in the vocabulary section, Stahl and Kapinus (1991) sought to
determine if predicting word meanings would help students learn vocabularyof Best
instructional approach involved discussion of predicted word meanings and uses of words
after reading the texts containing these words. Stahl and Kapinus found thatsstudent
who predicted word meanings before reading, in an approach called Possible Sentence
then discussed these predictions and changed sentences using target wordsl as neede
based on the reading, scored higher on all measures of vocabulary and recall than othe
students. The prediction of words may have led students to be more actively involved in
learning and discussing these predictions. Also, changing sentences as fteeded a
reading may have had the same impact. Discussion supported vocabulary |eamsg i
case.
Summary

The studies that included discussion as aspects of learning from informaddnal t
show that discussion is beneficial for students. Discussion supports student reading
development and comprehension through aspects including vocabulary learning,
intertextual connections, and examining word meanings and use. Interestingly, the
benefits of the placement of discussion may make a difference for studemiseased
by some of the research presented here. Discussion before, during, oadftey re
supports student learning but the placement of discussion that is most beneficial for

students depends on the context for learning.
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Conclusion

The purpose of this study was to investigate whether differences exist in
vocabulary learning based on expository text read aloud style. The followingpgsesti
guided my research: 1) Does discussion contribute to vocabulary learning from
expository text read alouds? 2) Does the placement of discussion during expasitory te
read alouds make a difference in vocabulary learning?

Research | reviewed here shows the multiple benefits of informatiorabtext
read alouds. Specifically, vocabulary learning occurs as a result distassi
informational text read alouds. While this is not an exhaustive review of liter#tere
is important and seminal work included that has informed my study. In addition,
limitations | noted for many studies have provided information and purpose foudyy st

My study addresses gaps found in the literature reviewed here.
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Chapter I11: Method

Research has shown benefits of discussion both during and after read alouds of
expository texts, as discussed in Chapter Il. However, limited resear@sselsihow
placement of discussion impacts vocabulary learning from expository text oed.al
Brabham and Lynch-Brown (2002) compared vocabulary and comprehension growth
based on when discussion occurred as part of read alouds for narrative-informational
texts. My study extends Brabham and Lynch-Brown’s work by focusing oniexpos
text.

In this study, I investigated the effects of two types of discussion on vocabulary
growth from expository text read alouds. | examined whether discussion impacted
vocabulary growth in general and whether the placement of discussion difigrentia
impacted vocabulary growth. | used a pre-post within-subjects desigtieionine if
differences in vocabulary learning existed based on discussion and discusstomepia
in read aloud events.

| compared two read-aloud discussion conditions to a control condition with no
discussion. The research questions for this study were: 1) Does discussitnutsotur
vocabulary learning from expository text read alouds? 2) Does the placement of
discussion during expository text read alouds make a difference in vocabutainyd@a
Pilot Study

| conducted a pilot study to determine the feasibility of my methods. Twelve
second-grade students were randomly assigned to condition, either discussien befor
during, and after, or discussion before and after an expository text read aloud. Students

completed a pretest on 14 words found in an expository text | read Bleselt Gianty
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Barbara Bash. Seven questions required students to select one picture front four tha
showed the word in question and seven questions asked students to select a synonym for
the word in question. This pretest was modeled after measures that Elley (1€88) use
his study of narrative read alouds.

There were three read aloud sessions of the text during the courseelf.a we
Each session lasted approximately 30 minutes. | followed scripts for essstrs
Participants in both conditions experienced the same discussion before reading.
Discussion about vocabulary words in the book was the same for both conditions;
however, participants in one condition discussed words as they were encountered in tex
in addition to after the read aloud and participants in the other condition only discussed
words after the read aloud. | divided the 14 words across the three instructssiaise

After the last read aloud session, participants completed a posttest on an
individual basis. The posttest had the same questions as the pretest but in a different
order. In addition, | asked participants to provide oral definitions of five words on an
individual basis. | also asked participants several survey questions about bkeng in t
study.

The mean pre- and posttest scores, standard deviations, and mean differences for

the treatment conditions are listed in Table 1.
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Table 1

Desert GiantReceptive Vocabulary Measure

Book Treatment n Pretest Mean (SD)  Posttest Mean (SD) Mean
Difference
Desert Giant DDA 6 13.17 (.98) 14.00 (.00) .83

DA 6 11.50 (2.81) 12.50 (2.19) 1.00

Notes DDA=Discussion of target vocabulary words during and after read aloud;
DA=Discussion of target vocabulary words after read aloud; The range efstas O-
14 as each item was worth one point and there was a total of 14 items.

| conducted a repeated measures ANOVA with Time (pretest beforeeintion
VS. posttest after intervention) as the within-subjects factor and Timermjti©a as the

between-subjects factor to determine differences between treanelitians. The

results of this analysis are summarized below in Table 2.



Table 2

89

ANOVA for Desert GiantReceptive Vocabulary Measure

Within-Subjects Effects

Source Sum of df Mean F P
Squares Square

Time (pre/posttest) 5.04 1 5.04 11.42 .007

Time*DesertCondition .04 1 .04 .09 .765

Error 4.42 10 44

Between-Subjects Effects

Source Sum of df Mean F P
Squares Square

Intercept 3927.04 1 3927.04 660.93  .000

DesertCondition 15.04 1 15.04 2.53 143

Error 59.42 10 5.94

The repeated measures ANOVA showed that there was a statigigaifjcant

main effect for time [F(1, 10) = 11.41, p =.008)]. This result indicates that there was

vocabulary growth from pre- to posttest. There was no statistically sagrtificain

effect interaction from Time by condition. | concluded that discussion led to @agecr

in vocabulary; however | was unable to determine which discussion condition was more

beneficial based on the results.
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| also asked students to individually provide oral definitions for five words after
the intervention. However, no comparisons could be made because | did not ask students
to provide oral definitions before the study. Students also answered interview questions
about participating in the study. Seven students said what we did during the read aloud
sessions helped them learn new words. Four students said they did not like hearing the
book read aloud three times because they got bored. When asked what they liked most
about the project, six students said they liked talking about the words and the book the
most.

The results of this pilot informed the procedures and measures | used in this
study, as described in the Research Design section. Specifically, studenboviuhe
number of times | read the book aloud led me to decide on two read aloud sessions of
each book for this study. | compared the words | selected to several tstamion
words to determine the likelihood that these words would be known by second-grade
students. | compared selected words to the Dale-Chall (1995) list of 4,000 words known
by fourth graders and the Gates (1935) list of 1,811 words known by early elementary
students. One word on the target vocabulary list appears on the Dale-Challdast. Al
having expressive vocabulary measures pre- and post- intervention in mpsiuidied
valuable information about vocabulary learning that may have occurred duririgdiie s
which | did not collect during the pilot study.

Resear ch Design

For this study, | used a pre/post within subjects quasi-experimental de$sgh t

for differences in vocabulary learning based on discussion and placemenueséitisc

for expository text read alouds. Rather than assign individual participants to condition, |
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randomly assigned intact classrooms to conditions. Each classroom expeaienced
conditions but differed on the condition by book. Table 3 shows the conditions each
classroom experienced by book.

Table 3

Classroom Conditions by Book

Condition by Book

Discussion During (DD) Discussion After (DA) No Discussion (ND)
Class
1 Flight Wolves Beacons
2 Beacons Flight Wolves
3 Beacons Flight Wolves
4 Wolves Beacons Flight
5 Flight Wolves Beacons
6 Wolves Beacons Flight
Participants

All second-grade students at an elementary school where | taught fouagears
were invited to participate in the study. This school is in a small, mostlycawaty in
the Mid-Atlantic region of the United States. The area of the county whisrechool is
located happens to be mostly suburban, with a small portion of the population from rural
communities. There were six second-grade classrooms and a total of 132 students wer
invited to participate. | went to each classroom and explained the study to staftents

which | sent home a letter with each student explaining the study to faerhpers and
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a consent form asking for family members to give permission to allow thderg to
participate. Fifty-eight students returned signed consent forms. Duricguhee of the

study, one participant moved and two participants were absent for the pretestttesd pos
administration. Therefore, the study included a total of 55 students acrokssesc

Table 4 includes a breakdown of students by class. | have included a breakdown by
gender for informational purposes only. | did not examine gender in this study. Chapman,
Filipenko, McTavish, and Shapiro (2007) conducted research to address the assumption
that boys prefer informational text and girls prefer stories. Chapman 20@r.) (found
evidence against this assumption; boys and girls had similar interestsgertees.

Table 4

Participants by Classroom

Females Males Total
Class
1 7 2 9
2 6 1 7
3 7 3 10
4 6 1 7
5 3 4 7
6 8 7 15

Totals 37 18 55
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Rather than randomly assigning individual participants to condition, | randomly
assigned classrooms to conditions by book, with the conditions being discussion during
read aloud (DD), discussion after read aloud (DA), or a no discussion control (ND).
More details about this will be explained in the procedures. | focused on second-grade
students for several reasons. First, research on informational text readtatulsd®
focus on students in preschool, kindergarten, or first grade (e.g., Duke & Kays, 1998;
Leung, 2008; Oyler, 1996; Pappas, 1993). However, based on my experiences as a
second-grade teacher, not all students entering second grade have learned tangad. M
students finally “get” reading in second grade and begin to be confident, widesreader
during that year. In addition, read alouds are still common literacy praictisesond
grade classrooms.

Materials

Target books. | read aloud three expository texts in this study. | chose these
texts for several reasons. First, each text fits with a unit of study ie¢bad-grade
curriculum for the school where | conducted the study. Also, each text contains
challenging vocabulary, examples of which are provided in the descriptiba texts.

Each text is appropriate for second-grade students according to publisheatrdorm

about targeted grade levels. In addition, my own experiences as a second-grade teache
helped me determine that these texts were appropriate for the contextstidyibased

on topic, language, and text features.

Animals in Flight(Jenkins & Page, 2001) describes birds and other animals that
can fly in addition to attempts by humans to fly machines. Features that make flig

possible are detailed, along with comparisons of size and characteristiemafs that
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fly and animals that appear to fly but really cannot, like the flying squirred t@xt
contains challenging vocabulary, includiggnerateandstreamlined The illustrations in
this book were made with colored paper assembled into images, which are visually
appealing and supplemented by captions.

Beacons of Light: Lighthous€&ibbons, 1990) provides a history of lighthouses.
The author, Gail Gibbons, is an award-winning children’s literature author spegah
expository text. The book contains captions, diagrams with labels, and vivid ilussrati
to supplement the text. Challenging vocabulary, sudteasonandisolated is present
throughout the text.

When the Wolves Returned: Restoring Nature’s Balance in YellowStatent,
2008) details the important role wolves play in Yellowstone National Park and includes
information about many animal inhabitants of the park. This book was an Honor Book
for the National Council of Teachers of English (NCTE)’s 2009 Orbis Pictusdhoa
Outstanding Nonfiction for Children. Photographs of wolves and other animals in
Yellowstone provide real views that support the text. Text boxes summarizingage
also supplement the text and photographs. Challenging vocabulary is included, such as
preserveandthrived

Target Vocabulary Words. | selected specific target vocabulary words from
each of the three expository books. | selected a total of nine words, three fromx¢ach t
and compared them to three sources to determine whether these words are commonly
known by average second-grade students. | used the Dale-Chall (Chall,& 288 list
of 3,000 common words and the Gates (1935) list of 1,811 words likely to be understood

by early elementary students. In addition to the above lists, | comparetvtzzgbulary



95

words to Dale and O’Rourke’s (198iiyving Word VocabularyThis resource is still
considered an important reference for students’ vocabulary knowledge.|l&iemd

Slomin (2001) validated the relevance of Dale and O’Rouke’s list with noorent

student populations, finding that Dale and O’Rourke’s original designations for
vocabulary knowledge by grade level were still accurate. Only one of thevoids

appears on the Dale-Chall list and none of the words appear on the Gates list. &ee Tabl

5 for a list of words by book and how they are leveled according tavimgy Word

Vocabulary.

Table 5

Target vocabulary word levels based onltheng Word Vocabulary

Word Grade Level % of students who
knew word meaning

generate 6 74
preserve 6 68
soar 6 75
streamlined 6 68
swelled* 6 70
beacon 8 72
isolated 8 79
thrive 8 67
wick 8 83

*Swellappears on the Dale-Chall (1995) list of 3,000 common words

| developed word meanings for the target vocabulary words, which were taught to
participants during this study. | used several resources to develop the wordgeehlni
examined the common dictionary definition for each word using Merriam-We&bster

Collegiate Dictionary (2008), how each word was used in context in each book, and how
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each word was defined according to tiang Word VocabularyTable 6 includes the

word meanings used in this study.



97

Table 6

Expressive Vocabulary Measure Target Word Meanings

Word Meaning for the Purposes of This Study

swelled got bigger; expanded gradually

wick twisted cord or thread on a candle/oil lamp that burns when lit
soar fly high through the air, gliding, without flapping wings
isolated alone or separate from others

beacon a signal for guidance

preserve to keep safe from harm or destruction

generate produce, create, make

thrive grow or continue successfully

streamlined straight, smoothly-shaped, making it easy for somethingvieo m

through the air or water

Measures

Pretest. The pretest consisted of receptive and expressive vocabulary measures
(see Appendix A). | administered it to each participant individually, readtigitsan to
each participant. Receptive vocabulary consists of words students recogtéze whi
expressive vocabulary consists of words student can recall and reproduce ($Sénéchal
1997). For receptive vocabulary, students selected one picture from a set of four that
they thought demonstrated the word in question. This is a typical measure of receptive
vocabulary (Wagner, Muse, & Tannenbaum, 2007) and has been used in similar research

(e.g., Elley, 1989). For expressive vocabulary, students were asked to provide an oral
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definition of given words, which is also common for an expressive vocabulary measure
(Wagner et al., 2007).

Posttest. The posttest was administered the day after the last read aloud session
for each class. It was the same as the pretest but with the questions difteEnesttly
(see Appendix B). Participants completed the posttest individually and | rdadesa
to each participant. Scoring for the posttest was the same as on the pretest.

Scoring. Receptive vocabulary measuFar the receptive vocabulary measure on
both the pre- and posttest, | scored each correct answer as one. Incemwecs avere
scored as zero.

Expressive vocabulary measufecording to Beck et al. (2002), knowledge of
word meanings falls along a continuum. Knowledge on this continuum ranges from no
knowledge of a word’s meaning, to a general sense of the meaning, to some knowledge
in context but limited knowledge of application, to rich, decontextualized knowledge
including knowledge of relationships to other words and concepts. Using Beck et al.’s
idea of vocabulary knowledge on a continuum as a starting point, | developed a rating
scale for scoring responses on the expressive vocabulary measure. The geal&agan

0-3. See Table 7 for a detailed description of the scoring scale.
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Table 7

Expressive Vocabulary Measure Scoring Scale

Score Explanation

0 No knowledge of target word meaning

Example Responses:

*| don’t know

*I'm not sure

*unrelated definition provided

1 Limited knowledge of target word meaning as evidenced by a
limited definition and/or limited attempt to use the word in context;
OR use of word in a context that differs from the intervention
context

Examples Responses:

*wick — something on a candle
*isolated — you get left out
*soar — it means you're flying

2 Partial knowledge of target word meaning as evidenced by a
partial definition, use of word in an appropriate context and/or
example provided

Example Responses:

*wick — wick of a candle

*isolated — it means that somebody let’s say went to the group and
they don’t want to play and they kick you out

*soar — the bird is soaring in the sky

3 Clear knowledge of target word meaning as evidenced by explicit
definition that aligns with intervention

Example Responses:

*wick — the part of the candle where you light it, the rope where
the flame is

*isolated — when something is by itself
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*soar — it means to fly through the air without flapping your wings
for a long time like a bird can

Analysis

Receptive vocabulary measure. The goal of the receptive vocabulary measure
was to have participants connect a target vocabulary word with a visuakrgpties of
the word. This connection would demonstrate vocabulary knowledge in a different way
from the expressive measure, much as it did in other research with simifaresgee
Brabham & Lynch-Brown, 2002; Elley, 1988). In selecting which target vocabulary
words to include in this measure, | chose words that could be represented withe pict
However, in choosing words that could be visually represented, | also credieatiarsi
in which the planned ANOVA analysis could not occur.

| selected five target vocabulary words for the receptive measure sinamtlidy
be presented visually. Three of these words came froBaaeondook and one word
each from th&VolvesandFlight books. Unlike the expressive vocabulary measure, this
selection of words is not even across books. With this uneven distribution, | cannot make
a comparison across conditions by book because the condition is nested in the book by
participant. In addition, comparing the effects of condition by book is appropriate to do
with three words per book but not with one word per book. After examining the
receptive vocabulary measure and the uneven distribution of target vocabulary words, |
determined that the words were confounded with condition and thus | could not use the
data for analysis to examine for my research questions. To be able to use this data,
would need an even number of target vocabulary words per book for the receptive

vocabulary measure.
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Expressive vocabulary measure. For the expressive vocabulary measure, |
conducted an ANOVA on the gain scores for each book, which was the difference
between pre- and posttest means, with book treatment as the between-sudigedts fa
analyze the data and determine if differences existed based on treainditibies. A
statistically significant effect of book treatment would indicate thaetivas a change in
vocabulary performance from pretest to posttest. | chose to use gain scateelibe
gain scores showed the vocabulary growth that | set out to look for in this studg. Som
researchers argue that gain scores are not the best data to use dueremmeaasuror
and bias in the pretest and posttest scores used to calculate gain scoties) mresul
inflated estimate of learning that occurred; others argue that gasssaer good
estimates of true learning because they are made up of the actual obsamed sc
(Salkind, 2010). A repeated measures ANOVA provided the same results as yaes anal
of gain scores. | also conducted post hoc tests to determine where exactlyeteachks
were between conditions based on each book. In addition, | calculated Gibfaertise
statistically significant differences found between treatment conditi Calculating
Cohen’sd provides an estimate of the amount of difference between conditions (Cohen,
1988). The magnitude of effect sizes are as follows: sthall2; mediumd = .5; large,

d = .8 (Cohen, 1988).

Discussion. | audio recorded all read aloud sessions in order to examine the
discussion of target vocabulary words. To prepare to analyze the discussiohs, first
transcribed the recordings. Second, | examined the transcripts to determine what
occurred during the discussions. | only examined transcripts for the DD and DA

conditions, totaling 24 transcripts, 12 from the DD read aloud sessions and 12 from the
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DA read aloud sessions. | did not examine transcripts for the ND read aloud sessions
since there was no discussion during these sessions. | followed coding procedures
outlined by Strauss and Corbin (1990) that are common in grounded theory analysis.
Strauss and Corbin noted that coding information contained in transcripts is an important
way to analyze the information collected in a systematic way. They alsbthatehere

are various ways to carry out coding of information. One way is to “take an entire
document, observation, or interview and ask: What seems to be going on here? What
makes this document the same or different from the previous one that | coded? Having
answered these questions, you might return to the data to specificallyeafoalirrose
similarities and differences” (p. 73). | followed this process, takiny aascript of the
discussion and asking myself the above questions. | made notes about what occurred in
each transcript and then moved to the next transcript, making notes and comparing it to
previous transcripts. | made notes about what participants said during the diseusgsi

did they ask questions? What did they specifically comment about — the vocabulary
definition, examples? What connections did they make?

Third, after making notes on the transcripts, | then went back through all the
transcripts multiple times and looked for patterns across the notes that could be groupe
together. Fourth, | created categories out of these patterns, again fgltbeiguidelines
of Strauss and Corbin. | looked at how each note related to a particular gateigoms
of properties, such as what information a participant connected to the vocatarldryr
what information a participant made an inference about, whether it was background
knowledge, information from the text, or something else. Strauss and Corbin pointed out

that knowing the properties of a category help with understanding how information
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within a category can vary. For example, in a category about “making clomsgct

there could be a range of things that participants make connections to, suclora pers
experiences, other texts, and background knowledge, to name a few examplesard@hes
properties of the “making connections” category and knowing about these popertie
helps in understanding what making connections looks like based on the data gathered.
I ntervention

One condition was discussion during read aloud (DD). Students in the DD
condition for a book engaged in discussion before reading the text to set a purpose for
reading and during the read aloud to discuss word meanings of the target vocabulary
words when they occurred in the book. Students were told they were free to share
comments and ask questions as they came up during the read aloud. | stopped reading to
provide instruction on the meanings of target vocabulary words when they were
encountered in the text. Students were encouraged to contribute to the discussion of the
target vocabulary words. After | finished reading each book, no further discussi
occurred. A detailed script for the DD condition can be found in Appendix C.

A second condition was discussion after read aloud (DA). Students in the DA
condition for a book experienced discussion after the read aloud session. Similar to the
DD condition, the DA condition engaged in discussion before reading the text to set a
purpose for reading. | read each book without stopping. After | finished readhng eac
book, I invited students to share comments and ask questions and | provided instruction
on the meanings of the target vocabulary words. Students were encouraged to contribute
to the discussion of the target vocabulary words. A detailed script for the DA oanditi

can be found in Appendix D.
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The no discussion condition (ND) served as a control condition for this study.
Students did not experience any discussion before, during, or after reading. Stugents onl
listened to the books read aloud. A script for the ND condition can be found in Appendix
E.

Procedure

All students for whom consent had been given completed a vocabulary pretest
before the study began, participated with their entire class in two readsassidns for
each of three expository texts, and completed a vocabulary posttest at the end of the
study. | administered the pretest beginning two days before the first ce@dsalssions.

Each participant completed the pretest individually and | read aloud the questiank to e
participant. | recorded participant responses in a notebook as students paogeds.
Participants could not see what | wrote. The pretests were administeregdigt part of

a hallway near the second-grade classrooms.

| read three different expository texts aloud for this study. | read aloadbea&
twice in the same week to each class. |read the books at a time that wasertrioeni
each teacher. The teachers worked with me and with the other second-griaeies teac
determine a schedule for read aloud sessions. Upon entering each classroom, each
teacher had her students move to a place where they could sit to hear me readhand see t
books as | read. | held up each book and stood up often to move closer to students during
the read aloud sessions to ensure all students saw the photographs and illustrations in
each book.

The number of books read aloud is based on previous literature on the topic, as

seen in Chapter Il. Many studies incorporated only two texts; | decided toresead
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extend previous research and determine if procedures work for more than twadrtexts
addition, | chose to read each book aloud two times based on information in Chapter Il
and information gathered from the pilot study. Information gathered duringipantic
interviews after the pilot study indicated that reading aloud one text threg was not
enjoyable. Participants suggested reading aloud a book two times, which itecbnsis
with information in Chapter II.

All students in the class patrticipated in the read aloud sessions but only students
for whom consent had been given completed pre- and posttests. Each read aloud session
incorporating a DD or DA condition lasted approximately 20-25 minutes. Each read
aloud session with the ND condition lasted approximately 15 minutes.

| audio recorded all read aloud sessions. These recordings were made to
determine whether discussion occurred at the appropriate times for each s&tbsthe
DD and DA conditions. | reviewed all transcripts to examine discussion and look for
patterns in the discussions that may have contributed to the study results. The audio
recordings of the ND condition sessions consist of me reading aloud each Hoak wit
discussion or input from students.

| administered the posttest individually to participants beginning the dattsdte
last read aloud session for each class. It took two days to administer thespasatl
participants. | administered the posttest in the same location as the prgtest,
hallway near the second-grade classrooms. In total, the study lastechtheebadf

weeks.
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Summary

This study aimed to address the following research questions: 1) Does discussion
contribute to vocabulary learning from expository text read alouds? 2) Does the
placement of discussion during expository text read alouds make a difference in
vocabulary learning? The findings of this study will address gaps in théureeabout

how discussion contributes to vocabulary learning from expository text read alouds.
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Chapter 1V: Results

In this study, | investigated the effects of two types of discussion on vocabulary
growth from expository text read alouds. The research questions for this stadyl e
Does discussion contribute to vocabulary learning from expository text m@atkal 2)
Does the placement of discussion during expository text read alouds make achffare
vocabulary learning? | will present the results related to thesealkespeestions here.
Receptive Vocabulary Measure

As mentioned in Chapter lll, the goal of the receptive vocabulary measure was t
have participants connect a target vocabulary word with a visual represeofatie
word. This connection would demonstrate some vocabulary knowledge, in a different
way from the expressive measure and similar to measures in othechgsear Brabham
& Lynch-Brown, 2002; Elley, 1988). However, in selecting vocabulary words that could
be represented by pictures, | created a situation in which the words wérarated with
condition. There are three words from Beacondook but only one word from both
theWolvesandFlight books. Thus, with this uneven distribution | was not able to
analyze the data for this measure as planned.
Expressive Vocabulary Measure

As stated earlier, for the expressive vocabulary measure partigganided an
oral definition of the nine target vocabulary words. The participants’ responses we
scored on a Likert-type scale with scores ranging from 0-3. | scorexphessive
vocabulary measures and then had a second person score them as well. The second

person is an experienced teacher and a certified reading specialistateteeliability
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for the pretest was 91% and for the posttest it was 84%. We came to agreement on score
differences through discussion of each item that we scored differently.

The mean pretest and posttest scores, standard deviations, and gain scores for the
treatment and control conditions fathen the Wolves Returnark listed in Table 8.
Table 8

WolvesExpressive Vocabulary Measure

Book Treatment n Pretest Mean (SD)  Posttest Mean (SD)  Gain

Score

Whenthe DD 21 .73 (.63) 2.14 (2.08) 1.41

Wolves

Returned DA 17 .50 (.63) 1.88 (1.50) 1.38
ND 17 1.00 (.87) 1.00 (1.22) 0.00

Notes DD=Discussion of target vocabulary words during read aloud; DA=Discussion of
target vocabulary words after read aloud; ND=no discussion of target vocabatds;
The mean represents a score across 3 words, each with a possible score of 0-3; thus, the
overall possible score range is 0-9.

| conducted an ANOVA on the gain scores with Wolves Treatment as the

between-subjects factor to determine differences between treatmeniormndi he

results of this analysis are summarized in Table 9.
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Table 9
ANOVA on Gain Score foWolvesExpressive Vocabulary Measure idfolves

Between-Subjects Effects

Source Sum of df Mean F P
Squares Square

Intercept 46.48 1 46.48 20.64 .000

WolvesTreatment 22.86 2 11.43 5.08 .010

Error 117.06 52 2.25

The ANOVA showed that there was a statistically significant miéactefor
Wolves Treatment [F(1, 52) = 5.08, p = .010]. Post-hoc tests showed that there was a
statistically significant difference between the DD and ND conditions Qd)as well as
between the DA and ND conditions (p = .005). Calculating ColtEfosthe statistically
significant comparisons resulteddr= .94 for the comparison of DD and ND ashd .91
for the comparison of DA and ND. Thus, there was a large effect of discussing target
vocabulary words both during and after read alouds compared to no discussion for the
Wolvesbook. There was no significant difference between the DD and DA conditions.
The mean pretest and posttest scores, standard deviations, and gain scores for the

treatment and control conditions Beacons of Lighére listed in Table 10.
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Table 10

Beacon€xpressive Vocabulary Measure

Book Treatment n Pretest Mean (SD)  Posttest Mean (SD)  Gain

Score

Beacons DD 17 1.59 (1.46) 4.06 (1.56) 2.47

of Light:

Lighthouses DA 21 .59 (.91) 4.36 (2.06) 3.77
ND 17 1.50 (1.26) 2.13 (1.75) .63

Notes DD=Discussion of target vocabulary words during read aloud; DA=Discussion of
target vocabulary words after read aloud; ND=no discussion of target vocalalas;
The mean represents a score across 3 words, each with a possible score of 0-3; thus, the
overall possible score range is 0-9.

| conducted an ANOVA on the gain score with Beacons Treatment as the
between-subjects factor to determine differences between treatmeniormndi he
results of this analysis are summarized in Table 11.
Table 11

ANOVA on Gain Score for Expressive Vocabulary Measure for Beaconarierat

Between-Subjects Effects

Source Sum of df Mean F P
Squares Square

Intercept 282. 85 1 282.85 82.70 .000

Beaconslreatment 91.79 2 45.89 13.42 .000

Error 177.85 52 3.42

Corrected Total 269.64 54
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The ANOVA showed that there was a statistically significant miéactefor
Beaconslreatment [F(1, 52) = 13.42, p < .000]. Post-hoc tests show that there was a
statistically significant difference between the DD and ND conditions Q06);. between
the DA and ND conditions (p < .001); and between the DD and DA conditions (p = .034).
Calculating Cohen’d for each of the three comparisons resultedin.99 for the
comparison of DD and NI = 1.70 for the comparison of DA and ND; athet .70 for
the comparison of DD and DA. Thus, there was a large effect of discussing target
vocabulary words during the read aloud compared to no discussion Bedhendook.
There was a large effect of discussing target vocabulary words aétad aloud
compared to no discussion for tReacondook. Also, there was a large of effect of
discussing target vocabulary words after a read aloud compared to duridgaéorehfor
theBeacondook. This significant difference between the DA and DD conditions is
addressed in Chapter V.

The mean pretest and posttest scores, standard deviations, and gain scores for the

treatment and control conditions fanimals in Flightare listed in Table 12.
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Table 12

Flight Expressive Vocabulary Measure

Book Treatment n Pretest Mean (SD)  Posttest Mean (SD)  Gain
Score
Animalsin DD 17 .50 (.82) 2.88 (2.33) 2.38
Flight
DA 17 .71 (.99) 4.00 (2.62) 3.29
ND 21 .41 (.67) .73 (.88) 32

Notes DD=Discussion of target vocabulary words during read aloud; DA=Discussion of
target vocabulary words after read aloud; ND=no discussion of target vocalalas;
The mean represents a score across 3 words, each with a possible score of 0-3; thus, the
overall possible score range is 0-9.

| conducted an ANOVA on the gain score with Flight Treatment as the between-
subjects factor to determine differences between treatment conditionsesttie of this
analysis are summarized below in Table 13.

Table 13

ANOVA on Gain Score for Expressive Vocabulary Measure for Flight fivesatt

Source Sum of df Mean F P
Squares Square

Intercept 214.94 1 214.94 71.62 .000

Flight_Treatment 91.48 2 45.74 15.24 .000

Error 156.05 52 3.00

The ANOVA showed that there was a statistically significant miéactefor
Flight Treatment [F(1, 52) = 15.24, p < .000]. Post-hoc tests show that there was a

statistically significant difference between the DD and ND conditions Q0¥ and
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between the DA and ND conditions (p <.001). Calculating ColtEfosthe statistically
significant comparisons resulteddr= 1.19 for the comparison of DD and ND athd

1.72 for the comparison of DA and ND. Thus, there was a large effect of discussing
target vocabulary words both during and after the read aloud compared to no discussion
for theFlight book. There was no significant difference between the DD and DA
conditions.

As listed in the notes for the descriptive statistics tables above, scores on the
expressive vocabulary measure ranged from 0-9. Each item had a scoref 3gend
there were three items per book, resulting in a score range from 0-9. It isantpor
note, however, that an increase in overall score by one point, for example, did not
necessarily mean students learned one additional word. An increase of one peint in t
overall score for items from one book meant that students had an average increase in
word knowledge across the three words. A score of zero would indicate thatrd stude
knew nothing about any of the three words for one book; a score of nine would indicate
that a student clearly knew the meanings of all three words. A score between 0 and 9
would indicate varied knowledge, on average, of the three words.

Discussion of Vocabulary

In following the analysis procedures described by Strauss and Corbin (1990), |
developed several categories from the patterns | found in the transcriptsaté@geries |
developed were making connections, making inferences, using the target vgcabular
word in context, and expanding thinking. Below is a description of each category,
followed by extended examples. A summary of the results of my coding anallysisd

in Table 14.
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Table 14

Summary of Coding Analysis

Category Number of Transcripts lllustrating This
Making Connections 20
Making Inferences 14

Use of Target Vocabulary
Word in Context 12

Expanding Thinking 15

Note.There were a total of 24 transcripts analyzed.

In the making connections category, students used background knowledge and
personal experiences to contribute to the discussion of target vocabulary words. Students
also connected to other words, other texts, and examples related to target vocabulary
words.

For the making inferences category, students tried to build their understanding
during the discussion by using information they had to make a statement or conclusion
related to target vocabulary words. These inferences were made relatiorgi to w
meanings and examples.

For the category of the use of the target vocabulary word in context, students used
target words, or closely related forms of the word, in a phrase or sentence te disalis
meaning. For example, when discussing the wermkrate students discussed the
generatorgheir families use to heat the house in the winter or supply power to boats.

They knew thageneratoranade something, in their case heat for the house or power to
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boats, so many of them started by discussion the gemdrateas it relates tgenerators
making power.

The last major category, expanding thinking, stemmed from moves | made as the
teacher during the read aloud sessions. | often asked students to expand their thinking
when they provided an answer to a question or contributed a comment to the discussion.
This kind of move was both for my understanding of what the student said but also to see
how the student explained his or her thinking and how that contributed to the discussion.

The following are excerpts from discussion transcripts that illess@ne of the
categories | identified. Many transcripts illustrated the categyjsnod randomly chose
these transcripts by drawing numbers since there were many examgiesde trom.

The first excerpt, Excerpt A, from a DD read aloud sessioBdacongllustrates the
making connections categories. Students discussed examples of beacons afkedwe t
about the definition dbeacon

Excerpt A: DD condition taken fromBeaconsliscussion

SZ: Lighthouses also use radio beacons to send warning signals. | want to ask
about this word beacon. It says lighthouses also use radio beacons to send
warning signals. Do you know what a beacon is? What do you think?

Student: The radio.

SZ: The radio. What do you hear from the radio? What comes out of the radio?
Student: Like....(pause)

SZ: Can you see what'’s in the radio?

Student: No.

SZ: What do you do with the radio? You what?

Student: Talk
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SZ: You might talk but you also do what?

Student: Listen.

Student: Listen to it.

SZ: So if we have radio beacons, to send warning signals....

Student: It's a really big radio that we’'re talking about and there’s a big thing
that lets the sound travel through the air.

Student: | think it means that it's a radio.

SZ: A beacon is a signal for guidance. So there’s some kind of signal that is
going to guide people to something. So here they’re talking about a radio beacon.
It's going to be a sound because we use the radio to listen. So they're sending
some kind of signal over the radio, some kind of sound.

But it doesn’t always have to be a sound. There’s another part we’ll get to that
talks about that. So a beacon is a signal that guides you to do something.

What kind of beacon do you guys have when the school day starts? What beacon,
what signal tells you it’s time to start the school day?

Student: The bell.

Me: The bell! That's a beacon, that’s a signal that’s telling you thaint's to
start the school day. What other beacons or signals might you have in your life?

Student: A fire alarm.

Me: A fire alarm, that's a beacon that tells you it’s time to get out of the hgildi
Student: My alarm clock.

Student: Like, if someone breaks in the building, the sound of the alarm.

SZ: So there is an alarm that is for safety.

Student: Code red.

Student: An alarm clock.
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SZ: That's a beacon or a signal that’s guiding you and telling you it's bme t
wake up.

Student: A fire drill.
SZ: A fire drill alarm, that’s telling you what to do.
Student: The announcements.

SZ: The announcements so you know when that sound comes on it’s time to stop
talking and listen.

Student: A siren on an ambulance on an ambulance or a fire truck.

SZ: A siren on an ambulance, what's that siren? When you hear that siren, what
does that make you think to do?

Student: To drive over or get out of the way.
SZ: Get out of the way because they’re probably going to an emergency.

Student: My dogs they always go to the door and bark when they have to go to
the bathroom.

SZ: So that's a beacon or a signal to tell you to let them out.
Student: A horn.

SZ: A horn. And what does the horn sound tell you? What's something it could
mean?

Student: Like if there’s a policeman coming or somebody else, you have to move
out of the way.

SZ: Right, if you're honking the car horn.
Student: My dogs and the bell.
Student: A doorbell.

SZ: A doorbell, that's a beacon or a signal to say somebody’s at your front door.
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In Excerpt A, the making connections category is very evident. Students connected to
beacons in their own life, which helped other students come up with examples as the
discussion continued. Characteristics of these connections include exanghéssteel

the target vocabulary words and personal experiences. Students drew on personal
experiences with signals to discuss beacons once they understood the meaning of the
word.

Excerpt B is from a DA read aloud session\idolves Again, the making
connections category is illustrated. Students used background knowledge and made
connections to personal experiences when discussing the target vocabulattyriwerd
In addition, expanding thinking is also illustrated.

Excerpt B: DA condition taken from\Wolvesdiscussion

SZ: That’s part of it. What else? What else about thrive?
Student: To be able to live and actually be able to walk around.

SZ: Yeah. If something thrives, then that means it's doing well. If | have a plant
at home and | water it and make sure it has sunlight, it grows a lot of leaves. Its
thriving, it's doing really well. It's growing successfully. You need food and
water to grow and thrive.

Student: And shelter.

SZ: And shelter. So thrive means to grow successfully. There’s another place
that that word was. Now | can’t, oh here it is. Scientists believe that rejuhs
wolves would allow other living things like aspens and ground squirrels to thrive
once more. To live, grow successfully, be healthy.

Student: Most bears use just their jaws, like when their jaws are just too little
they adjust it to make them bigger.

SZ: Oh | don't know.

Student: A crocodile can adjust its jaw to make it bigger.
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SZ: Yes, | don’t know if these things can though.

Student: | take care of plants at home.

SZ: So when you give them sunlight and water they thrive?

Student: We're growing a garden at our house.

SZ: What do you do to help your garden thrive and grow successfully?
Student: Get the weeds out. Water it.

SZ: Does it have sunlight? Is it planted in the sun?

Student: Yes.

Student: We are already growing daylilies.

SZ: And what do you do to help your daylilies thrive?

Student: Get out the weeds, water it and let the seed grow its roots. We're
alreadystudying about plants. It's up there.

SZ: Oh yes because you guys are doing your plants unit.

Student: A couple years ago when | went to go visit and across the street it was
inside a barn and there was lots of plants and my brothers and me got a couple
plants and were growing them.

SZ: So you have to do stuff to help them thrive, to take care of them.
Student: Yes.

Student: I'm growing fruit in my house but their too small to grow outside so
right now they’re just staying by the door. And we’re growing cantaloupe and
those things are huge, they're like that big.

SZ: So what do you have to do to help the little fruit thrive so it can get to be big
fruit?

Student: When the fruits are small, my mom waters them and the cucumbers, the
cucumbers, the cucumbers are growing and guess how big the cucumbers are
right now?

SZ: How big?

Student: That big.
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SZ: They're probably going to get bigger too.
Student: My dad is going to make a pond in our backyard for catfish.

SZ: So you'll have to make sure they thrive in your pond.

In Excerpt B, students made connections to the wWurde using background knowledge
and personal experiences. Students used knowledge of animals to connect to animals in
the text. In addition, students used knowledge of plants, as studied at the time during
science lessons, to connect to what other students said about helping plants thrive. The
contribution of taking care of plants stemmed from students’ personal experiéatss.
helped students expand their thinking by asking follow-up questions, such as how they
help plants thrive.

In the Excerpt C, taken from a DD read aloud sessioRlight, we discussed the
word generateand how it relates to power, which illustrates the category of using the
target vocabulary word in context. Excerpt C also illustrates the categoneskioig
connections and making inferences. Students used background knowledge and connected
to personal experiences.

Excerpt C: DD condition taken fromRight discussion

SZ: It is very difficult for a human to generate enough power to lift its body into
the air. Do you know this word generate? What does it mean to generate? What
are you doing if you're generating?

Student: You're powering something up.

SZ: You're making power, what else?

Student: You're making it work.
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SZ: Here it's saying a human cannot generate enough power to make themselves
lift up and fly. So a person can’t make enough power or generate enough power.
What else might you generate? What else might you make?

Student: A machine in a factory.

Student: It's some kind of exercise machine that if you're exercising they dave
cord and you make electricity to make it turn on and the electricity goes in your
house to make your lights go on.

SZ: So you might have an exercise machine that you make power for and
generate electricity. What else might you make? What else might ya) ke

power for, or generate? Here, this person is having to pedal something. Have you
ever done that? What have you pedaled?

Many students: A bike.

SZ: You're generating power when you're pedaling.

Student: The things that you use to make pots.

SZ: Oh yes, the potter wheel. You've got to push the pedal to make it go.

Student: A green machine, you've probably never heard of it but you just sit in it
and make power.

SZ: So generate means to make or create or produce, like power, to bring it about.

In Excerpt C, a student made an inference about what the meagjegeratey

referencing powering something up, before we discussed the meaning of the word

generate Then once | shared the synongmakefor generate students offered examples

of other things that you need to generate, or make, power, for.

In Excerpt D, | determined that there was little discussion. Students did not

contribute much and did not respond to information | provided or asked about in relation

to the target vocabulary wotbrive.

Excerpt D: DD condition taken from\&olvesdiscussion




122

SZ: When the weather was mild, many elk calves survived and the population
swelled. Have you heard this word swelled before? | wonder if you've heard
about it one way but you might know about a different way. What do you know
about this word swelled?

Student: When something is big and puffy.
SZ: Something could be big and puffy.
Student: When there’s more and more of them.

SZ: When there’s more and more of them, which is what they mean here. When
it says the population swelled, there got to be more and more and more elk. It just
kept getting bigger. Which is a little bit like what you were saying aboutexlyel
when you get hurt maybe your ankle or your wrist gets puffy. It gets bigeH

this swelled is when there are many more animals, many more. The wolves are
gone so there’s no predators so the elk population swelled. It gets big. asd that’
beyond a normal limit. So the population expanded, it got bigger.

Out of the 24 transcripts, | determined that there was little discussion in four of
them, including Excerpt D. Students did not respond to questions or comments |
presented related to the targeted vocabulary words. There was no apparent reason or
pattern among these transcripts. Two of the transcripts came from tmeddstg of a
text, one from a DA session fa¥olvesand one from a DD session felight. The other
two transcripts came from the second reading of a text, one from a DD session for
Beaconsand one from a DA session féfolves
Summary of Results

| developed two measures to address my research questions, a receptive
vocabulary measure and an expressive vocabulary measure. The receptive ijocabula
measure could not be used for analysis since the words were confounded with condition.

For the expressive vocabulary measure, several significant resultgeeiméior all three
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books, participants in the DD and DA conditions significantly improved their knowledge
of target vocabulary words compared to participants in the ND condition. Discussion
during and after read alouds had a large effect on vocabulary learning compared to

discussion of vocabulary words.
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Chapter V: Discussion

This study investigated the effects of two types of discussion on vocabulary
growth from expository text read alouds. The research questions for this studly ar
Does discussion contribute to vocabulary learning from expository text @atkal 2)

Does the placement of discussion during expository text read alouds make achffare
vocabulary learning? | will discuss the results as they relate todhesgons.
Discussion and Vocabulary Learning

Despite the importance of vocabulary instruction, teachers spend limited time on
direct instruction of vocabulary (Adams, 1990; Durkin, 1979). Read alouds may expose
students to new vocabulary words. However, one exposure to a word does not mean
students will learn its meaning. A single reading does not enhance exprassabulary
but may contribute to receptive vocabulary (Sénéchal & Cornell, 1993). Multiple
exposures to a word are needed before a student starts to understand its meanetg (Bec
al., 2002; De Temple & Snow, 2003), especially for expressive vocabulary (Cunningham,
2005). The results of my study support the notion that repeated readings contribute to
growth in expressive vocabulary.

In addition, participation during read alouds contributes to growth in expressive
vocabulary (Sénéchal, 1997). Creating an environment in which student participation
allows for extended thinking and analysis is very important for literacytgrow
(Dickinson, Flushman, & Freiberg, 2009). Discussion can allow for this kind of student
participation, as it did in most read aloud sessions in my study, but children have to be
offered particular types of questions and opportunities to participate and be engaged in a

way that extends their thinking and contributes to their learning. When initiaéng t
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discussion about target vocabulary words, | asked open-ended questions to gebh sense
student thinking and | asked follow-up questions when necessary to help students think
more deeply about word meanings, about the contexts for the words in the books | read
aloud, and about application of those words and meanings in other contexts. Also,
participation was not limited to only a few students, which is typical of teaeter-I|
discussions that dominate many classrooms (Cazden, 2001). | allowed all students to
contribute to the discussion if they wanted to do so. Students made connections to
personal experiences, background knowledge, and other words and texts. They also
made inferences, used the target words in context, and expanded their thinking.

My findings, that students in both of the discussion conditions for expository text
read alouds for all three books scored significantly higher on the expressibelaoga
measure for each book than students in the no discussion condition, are supported by the
literature (i.e. Blachowicz & Obrachta, 2005; Brabham et al., 2000; Brabham &Lync
Brown, 2002; Horowitz & Freeman, 1995). Biemiller and Boote (2006) found that
teacher explanations of word meanings contributed to vocabulary growth and offering
those explanations is more effective than just reading stories without anysaiaoofs
word meanings. Coyne et al., (2009) found that instruction including discussion of words
after story read alouds led to greater gains in student vocabulary knowledgeembtopar
no discussion of the words after the read alouds.

Discussion allows students to develop their word knowledge, which according to
Beck et al. (2002) falls along a continuum from little or no knowledge to deep knowledge
involving application of words in varied contexts. Students need to talk about their ideas

and hear the ideas of others as they build knowledge together. Discussing words ma
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help students move along the continuum to better word knowledge. Having the
opportunity to share personal connections and background knowledge is also extremely
important.

Effective vocabulary instruction should include a meaningful context that is
motivating and allows students to build knowledge together (Baker, 2000). Informational
texts are well-suited for read alouds that are engaging and motivating for student
because of the interesting topics they include (Kletzien & Dreher, 2004; Saul &
Dieckman, 2005). Challenging, unfamiliar vocabulary in informational texkesthese
kinds of texts well-suited for vocabulary instruction (Duke & Kays, 1998). Irdbamal
text also offers authentic exposure to vocabulary (Saul & Dieckman, 2005) which makes
these texts good resources for vocabulary instruction. The vocabulary learning that
occurred during this study demonstrates these points. Students learned vocabulary
through authentic exposure in the selected texts, they built vocabulary knowledge
together through discussion, and learning occurred in a meaningful context sgemmi
from expository texts and topics.

The results of my study indicate that discussion of vocabulary both during and
after read alouds leads to increased vocabulary knowledge. The fact thateheer®
significant differences between the two discussion conditions for two of the books
indicates that both types of discussion facilitate vocabulary learning. tatistically
significant difference between the two conditions forBleacondook indicated that
there might be something in particular aboutBleaconsook that contributed to this
significant finding that was different from the other two books. Participants coutd ha

been more engaged with or interested in this text and topic than the others. Perhaps
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participants connected better to the illustrations in the text or the authdrgwili
could be that the vocabulary was easier to connect to f@gheondook or that
participants in the DA condition were more engaged in discussion of the target
vocabulary words. It is hard to know what exactly made this book different for
participants. What these results do indicate, though, is the importance of howsteacher
select informational text for read aloud purposes when discussion is included as part of
instruction. These results indicate that perhaps the placement of discussiostthat be
supports vocabulary growth depends on the text.
Defining Discussion

Based on my findings about what occurred during discussion, | revisited the
definition of discussion. Earlier, | noted that discussion is defined in differerstiway
the literature. In some cases, discussion is defined as the teacher askimgnguand
students responding (Cazden, 2001). In other cases, both students and teachers contribute
to the discussion and respond to each other (Oyler, 1996). After reviewing the discussion
transcripts, | realized that | can now refine my definition of discussioowldefine
discussion in the following way: discussion is talk between the teacher and stodents
which both the teacher and students ask questions, respond to questions, make
connections, make inferences, use context to describe ideas, and expand their thinking.
This kind of discussion is beneficial for students and as | found in this study, can lead to
improved vocabulary knowledge compared to instruction involving no discussion.
Summary

There are many features of informational texts that teachers mugtezonken

selecting texts for read alouds (Kletzien & Dreher, 2004). In addition, teactesrs of
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have different purposes for the selections they make, based on how the texts may be used
instructionally (Donovan & Smolkin, 2005). While the focus of this study was solely on
vocabulary, there is a strong connection between vocabulary knowledge and
comprehension (Anderson & Freebody, 1981; Beck & McKeown, 1991; Pearson,

Hiebert, & Kamil, 2007), which suggests that read aloud purposes involving
comprehension may lead to learning benefits similar to those found in this study when
discussion is included.

Teachers need to determine their purpose for using information texts. Beacher
should also consider how students might benefit from discussions connected to
informational text read alouds. After determining a purpose, it is importanafdrees
to examine informational texts selected for read alouds in order to detefiima¢axts
align with the purpose and how students can benefit from the read alouds. This
examination of texts should be ongoing as different groups of students may respond
differently to texts and discussions will likely be unique for each group ahdeec

My results also point to a need to consider how discussion is defined. There is
limited research on discussion in primary grades and defining discussion ogthdss
is a challenge. My results indicate that students made connections and isference
expanded their thinking, and used ideas in context. These findings led me to revisit my
definition of discussion, refining the definition to include aspects | determined wer
important for student learning in this study. Teachers should think about how they define
discussion, which in turn will determine how they let students participate in these

instructional sessions. Given that both types of discussion led to significantty high
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vocabulary scores on the expressive measure, discussion plays an important role in
vocabulary learning from expository text read alouds.
Limitations and Future Resear ch

There are several limitations to this study that have implications toefut
research. First, while intact classrooms were randomly assigned tda@musditdividual
participants were not. It may be that classes were not homogenous in terms of a
multitude of factors, including reading ability, and that may be a result efeliff
instruction providing by individual teachers in each classroom. Every teachedgsovi
instruction differently so there may have been differences betweea<lzassed on the
instruction provided throughout the year before | conducted my study. Thesendifere
between classes, and thus participants, may have impacted the results naimat ce
classes may have been instructed differently for expressive or recaptataulary
throughout the year. In addition, the role of read alouds in each class may haee diffe
SO response to instruction in that format may have varied based on participants’
experiences throughout the year. Assigning individual participants to corsditi future
research may contribute to different results in that the participantshrceadition may
be more homogenous across conditions.

Second, the measures | created do not have very many items per book. For the
receptive vocabulary measure, | had three items for one book and one item for bach of t
other two books. This led to a situation in which | could not conduct the planned analysis
to compare vocabulary learning across conditions. There was an uneven number of items
across books and there were not enough items for each book. It may be that more having

more items per book would lead to different results because having more items may
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provide a clearer picture of the effect of discussion on vocabulary learninge Futur
research needs to address this issue of the number of items per book included in measures
to determine what best represents vocabulary learning from read alouds.

Third, administering the posttest immediately after the treatmenthawe
contributed only limited information about vocabulary learning. The posttestsresult
provided information about vocabulary learning that occurred shortly beforerants
completed the posttest. However, it is not known how long participants retained that
vocabulary knowledge after the end of the study. Administering another paftites
longer period of time has elapsed to see what lasting effects the mesatrad on
vocabulary learning may provide valuable information that impacts how teackers us
read alouds and incorporate discussion to support vocabulary growth.

Fourth, | selected the particular texts based on information gathered from the
teachers whose classes | worked with. The teachers provided information abmit conte
units they taught and suggested I align books for the study to those units to best support
student learning. However, it could be that using books on topics that do not align with
content units may lead to different results. Using different books may leadtsttmle
respond differently to the text and discussion of vocabulary. In addition, using more and
varied informational texts in future studies may provide more information about which
types of informational books are better suited for a particular discussionicondit
support vocabulary learning. Such things as text features, genre, illustrations a
photographs, text structures, and other aspects of text need to be examined for their
contribution to vocabulary learning from read alouds and discussion. In addition, future

research should address the role of teacher knowledge about expository and other
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informational texts in selecting books for read aloud and vocabulary learning purposes.
Many teachers are not familiar with using informational texts for readlgdurposes
(Donovan & Smolkin, 2001), which may influence the purposes they set for reading these
texts aloud and discussing them. Limited teacher knowledge of these typds afdgx
mean that a particular placement of discussion is best for certain instruptiopases to
support both student and teacher interaction with the text. In addition, futurehesear
should address how teachers view and use discussion to support literacy learning.

Fifth, the purpose of this study was not to analyze the discussion transcripts in
depth. A deeper analysis of these transcripts may offer insight into how student
connected to certain books and certain target vocabulary words, connectionsythat ma
influence vocabulary learning. Future research should incorporate morediatadl in-
depth analyses of transcripts to examine how students respond to read alouds, to
vocabulary instruction, and to both the teacher and peers. Analyses of theseohspects
read aloud sessions may offer more information for understanding how best to use
informational text for read aloud and vocabulary learning purposes and how best to
incorporate discussion to support literacy growth.

There is still limited knowledge about how vocabulary learning is fostered in
elementary classrooms (Dickinson, Flushman, & Freiberg, 2009). Much research has
been done on vocabulary learning in preschool classrooms, some of which translates to
elementary settings, but more needs to be done to learn about students’ vocabulary
growth in elementary classrooms. Also, there is evidence that vocabulaigdesitould
occur in content areas but most often, it only occurs during language est(Fisher,

2009). More research is needed on vocabulary instruction in content areas and
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vocabulary instruction during language arts that is based on content concepts. In
addition, more research is needed on the use of informational texts for vocabulary
learning, specifically expository, since most research centers aroured stod

vocabulary learning. Much more research is needed on the kinds of expository texts, and
informational texts in general, that are better-suited for particularmptaus of

discussion during read aloud sessions to support vocabulary learning.

There is also limited research on what discussion looks like and how it is used in
primary grade classrooms. The results of my study show that discussiorualdera
part of instruction and literacy growth and more research is needed on the role of
discussion, important features of it, and how it can be incorporated into instruction across
elementary grades.

Conclusion

The results of this study indicated large effects of discussion on vocabulary
learning connected to expository text read alouds. Participants who experience
discussion of vocabulary words significantly improved their vocabulary knowledge
compared to participants who did not discuss the words. In the case of one book,
students in a particular discussion condition, discussion after the read aloud,asigific
improved their vocabulary knowledge compared to all other students.

Discussion about specific expository, and other informational, texts used for read
alouds may significantly impact vocabulary learning based on when the discussion occ
during the read aloud. Particular texts may lend themselves better to idisaiss
vocabulary words during a read aloud and others may lend themselves better to

discussion after a read aloud. More research is needed to determine whmdut is a
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particular texts that may influence vocabulary learning from read aloudsifiSpe
purposes for using texts as read alouds may contribute to student vocabulang laarni
well. The purpose for reading aloud expository text in this study was to exaawine
vocabulary knowledge improved based on discussion of target words. Other purposes
may help or hinder vocabulary learning. In addition, purposes for using discussion and
features of discussion are also important to consider in supporting literagypgrow

It is important for teachers to closely examine the informational texttieose
for read aloud purposes before reading occurs. This will give teachers aehs¢
may help or hinder student learning as well as allow teachers to set agigrpprposes
for reading and learning using those texts. Examining texts will alsodapédrs
determine how discussion may best serve student learning. It is alscainmport
teachers to examine vocabulary in chosen texts to determine what words lerelibems
to discussion for learning, and comprehension of the text, since comprehension is closely
tied to vocabulary knowledge (Nagy, 1988) and the ultimate goal of reading.

The results of this study indicate the importance of discussion in supporting
vocabulary growth from informational, and especially expository, text read ald\is
narrowed curriculum, read alouds may be less often used as an instructional approach for
learning. With such rich informational text available, teachers need totkeize
opportunity to read informational texts aloud and focus on vocabulary within,
incorporating discussion into instructional sessions, which will in turn support
comprehension development. The benefits of using informational text for read aloud
purposes are important to note and should drive curriculum designers and teachers to

include more instructional opportunities like these.
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Defining discussion and determining the role it plays in instructionahgstis
crucial for literacy learning. Participants in this study improved theirbudaay
knowledge as a result of discussions during which they could make connections and
inferences, use ideas in context, and expand their thinking. Allowing students the
opportunity to talk about what they are learning is very important for studeatiite
growth. Discussion should continue to be examined in the context of primary grades to

further support early literacy development.
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Appendix A

Vocabulary pretest
|. Receptive Vocabulary Questions

Sample item:

Point to the picture that shows happy
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3. Paint to the picturethat shows soar.




II. Expressive Vocabulary Questions

Sample item:

What does softnean?

1. What does swelled mean?

2. What doeswick mean?

3. What does sopar mean?

4. What doesisolated mean?

5. What does beacon mean?

6. What does preserve mean?

7. What does gener ate mean?

8. What doesthrive mean?

9. What does streamlined mean?
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Appendix B
Vocabulary Posttest
I. Receptive Vocabulary Questions
Sample item:

Point to the picture that shows happy
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1. Point to the picturethat showsisolated.
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3. Paint to the picturethat shows beacon.
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Il. Expressive Vocabulary Questions (students wer e also asked to define the words
above)

Sample item:

What does softnean?

1. What doesisolated mean?

2. What does sopar mean?

3. What does beacon mean?

4. What does swelled mean?

5. What doeswick mean?

6. What does preserve mean?

7. What doesthrive mean?

8. What does streamlined mean?

9. What does generate mean?
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Appendix C
Script for the Discussion During (DD) Condition

Animals in Flight
Day 1
Introduction
e Today | am going to share a book with you about animals that fly. You will hear
and learn new words as | read.

Before Reading
e What do you know about animals that fly? What can you tell me about animals
that fly? (Elicit student responses and comment as needed)
e | am going read the booknimals in Flightto you now. You may ask questions
and make comments as | read.

During Reading (stop when students have something to share in addition to specified
points below)
e Begin reading.

e Stop at page 13 to discuszarafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What doesoarmean? Let me read the sentence again that has
soarin it. What do you think that means?
= There is more than one kind of soar/soar. The one we are talking
about issoarspelled s-o0-a-r. This is not the kind of sore when
your throat hurts, that is s-o-r-e. This is s-0-a-r.
= Soarmeans to fly high in the air, to glide, without flapping wings.
What doesoarhave to do with animals that fly?
= What else mighsoar?
= Sosoarmeans to fly high in the air, to glide, without flapping
wings.
e Let's keep reading.

e Continue reading. Stop at page 15 to disstreamlinedafter reading the
sentence containing it. Elicit student responses and add comments and additional
guestions as needed.
0 Questions and comments for discussion:
=  What does it mean if somethingsseamline®@ | will read the
sentence again that hstseamlinedn it. What do you think that
means?
= Streamlinedneans straight, smoothly-shaped so that something
moves easily through the air or water. So if a bird’s body is
streamlinedwhat does that mean?
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=  What else might bstreamline@
= Sostreamlinedmeans straight, smoothly-shaped so that something
moves easily through the air or water alone or separate from
others.
e Let’'s keep reading.

e Continue reading. Stop at page 28 to disgeserateafter reading the sentence
containing it. Elicit student responses and add comments and additional questions
as needed.

0 Questions and comments for discussion:

= What doegieneratemean? Let me read the sentence with
generaten it again. What does that mean?

= Generataneans produce, make, create. In this book, the author
usesgenerateo talk about why people can't fly with manmade
wings. What do you think that means?

= What else could yogenerat@

» Sogeneratemeans to produce, make, create.

e Ok, let's keep reading.

e Finish reading the book.

¢ We have finished reading this book and we learned some new words. We will
read it again the next time | visit your class. Thank you for listeninglearthg
your ideas!

Day 2
I ntroduction

e Today | am going to shaenimals in Flightwith you again.

Before Reading
e Before | do that, what did you learn about from the first time | read this book to
you? (Elicit student responses and comment as needed).
e | am going to readnimals in Flightagain. You may ask questions and make

comments as | read.

During Reading (stop when students have something to share in addition to specified
points below)
e Begin reading.

e Stop at page 13 to discuszarafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:



143

= We talked about that wobarthe first time | read this book with
you. What doesoarmean? What did we learn absotar?

= There is more than one kind of soar/soar. The one we are talking
about issoarspelled s-o0-a-r. This is not the kind of sore when
your throat hurts, that is s-o-r-e. This is s-0-a-r.

= Soarmeans to fly high in the air, glide, without flapping wings.
Why issoarpart of this book?

= What else did we discuss that migbar?

= Remembersoarmeans to fly high in the air, glide, without
flapping wings.

Ok, let’s keep reading.

Continue reading. Stop at page 15 to disstrgamlinedafter reading the
sentence containing it. Elicit student responses and add comments and additional
guestions as needed.
0 Questions and comments for discussion:
=  We talked about this worstreamlinedalso. What did we learn
about this woragtreamline® What does it mean if something is
streamline@
= Streamlinedneans straight, smoothly-shaped so that something
moves easily through the air or water. Whygtieamlinedpart of
this book?
= What else did we discuss that mightdbeamline@
= Rememberstreamlinedmeans straight, smoothly-shaped so that
something moves easily through the air or water alone or separate
from others.
Ok, let’s keep reading.

Continue reading. Stop at page 28 to disgaswerateafter reading the sentence
containing it. Elicit student responses and add comments and additional questions
as needed.
0 Questions and comments for discussion:
= We talked about this worgeneratealso. What did we learn about
this wordgenerat® What does that mean?
= Generataneans produce, make, create. In this book, the author
usesgenerateo talk about why people can't fly with manmade
wings. What do you think that means?
= What else did we discuss that you could geunerat®
= Remembergeneratemeans to produce, make, create.
Ok, let’s keep reading.

Finish reading the book.

Thank you for listening and sharing your ideas. We have finished reading this
book and we learned some new words.
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**Qptional additional response, depending on where in the study this occurred:

e The next time | come to your class, | will have a new book to share with you.

OR

e This is the last book that | have to share with you. Thank you for letting me come
to your class and share these books. | have really enjoyed reading and discussing
books with you.

Beacons of Light: Lighthouses
Day 1
Introduction
e Today | am going to share a book with you about lighthouses. You will hear and
learn new words as | read.

Before Reading
e What do you know about lighthouses? What can you tell me about lighthouses?
(Elicit student responses and comment as needed)
e What do you know about a coastline, where the water and land meet? (Elicit
student responses and comment as needed)
e | am going read the bodkeacons of Light: Lighthous#s you now. You may
ask questions and make comments as | read.

During Reading (stop when students have something to share in addition to specified
points below)

e Begin reading.

e Stop at pages 10-11 to discugsk after reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:

= What is awick? What doesvick mean? Let me read the sentence
again that hawickin it. What do you think that means?

= A wickis the loosely twisted cord or thread on a candle or oil lamp
that burns when lit. What doesveck have to do with a
lighthouse?

= How are thavicksthe same in a candle and an oil lamp? How are
they different?

=  Where else might you seenack?

= So awickis the cord that burns when you light it on a candle or oil
lamp.
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e Let’'s keep reading.

e Continue reading. Stop at page 18 to disamatedafter reading the sentence
containing it. Elicit student responses and add comments and additional questions
as needed.

0 Questions and comments for discussion:

=  What does it mean if somethingiselated® | will read the
sentence again that hiaslatedin it. What do you think that
means?

= |solatedmeans alone or separate from others. So if a lighthouse is
isolated what does that mean?

=  What else might bsolated

= Soisolatedmeans alone or separate from others.

e Let’s keep reading.

¢ Continue reading. Stop at page 27 to distesconafter reading the sentence
containing it. Elicit student responses and add comments and additional questions
as needed.
0 Questions and comments for discussion:
= What is abeacor? Let me read the sentence vibfaconin it
again. What dodseaconmean?
= A beaconis a signal for guidance. On this page, a raéiaconis
discussed. What do you think that means?
=  What othetbeaconsor signal can you think of? What are some
examples of deaconor a signal for guidance?
= So abeaconis a signal for guidance.
o Ok, let's keep reading.

e Finish reading the book.

e We have finished reading this book and we learned some new words. We will
read it again the next time | visit your class. Thank you for listeninglearthg
your ideas!

Day 2
I ntroduction

e Today | am going to shaieacons of Light: Lighthous@gth you again.

Before Reading
e Before | do that, what did you learn about from the first time | read this book to
you? (Elicit student responses and comment as needed).
e | am going to rea@eacons of Light: Lighthousegain. You may ask questions
and make comments as | read.



146

During Reading (stop when students have something to share in addition to specified

points below)

e Begin reading.

e Stop at page 10-11 to discuggk after reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions for discussion:

We talked about that wondick the first time | shared this book
with you. What doewickmean? What did we learn about a
wick? What is avick?

A wickis the cord or rope of the candle or oil lamp that burns
when lit.

But in lighthouses long ago, they had oil lamps. What do those
have to do with avick?

Thewick is the part of the oil lamp that was lit to make the
lighthouse work to help guide ships.

Remember, thavickis the cord or rope on a candle or oil lamp that
burns when lit.

e Ok, let's keep reading.

e Continue reading. Stop at page 18 to dista@atedafter reading the sentence
containing it. Elicit student responses and add comments and additional questions

as needed.

0 Questions for discussion:

We talked about this wordolatedalso. What doesolatedmean?
Isolatedmeans alone or separate from others.

What doessolatedhave to do with what we are reading? Many
lighthouses aresolatedfrom other things like people or the
mainland.

What else did we discuss when we talked azmlated
Rememberisolatedmeans alone or separate from others.

o Ok, let's keep reading.

¢ Continue reading. Stop at page 27 to distiesconafter reading the sentence
containing it. Elicit student responses and add comments and additional questions

as needed.

0 Questions for discussion:

We talked about this wordeaconbefore. What did we learn
about abeacor?

A beaconis a signal for guidance. Why idoaaconpart of this
book?

A beaconcould be a sound or a light, like the author tells us about
in this book.

What else did we discuss that aeacon8
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= Rememberbeaconmeans a signal for guidance.
e Ok, let's keep reading.

e Finish reading the book.

e Thank you for listening and sharing your ideas. We have finished reading this
book and we learned some new words.

**Qptional additional response, depending on where in the study this occurred:

e The next time | come to your class, | will have a new book to share with you.

OR

e This is the last book that | have to share with you. Thank you for letting me come
to your class and share these books. | have really enjoyed reading and discussing
books with you.

When the Wolves Returned: Restoring Nature’s Balance in Yellowstone
Day 1
Introduction
e Today | am going to share a book with you wolves. You will hear and learn new
words as | read.

Before Reading
e What do you know about wolves? What can you tell me about wolves? (Elicit
student responses and comment as needed)
e What do you know about national parks? What is a national park? (Elicit student
responses and comment as needed)
e | am going read the bodkhen the Wolves Returned: Restoring Nature’s Balance

in Yellowstondo you now. You may ask questions and make comments as |
read.

During Reading (stop when students have something to share in addition to specified
points below)

e Begin reading.

e Stop at page7 to discugeeserveafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What doepreservamean? Let me read the sentence again that has
preserven it. What do you think that means?
= Preservemeans to keep safe from harm or destruction. What does
preservehave to do with a national park?
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=  What else might you need or wanfpi@serve
= Sopreservaneans to keep safe from harm or destruction.
e Let’'s keep reading.

e Continue reading. Stop at page 11 to dissusdledafter reading the sentence
containing it. Elicit student responses and add comments and additional questions
as needed.

0 Questions and comments for discussion:

=  What does it mean if somethiswelle® 1 will read the sentence
again that haswelledin it. What do you think that means?

= Swelledmeans got bigger, expanded gradually. So if this author
talks about how an animal populatiswelled what does that
mean?

=  What else mighswellor haveswelledalready?

= Soswelledmeans got bigger, expanded gradually.

e Let’s keep reading.

e Continue reading. Stop at page 23 to distlusege after reading the sentence
containing it. Elicit student responses and add comments and additional questions
as needed.

0 Questions and comments for discussion:

=  What doeghrive mean? Let me read the sentence titivein it
again. What do you think that means?

= Thrivemeans grow or continue successfully. What dbase
have to do with animals in Yellowstone?

= What else mighthrive? What are examples of other things that
mightthrive?

= Sothrive means grow or continue successfully.

o Ok, let's keep reading.

e Finish reading the book.

e We have finished reading this book and we learned some new words. We will
read it again the next time | visit your class. Thank you for listeninglearthg
your ideas!

Day 2
I ntroduction

e Today | am going to shahen the Wolves Returned: Restoring Nature’s
Balance in Yellowstoneith you again.

Before Reading
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Before | do that, what did you learn about from the first time | read this book to
you? (Elicit student responses and comment as needed).
| am going to readlvhen the Wolves Returned: Restoring Nature’s Balance in

Yellowstoneagain. You may ask questions and make comments as | read.

During Reading (stop when students have something to share in addition to specified
points below)

Begin reading.

Stop at page7 to discupseserveafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:

We talked about this wongreservehe first time | read the book.
What doegreservemean? What did we learn about this word
preserve

Preservemeans to keep safe from harm or destruction. What does
preservehave to do with a national park?

What else did we discuss that you might need or wgntetserve
Rememberpreservameans to keep safe from harm or destruction.

Let’'s keep reading.

Continue reading. Stop at page 11 to diseugaledafter reading the sentence
containing it. Elicit student responses and add comments and additional questions

as needed.

0 Questions and comments for discussion:

We talked about this worslvelled What doeswelledmean?

What did we learn about this wosdvellec?

Swelledmeans got bigger, expanded gradually. So if this author
talks about how an animal populatiswelled what does that
mean?

What else did we talk about that mightellor haveswelled
already?

Remembeswelledmeans got bigger, expanded gradually.

Let's keep reading.

Continue reading. Stop at page 23 to distlusge after reading the sentence
containing it. Elicit student responses and add comments and additional questions

as needed.

0 Questions and comments for discussion:

We talked about this wortthrive. What doeghrive mean? What
did we learn about this wottrive?

Thrivemeans grow or continue successfully. What dbege
have to do with animals in Yellowstone?

What else did we discuss that migiwtive? What examples of
other things that mighhrive did we discuss?
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= Rememberthrive means grow or continue successfully.
e Ok, let's keep reading.

e Finish reading the book.

e Thank you for listening and sharing your ideas. We have finished reading this
book and we learned some new words.

**Qptional additional response, depending on where in the study this occurred:
e The next time | come to your class, | will have a new book to share with you.

OR

e Thisis the last book that | have to share with you. Thank you for letting me come
to your class and share these books. | have really enjoyed reading andrdiscussi
books with you.
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Appendix D
Script for the Discussion After (DA) Condition

Animals in Flight
Day 1
Introduction
e Today | am going to share a book with you about animals that fly. You will hear
and learn new words as | read.

Before Reading
e What do you know about animals that fly? What can you tell me about animals
that fly? (Elicit student responses and comment as needed)
e | am going read the booknimals in Flightto you now. | want you to just listen
as | read and we will talk about the book after | finish reading it.

During Reading
e Read the entire book without stopping

After Reading
e What did you learn from this book?
e You heard some new words while | read this book. | want to review some of
them with you.
e Refer to page 13 to discussarafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What doesoarmean? Let me read the sentence again that has
soarin it. What do you think that means?
= There is more than one kind of soar/soar. The one we are talking
about issoarspelled s-o0-a-r. This is not the kind of sore when
your throat hurts, that is s-o-r-e. This is s-0-a-r.
= Soarmeans to fly high in the air, to glide, without flapping wings.
What doesoarhave to do with animals that fly?
= What else mighsoar?
= Sosoarmeans to fly high in the air, to glide, without flapping
wings.
e Let’s go to the next word | want us to talk about.

e Refer to page 15 to discusgseamlinedafter reading the sentence containing it.
Elicit student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
=  What does it mean if somethingsseamline®@ | will read the
sentence again that hstseamlinedn it. What do you think that
means?
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= Streamlinedneans straight, smoothly-shaped so that something
moves easily through the air or water. So if a bird’s body is
streamlinedwhat does that mean?

=  What else might bstreamline@

= Sostreamlinedmeans straight, smoothly-shaped so that something
moves easily through the air or water alone or separate from
others.

e Let’s go to the last word | want to talk about.

e Refer to page 28 to discugsnerateafter reading the sentence containing it.
Elicit student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What doegieneratemean? Let me read the sentence with
generaten it again. What does that mean?
= Generataneans produce, make, create. In this book, the author
usesgenerateo talk about why people can't fly with manmade
wings. What do you think that means?
= What else could yogenerat@
» Sogeneratemeans to produce, make, create.
e That is the last word | want us to talk about today.

e Thank you for listening while | read and sharing your ideas afted| réée
learned about some new words. We will read it again the next time | visit your
class.

Day 2
I ntroduction

e Today | am going to shaenimals in Flightwith you again.

Before Reading
e Before | do that, what did you learn about from the first time | read this book to
you? (Elicit student responses and comment as needed).
e | am going to readnimals in Flightagain. | want you to just listen as | read and
we will talk about the book after I finish reading it.

During Reading
e Read the entire book without stopping

After Reading
e What did you learn from this book?
e | want to review some of the words in this book that we discussed.
e Refer to page 13 to discussarafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
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0 Questions and comments for discussion:

What doesoarmean? Let me read the sentence again that has
soarin it. What do you think that means?

There is more than one kind of soar/soar. The one we are talking
about issoarspelled s-o0-a-r. This is not the kind of sore when
your throat hurts, that is s-o-r-e. This is s-0-a-r.

Soarmeans to fly high in the air, to glide, without flapping wings.
What doesoarhave to do with animals that fly?

What else mighsoar?

Sosoarmeans to fly high in the air, to glide, without flapping
wings.

e Let’s go to the next word | want us to talk about.

e Refer to page 15 to discusgseamlinedafter reading the sentence containing it.
Elicit student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:

What does it mean if somethingsgeamline@ | will read the
sentence again that hstseamlinedn it. What do you think that
means?

Streamlinedneans straight, smoothly-shaped so that something
moves easily through the air or water. So if a bird’s body is
streamlinedwhat does that mean?

What else might bstreamline@

Sostreamlinedmeans straight, smoothly-shaped so that something
moves easily through the air or water alone or separate from
others.

e Let’s go to the last word | want to talk about.

e Refer to page 28 to discugsnerateafter reading the sentence containing it.
Elicit student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:

What doegjeneratanean? Let me read the sentence with
generatdat again. What does that mean?

Generataneans produce, make, create. In this book, the author
usesgeneratdo talk about why people can’t fly with manmade
wings. What do you think that means?

What else could yogenerat@

Sogeneratameans to produce, make, create.

e Thatis the last word | want us to talk about today.
e Finish reading the book.

e Thank you for listening and sharing your ideas. We have finished reading this
book and we learned some new words.

**Qptional additional response, depending on where in the study this occurred:
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e The next time | come to your class, | will have a new book to share with you.

OR

e This is the last book that | have to share with you. Thank you for letting me come
to your class and share these books. | have really enjoyed reading and discussing
books with you.

Beacons of Light: Lighthouses
Day 1
Introduction
e Today | am going to share a book with you about lighthouses. You will hear and
learn new words as | read.

Before Reading
e What do you know about lighthouses? What can you tell me about lighthouses?
(Elicit student responses and comment as needed)
e What do you know about a coastline, where the water and land meet? (Elicit
student responses and comment as needed)
e | am going read the bod&eacons of Light: Lighthousés you now. | want you
to just listen as | read and we will talk about the book after | finish reading

During Reading
e Read the entire book without stopping.

After Reading
e What did you learn from this book?
e You heard some new words while | read this book. | want to review some of
them with you.
e Refer to pages 10-11 to discweisk after reading the sentence containing it.
Elicit student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What is awick? What doesvick mean? Let me read the sentence
again that hawickin it. What do you think that means?
= A wickis the loosely twisted cord or thread on a candle or oil lamp
that burns when lit. What doesvéck have to do with a
lighthouse?
= How are thavicksthe same in a candle and an oil lamp? How are
they different?
=  Where else might you seenack?
= So awickis the cord that burns when you light it on a candle or oil
lamp.
e Let’s go to the next word | want us to talk about.
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e Refer to page 18 to discuiselatedafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
=  What does it mean if somethingis®latedmean? | will read the
sentence again that hiaslatedin it. What do you think that
means?
» |solatedmeans alone or separate from others. So if a lighthouse is
isolated what does that mean?
=  What else might bsolated
= Soisolatedmeans alone or separate from others.
e There is one more word | want us to talk about.

e Refer to page 27 to disculssaconafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What is abeacor? Let me read the sentence vibtaconin it
again. What dodseaconmean?
= A beaconis a signal for guidance. On this page, a raéaconis
discussed. What do you think that means?
=  What othetbeaconsor signals can you think of? What are some
examples of deaconor a signal for guidance?
= So abeaconis a signal for guidance.
e That is the last word | want us to talk about today.

e Thank you for listening while | read and sharing your ideas afted| réée
learned about some new words. We will read it again the next time | visit your
class.

Day 2
I ntroduction

e Today | am going to shaieacons of Light: Lighthous@gth you again.

Before Reading
e Before | do that, what did you learn about from the first time | read this book to
you? (Elicit student responses and comment as needed).
e | am going to rea@eacons of Light: Lighthouseagain. | want you to just listen
as | read and we will talk about the book after | finish reading it.

During Reading
e Read the entire book without stopping.

After Reading
e What did you learn from this book?
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e | want to review some of the words in this book that we discussed.
e Referto pages 10-11 to discweisk after reading the sentences containing it.
Elicit student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What is awick? What doesvick mean? Let me read the sentence
again that hawickin it. What do you think that means?
= A wickis the loosely twisted cord or thread on a candle or oil lamp
that burns when lit. What doesvick have to do with a
lighthouse?
= How are thavicksthe same in a candle and an oil lamp? How are
they different?
= Where else might you seenack?
= So awickis the cord that burns when you light it on a candle or oil
lamp.
e Let’'s go to the next word | want us to talk about.

e Refer to page 18 to discuiselatedafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
=  What does it mean if somethingis®latedmean? | will read the
sentence again that hiaslatedin it. What do you think that
means?
= |solatedmeans alone or separate from others. So if a lighthouse is
isolated what does that mean?
=  What else might bsolated
= Soisolatedmeans alone or separate from others.
e There is one more word | want us to talk about.

e Refer to page 27 to disculssaconafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What is abeacor? Let me read the sentence vbtaconin it
again. What dodseaconmean?
= A beaconis a signal for guidance. On this page, a raéaconis
discussed. What do you think that means?
=  What othetbeaconsor signals can you think of? What are some
examples of deaconor a signal for guidance?
= So abeaconis a signal for guidance.
e That is the last word | want us to talk about today.

e Thank you for listening while | read and sharing your ideas afted| réée have
finished reading this book and we have learned about some new words.

**Qptional additional response, depending on where in the study this occurred:
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e The next time | come to your class, | will have a new book to share with you.

OR

e This is the last book that | have to share with you. Thank you for letting me come
to your class and share these books. | have really enjoyed reading and discussing
books with you.

When the Wolves Returned: Restoring Nature’s Balance in Yellowstone
Day 1
Introduction

e Today | am going to share a book with you wolves. You will hear and learn new
words as | read.

Before Reading

e What do you know about wolves? What can you tell me about wolves? (Elicit
student responses and comment as needed)

e What do you know about national parks? What is a national park? (Elicit student
responses and comment as needed)

e | am going read the bodkhen the Wolves Returned: Restoring Nature’s Balance
in Yellowstondo you now. | want you to just listen as | read and we will talk
about the book after | finish reading it.

During Reading
e Read the entire book without stopping.

After Reading
e What did you learn from this book?
e | want to review some of the words in this book that we discussed.
e Refer to page7 to discupseserveafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= What doegpreservemean? Let me read the sentence again that has
preserven it. What do you think that means?
= Preservemeans to keep safe from harm or destruction. What does
preservehave to do with a national park?
=  What else might you need or wanfpi@serve
= Sopreservaneans to keep safe from harm or destruction.
e Let’'s go to the next word | want us to talk about.

e Referto page 11 to discuswelledafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
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=  What does it mean if somethiswelle® | will read the sentence
again that haswelledin it. What do you think that means?

= Swelledmeans got bigger, expanded gradually. So if this author
talks about how an animal populatiswelled what does that
mean?

=  What else mighswellor haveswelledalready?

= Soswelledmeans got bigger, expanded gradually.

e There is one more word | want us to talk about.

e Refer to page 23 to discussive after reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
=  What doeghrive mean? Let me read the sentence titivein it
again. What do you think that means?
= Thrivemeans grow or continue successfully. What dbase
have to do with animals in Yellowstone?
=  What else mighthrive? What are examples of other things that
might thrive?
= Sothrive means grow or continue successfully.
e That is the last word | want us to talk about today.

e Thank you for listening while | read and sharing your ideas afted| réée
learned about some new words. We will read it again the next time | visit your
class.

Day 2
I ntroduction
e Today | am going to shahen the Wolves Returned: Restoring Nature’s
Balance in Yellowstoneith you again.

Before Reading
e Before | do that, what did you learn about from the first time | read this book to
you? (Elicit student responses and comment as needed).
e | am going to readiVhen the Wolves Returned: Restoring Nature’s Balance in

Yellowstoneagain. | want you to just listen as | read and we will talk about the
book after I finish reading it.

During Reading
e Read the entire book without stopping.

After Reading
e What did you learn from this book?
e | want to review some of the words in this book that we discussed.
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e Refer to page7 to discupseserveafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
= We talked about this wongreservehe first time | read the book.
What doegpreservemean? What did we learn about this word
preserv@
= Preservemeans to keep safe from harm or destruction. What does
preservehave to do with a national park?
= What else did we discuss that you might need or waprtetgerve
= Rememberpreservaneans to keep safe from harm or destruction.
e Let’s go to the next word | want us to talk about.

e Referto page 11 to discuswelledafter reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
=  We talked about this worsivelled What doeswelledmean?
What did we learn about this wosdvellec?
= Swelledmeans got bigger, expanded gradually. So if this author
talks about how an animal populatiswelled what does that
mean?
=  What else did we talk about that migitellor haveswelled
already?
= Remembeswelledmeans got bigger, expanded gradually.
e There is one more word | want us to talk about.

e Refer to page 23 to discussive after reading the sentence containing it. Elicit
student responses and add comments and additional questions as needed.
0 Questions and comments for discussion:
=  We talked about this wortthrive. What doeghrive mean? What
did we learn about this wottirive?
= Thrivemeans grow or continue successfully. What dbese
have to do with animals in Yellowstone?
= What else did we discuss that migimtive? What examples of
other things that mighhrive did we discuss?
= Rememberthrive means grow or continue successfully.
e That is the last word | want us to discuss.

e Thank you for listening while | read and sharing your ideas afted| réée have
finished reading this book and we have learned about some new words.

**Qptional additional response, depending on where in the study this occurred:

e The next time | come to your class, | will have a new book to share with you.

OR
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e This is the last book that | have to share with you. Thank you for letting me come
to your class and share these books. | have really enjoyed reading and discussing
books with you.
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Appendix E
Script for the No Discussion (ND) Condition

Animals in Flight

Day 1
I ntroduction

[Teacher] Today | am going to share a book with you about animals thatdly wi
hear some new words as | read. | want you to just listen as | read.elfitegaing to
talk about the book. I just want you to listen.

*Read the entire book aloud without stopping.
After Reading

[Teacher] Thank you for listening as | read. | will read it again to yieuw this week.

Day 2
I ntroduction

[Teacher] Today | am going to reAdiimals in Flightagain. You did a great job
listening as | read last time so | want you do that again.

*Read the entire book aloud without stopping.

After Reading

[Teacher] Thank you for listening as | read.

**Qptional additional response, depending on where in the study this occurred:
[Teacher] The next time | come to your class, | will have a new book to shargowith
OR

[Teacher] This is the last book that | have to share with you. Thank you for leing
come to your class and share these books. | have really enjoyed readirgrassirj
books with you.

Beacons of Light: Lighthouses

Day 1
I ntroduction
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[Teacher] Today | am going to share a book with you about lighthouses. Youawill he
some new words as | read. | want you to just listen as | read. We aregttgaalk
about the book. | just want you to listen.

*Read the entire book aloud without stopping.
After Reading

[Teacher] Thank you for listening as | read. | will read it again to yiewn this week.

Day 2
I ntroduction

[Teacher] Today | am going to reBeacons of Lighagain. You did a great job listening
as | read last time so | want you do that again.

*Read the entire book aloud without stopping.

After Reading

[Teacher] Thank you for listening as | read.

**Qptional additional response, depending on where in the study this occurred:
[Teacher] The next time | come to your class, | will have a new book to shargowith
OR

[Teacher] This is the last book that | have to share with you. Thank you for leging
come to your class and share these books. | have really enjoyed reading-assirui
books with you.

When the Wolves Returned: Restoring Nature’s Balance in Yellowstone

Day 1

I ntroduction

[Teacher] Today | am going to share a book with you about wolves. You wilsbesr
new words as | read. | want you to just listen as | read. We aren’t gdiag about the
book. Ijust wanted you to listen.

*Read the entire book aloud without stopping.
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After Reading

[Teacher] Thank you for listening as | read this book. | will read it agayou later this
week.

Day 2
I ntroduction

[Teacher] Today | am going to res¢hen the Wolves Returnadain.

*Read the entire book aloud without stopping.

After Reading

[Teacher] Thank you for listening as | read this book again.

**Qptional additional response, depending on where in the study this occurred:
[Teacher] The next time | come to your class, | will have a new book to shargowith
OR

[Teacher] This is the last book that | have to share with you. Thank you for leging
come to your class and share these books. | have really enjoyed readirgrassirj
books with you.
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