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USING UTERATIJRE WI1H CHILDREN AND AOOLESCENTS
TO IMPROVE READING PROFICIENCY

INTRODUCTION

Wrtbin the past decade, there hasbeena growing body ofevidence that supports the use o~

authentic literature as the foundation ofa classroom languagearts program. The Atlantic Canada

English languageamcurriculum is shapedby severaloutcomes, one beingthat studentsareexpected

to use multiple materials that also include a range of literature in order to become reflective.

articulate,.literate individualsin personaland publiccontexts . Availablestudies andreports indicate

that the use ofliterature not only develops one's readingandwriting abilitiesbut abo hasa powerti.d

influence in promoting positive attitudes toward books (FuhIer. 1990; Funk: and Funk. 1992;

Savage.,1992). In addition. many authorsof recent book publicationssupport a similarview(Booth.

1996; Cox, 1996 ; Fredericks. Blake-Kline. andKristo , 1997; Routman,. 1994). Considering that a

literature-based approach means different thingsto different people, all agree that thereis a wealth

ofleaming potential within the pages ofa well-written book.

Although recently revised basal reading programs do reflect a serious effort to incorporate

literature, the diluted literaryquality of muchaCthecontent in basal readers is significantlycriticized.

From the perspective of advocates for literatureuse, it is better for learners to read within the context

ofa "real" book.ratherthan from an excerpt ora shorreeed version. Generally, "real" bookshave a

greater richness of vocabulary,seeeece structure, and literaryform than do basal readers. Theyalso

have more character development, more plot complication, and more conflict to bold the reader's

interest. Routman (1994). one of the most noted educators irathe field oflan:guage development.

cautions that the basaltext. can be used as a.resource (fit is eoee SO judiciously . In the bands of a.

knowledgeable professional. it can be used meaningfullyifteachcrs are selective about what pans of



the publishedseries are used.

In past years. the atBJ.1IDeDlS againstlit~ reading instructionby IOIDC schoo1­

based educators (e.g. , teachen and administmon) have always revolved around skill mastery and

test scores . Thegeneral feding was that while ·reaI" boob werea niceadditionto thecurriculum,

therewas no solid evidence that studentscouldIeamthe skillsofreadiDgthroughtheuse oflitCl'ltWll .

This is no longer uuebec:ausc oomerousscudies have found tbattbe use ofliterature basa positive

effeet upon stUdents' reWDg achievement (Giddings,l991; McGec,l992). Based on research

(Savage.1989; Tunnell aDdJac:obs.l989). there is ample documeutatioa of reading programs that

have successfully used literatureto increase vocabu1aJy, improve comprehension, and raise test

scores (examples cited by Funk andFunk, 1992· "The Shared Book Experience" in New Zealand,.

Ohio's "Reading RecoveryProgram". andNew York:City's "Open Sesame Program").

To determine bow literature can be used to improve reading proficiency in terms of

vocab ulary and comprehension skills,. a series of three papersfocusing: on its use with students at

diff~t grade levels folloW). The levels include : primary f i.e.• grades K to 3),el~ (i.e.,

grades 4 to 6), and junior/senior high (i.e., grades 7 to 12). Also included is a sampling of recent

research along with descriptions of actual classrooms/schools wbere literature-based programs have

been in use .



USE OF U1ERATURE IN TIlE PRIMARY GRADES

A variety ofinformation on the use of literature with chiktmt at the primarylevel is presented

in this paper. Ibis.information deals with the benefitsofusing authentic litenIture to enhancetbeir

reading development as wen as efFective strategies that teachen can use and attuaI settingswhere

such teaching and learning have been taking place . The topics addressed are as fonows: (i) reading

aloud; (i.i) forms of response ; (ill) sight vocabulary; (iv) phonics instruction; (v) story structure

instruction; (vi ) samplegenre units ; and (vii) cla.ssroomfscbool programs:.

READING ALOUD

There is a strong base of research to show that reading alou d to students accompanied by

dialogue through questions and comments has many benefits., especially when wed in a literature-

based approach (Feite lson, Kita.and Goldstein, 1986; Manarino-Leggett.I995; Saban,.1994). The

following information demonstrat es how reading alou d is beneficial and provides a summary of

effectiv e methods that caD be applied .

In an attempt to know more about the specific language sIcilIstha t children acquire from

listening to stories, Elley (1 989) co nducted two studies with young children to measure the extent

of new vocab ulary they gain from storybooks readaloudto them. All literature selections were newly

published and were considered to have an appcaling story with large, amactive illustrations.

Storybooks were also chosen on the basis ofbaving enough difticultwords for the purposesoftbese

stu dies .

The first study involved a sam ple ofone-hundred sixty-eight7-year.old children.,divided into

seven clas ses . Standardized procedures were devel oped for testingand reading the story aloud .



A pretest of the target words was admini5tCRld 7 daysbt:f'OR the firstreadiDg. A particular storybook.

was then read to each class over a period of l week, with no teacherexplanation ofword 1IleIIIirlgs.

A posttest with the sametarget words was administered2 days after-the final reading. Results

showed that the overall gain in vocabulary leamed was around 15 % . The words that were IDOst

readily learned in the story were those for which the surrounding eomee was helpful. those that

occurred more than once in the story, aJ)(i those that were illustratedin at least one picture.

The secondstudy wu undertaken to address the limitatioDs oftbe tint one by using different

storybooks and a more elaborate design. This study involveda sample of one Inmdredseventy-eight

8-year-o ld children who were divided into eight classes . Six oftbcsc classes included children in the

experimental groups designated as Groups A and B. Two of these classes irdudcd cbildren ill the

contro l groups designated as Group C. Children in the experimentalgroups were exposedto two

treatments. The first:treatment involved reading a particular storybook. threetimes . Explanations of

unfamili ar words were given, In thesecondtreatment. adifferentstorybook. was R&dthree times, No

explanations ofunfamiliar words were given. Pretesting was done as in the first study. Posttesting

for each story was administeml 1 week after it was read initially. and again 3 months later to measur e

permanence oflearning. Children in thecontrol groups too k.aIllests but heard neither story . Results

showedthat after heariDgthe same story . childrenwoo received no teacher explanations showedgains

of 15% and those who did receive explanations showed gains of 40 %. By contrast, the same groups

produced considerable less gains on a second story with different characteristics. For children in the

contro l groups, onl y minimalgains in vocabulary were made . Follow-up test s showed that mostof

the vocab ulary learning was retained.

These two studies provide evidence that reading stories aloud to children is a significant



source ofvocabuJaryacquisition.that teacbm' explanations ofwtfamiliarwords can greatly improve

vocabulary knowledge, and that roost oflbe newIeaming is retaiDed.. Ted features that enhance

learning ofnew vocabulary are fiequcncy ofwordusc. depiction ofthe word in iUustn.tion, andA

context that provides belpful clues. It is hypothesized that the different results for the two stories

read to the experimental. groups in the laststudy maybeattributed 10 the fact that the secondstOry

did not capture the children'5 interest andthus contnlnrted to their lack.: ormvoIvernent.. The evidence

provided by these two studies indicates. however. that multiple readings ofan appealing 100rninute

storywith brief explanationsof UI1fiuniliar wordscan produce significantlylarge gains in vocabulary.

A studywasconductedby Morrow(1990) to investigate whether readingcochildren in small

groups and encouraging verbal interaction can lead to an increasein comprehension ASwenASthe

number and complexity ofquestions andcomments voiced . This study was based on research that

shows children learn better in smallgroups and benefit from the verbal interactive behaviours made

possibl e (Sharan, AcJcerman, andHenz-Lazarowicz. 1980; Yager. Johnson, and Johnson, 1985) . A

further dimension to this study wasto involve only children oflaw socioeconomic status because it

has beendocumented they are read to less frequently at bome than otherchildren,causing them to

have fewer interactions with adults involvingstorybook readings(Heath, 1980; Nmio and Bruner,

197%).

For this SCUdy, Morrow selected a sample of 108 kindergarten children from low

socioeconomic backgrounds. These children fOl' the most pan were not read to at bome, as

determined from results ofa questionnaire sent cotheirparents. HAlf wererandomly selected for the

experimental groups and half for the control groups, with each group consisting of) children .



Research assistants met with thechildren ()DCe. weekfor 11weeks . Eachsession lasted 20 minutes .

Children in theexperimental groups wereinvolved with rescarcb. assistants who hadparticipated in

"interactive behaviour tnining" where tberewas • focus on questioning,. building dialogue and

response, offering praise or positive reinforcement,. giving or extending information. clarifying

information. restating information,.dirr:cting discussion. sharing person.al reaedoes, and relating

concepts to life experiences. During each sessice, the childrenwereread to using a literature

selection that met highquality standards. lnteractivebehaviour was strongly ax:ouraged during the

storybook readings . Childral in the control groups were involved with research assistants who

receivedtraining in teaching;from a traditional reading readiness program which included teachers'

manuals and children 's workbooks. The assistants taught lessons from a manual with follow-up

activities that were skills-related in terms of visualIauditory discrimination. colours. letters, and

rhymes . Interaction betweenadult andchildand among children was POt encouraged.

Comprehension tests, whichconsisted oftraditionai questions andstory structure questions

(as described further on in this paper by Morrow, \934) were administered in the form of pre- and

posttest measures. For these testings, children in both groups (i.e., experimentaland control) were

read Storybook 2 and Storybook II in thesecond and eleventh sessions . From these test s and tape­

recorded sessions. it was found that children in theexperimental groups not only scoredhigher in

comprehensio n but also sbowed superior performance in the number and complexity of their

questions and comments.

A conclusion to this study is that smallgroup interactive story readings seem to be an

important strategy to incorporate into early literacy programsat school. especially with children who

are not experiencing reed-aloud events at home . An implication ofthis $bldy isthat storybook reading



in saen groups provi des a cooperative.socialatmosphere in whichadultsandchildren interact with

and learn from each other. ADchildrenare more euily included,.especially those who are passive or

insecure andtend to get lost in large groupsor are too inhibited to respood in cee-tc-oee settings.

French andFrench (1991) upon from the research bow read-alouds have a positive impact

on the literacy development ofchildrm.in pre-scbooI and kindergarten programs. They have noted

that reading al.oud shwld be • process that involves forethought in the selection. presentation, and

elaboration of stories.

In terms of literacy development. the authon write that read-alouds lead to the following

reading conditions:

• children attending to visual cues by practicing left/right orientation, exploring the concept of

language units (i.e., letters. words), and recognizing word structure andform.

• children applying itltuitive knowledge of language by associating print with meaning,

developing the concept of story (e.g ., beginning, middle, ending), and leanting the foundation of

retellin g and story telling .

• childien integrating visual and language cues by rccogJlizing that sentences are comprised of

words. recognizing that context becomes more evident, andmaking predictions.

• children participating in a meaningful group experience as a viable alternative to workbooks and

skiDsheets, and as pan ofa structure for literature-based programs later on.

In selecting stories to read aloud, a quotation from the writing oftbese authors lists

criteria compiled by experts which note these attn1lutes ofgood reading material :



• StoriessbouJd coatain appropriate tbemes aDdsubjectmattel" .
• Storia obouId ... ........,. dIectiveIy ... ............,..
• Stories shoulduse straight-forward plots.
- Stories shouId.buiJdto a satisfyiDgcooc:fusion.

• StorieoobouId coouin """"'"" ..........
- Stories sbouJd be within thec:ooceptuaIlevd oftbc duld..
• Theboob themselves Deed to be sturdily CODSb'UCUd.
• Stori.. obouId be liked by the penon doing the.........
• Uten>y ......... obouId be ..... dIectiveIy.
• Stories sbouIdbe freeofethnic. rxiaJ or scx:-roIe~
• _ ....... obouIdbe.,..."".,....
- ChildrensbouId be able to -read- the story by looking at the illustrations..
- Childrenshouldbe able to view aDdre--vic:wtheiIlustmions. eachtimegettingItI(ft fiom

them.

In descnb1ng interactive behaviours that llR appropriatefor story reading. another quotatio n

from the writing oft:bese authors stresses tbeir belieftha.t adult s in educational settings wbc fQd,

boob to children should focus on the following:

- ManqiDc
(i ) Introducestory .
(Ii) Provide background infomwion about thebook..
(m) Redi:R:ctim:Ievant discussion back:to thestory.

• PrompDaI
(i) Invite children10 ask questiooJ cr oommcot throughout the story.
(Ii) Scaffoldresponses for clWdrenco modd wberJ. no responsesare made.
( Iii ) Relate responses.to real life aperimcu.

• SUpportial aad Iaro l'Wlial
(i) Answer" questions that are asked .
(U) React to tommenI~

(m) Relat:eyour responses10 real life experiences.
(IV) Provide positive reinfon:ement for children's responses.

According to Reutzeland Couter(l996), one particular benefit o f read ·alouds is that younger

readers are helped to develop a senseofstory stru cture whicb hasbeen clearly linked with effective

reading insuuction. Deve'oping a sense of story helps indiyjduals to store information more



efficiently, predict with greater ease. and recall details with increased accuracy. But: on Trelea.se's

(1989) TheNew/leQd.A./oud Handbook. quoted from the authors is a partial list of "do 's " and

"don' ts" for read+&louds:

Do',
• Read as often as you andthe class have time for.
• Try to set aside at least one traditionaltimeeach day for a story .
• Start with picture booles and build to storyboo ks aDdDOveIs.
• Vary the length andsubject metter ofyou readings.
• Occasi onally read above the children 's imelleewallevel. andcbaI.Iense their minds.
• Allow time fw dus disalssions U\er readinga story .
• Use plentyofexpression wbetL reading .
• Read s10wIyenough for the child to build mentalpictures.

Don'u
• Don 't read stories that you don 't enjoy yourseI£.
• Do n' t continue readinga book once it is obvious that it was a poor choice .
• Don 't feel you have to tie everybook:lOc1asswor:k:..
• Don ' t readabove a child ' s emotional level.
• Don 't impose intervrewions ofa story on your audience.

Read- aloud sessions are a powerfulway to bring childrenand books together ina setting that

bas the potential to enhance their enjoyment of literature and promote their literacy development.

Even children who have limited reading ability can reap these benefits . In this way, aU children have

the op portunity to experience numbers ofbooks by which it is possible to improve listening skills.

build vocab ulary, aid co mprehensi on. and have a positive impact on attitu des toward reading .

"Shared reading" , as.described by Button and Johnson (1991), allows childm1 to tak e pan

in read-alouds by reading in unison with the teacher. Such experiences offers a way for teachers to

help children develop successful reading strategies through the use of quality 1iteratW'C. A more

detailed definition by Routman ( 1994) is that "sharedreading" can beany beneficial reading siwation



in which listeners see the text,. observe a readtl"(usually the teacher) reading it with fluency' and

expression. and are invitedto readalong. In the area of emergent literacy, -shared reading- is well

supported by researchandtheory . First developed in New zealand in the 1970s byteachers wodcing

with DOtededucator Don Hol~way, -shared reading- stemmed from Clay's work (1979) which

doccmened herextensive observations ofwbal good readen do . She found thatskilledreaders rely

on meaning and syntax beforeattending to print details . This gave rise to the practiceofteachers

using me.aning; and spdax to support chikhms devel.oping knowiedge of print .

"Shared reading" may involve different readers., such as the teacber gathering students

together to read to them or students being selected by the teacher to read to others . When teachers

read. a typical approacl\isfor them to use .. familiartext with print large enough for an to see $0 that

students can readalong. This approach is not a program for teaching specific reading skills in a

predetermined sequence. As teachers end students work together to gain meaning from text.

"t eachab le moments- occur. With carefulmonitoring., the teacher may identifY those momentS to

provide the instruction needed at that time. To gain meaning from rec, the teaChermay request that

the students use illustrations, look carefully at the print, consider seereaee syntax. or re-read a

passage . During the early years ofschooling. this focus on meaning supports students" growing

awareness ofconcepts lIbotn print that include the differentiation between letters and words and the

recognition ofhigh frequency words.

One ofthe imponant points to be made is that teachers can use instructional situations that

arise during "shared reading- to explain and illustrate principles andstrategies. ratherthan teaching

skills in isolated ways . Another imponant point concerns the individual nature of such unison

activities. Students panicipate according to their levels ofundemanding and confidence with some



reading proficiently andotben rcadins with appruximatioosoftbe text.. lfthc lens usedare able to

engage the srudents' interau. it then becomes possible for them to participaJ:e actively and

cmbusiastically as they learn 10 beecee more indepeodent and sueoeufuIuadcrs.

Grahamand KeUy (1997) write aboutpracticesto follow for effedivcrad.-aloud sessions.

FlI'1tof an. give serious tbougbI to timing. Ahbougb cb:iJdm:l. an: often most reer:ptiw early in die

day, a story read later OD can also be a successful wayofeading the day.~ c:onsidentioa is

what 10~ to cbildren. This sbouJd bedone with • \Iiew to baImcing genres Ibrougbout the school

yearand tying in.reIevanoe10 oogoingdassroom. work. Oeeeit basbeee decided wba1 will be read.

carefi.tI planningsbouJd take place to ensure00w rruch sbouJd be rad. aDd wheresbouJdbe the

sto pping points to sustain interest. No matter what is chosen to be read, it is important to read

through it first in order to aDricipate anydifIiadtiesthat may arise with understanding.Expectations

about behaviour should also begiven considemioo and disamcd with thechildren. Ta1king with the

childttn before U2ding and asicina for their ideas can go a long way towards m:ininUzing petty

intenuptions. The way read-aloud sessions are opened and dosedalso have an i:mpM:t on c:hiIdreD'$

interactions with text . So it is intportant to give carefultbo\.Ightto bow a book shoul d be introduced

and concluded to maximizestudents' understanding and appnciation of whatwas read.

Gunning (1996) states that wbat~specific steps are used. the importantpoint is to interact

with students in elfons to build their understaDding before, during, andafter the reading ofliterature

selections. It is well- recognized that students comprehend better when stories that are readto them

are discussed. Extension activities are also important . However, a word of idYiceis not to overdo

discussions and activities as this may detract from children's enjQyment of the tnt tad.
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FORMS Of RESPONSE

Rescarcb has doc:umerrted that pt'OViding <:bildrmwith opportUnities to respondto literuure

establishes a liamewodt fortbem.to apply theirundentandiDgabout what bas beenn:ad (Close. 1992;

Nystrand, Gamoran.andHeclc,. 1993) . To elaborate. Macon,.Bewell,and Vogr:(1991) write tbat thc:

purpose of havingstudentsengage in response activitiesto literature is so thatthey can get immersed

and totally involved in ceadingselections. lnfonnation wbicb. shows the diYme ways in which

children ' s responses can be guided follows .

Kelly ( 1990) writes about how taking a graduate course in c:hiIdren'sIiteracureinfluencedher

as a teacher ofthitd-grade students who werelearning to respond to literature. As a result of tiling

this course, KeUylearned about a pew concept of response thataddressedthe followingthree issues :

I) what was noticedin the book:;2) what was felt about the book:; and 3) how the book was related

to personal experiences. With thesepromptS. individualthinking is promoted withina wide range

of possible answers. Readers interactwith text to construct meaning basedon their background

knowledge, allowing for differeut interpretations as a remit of what the reader brings to the reading.

Over the course of I year, all cfthe 28 students in Kelly's class participated in activities that

encouraged personal response to literature. Due to the range ofreading abilities in ber class, KeUy

decided to introduce responding to literature by reading a widevariety ofliterature aloud to the class

rather than havingthe students read silently. Using the prompts already DOted, children responded

to the readings with oral and written responses. In Phase 1 of ee study , once a week during the

beginnin g months of the school year, students rcspoDdedorally to prompts that followed each

reading . Thi s was done as a whole-group activity, with student responses recorded on chan paper
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for all to see andpractice readiDg. WIth thisapproach. students were allowedto heareachothct's

thoughts supported by the reaIiz.ation that an responses were validand valuable andtherewas DO

single right answer. Response activities in Phase 2 took:place once a week:during the remaining

months ofIbe school year. Students responded in writing to theprompts that followed each reading.

For each prompt, there was .. time allotment of around5 minutes . Students were encouraged to

write for the time allowed andoot to worry aboutspeJliDgs as this often slows writing. UDfiuniIiar

words in thestorysuch as characters' names werespelledon the board and troublesome wordswere

spelled if requested, After an writing was completed. students were given an opportunity to share

their responses with the class . Thesewritten responseswere thencollected for the teacher to read.

after which samples ofwork: were put in student portfolios and duplications were made for teacher

files.

Examinationof student responsesproduced certain findings. Initially, oral responses recorded

were briefandusually rdated to only one incidentin the story . As students became more accustomed

to beinggiven theopportunity to respo nd to literature. their one-line responsesbecame more detailed.

As time went on, all SlUdents regardless of reading ability responded in a meaningful.although

sometimes brief: manner and were able to relate story events to experiences in their own lives.

Overall. there was a progressive increase in lengthand depth of responses. This may have resulted

from the students becomingmore comfonable with each other which made themmore williDg to

contribute their own ideas . In analyzingwritten responses. it was noted that thebetter readers were

alsomore fluent writers. All studCltls were inclinedto write in more detailand with more fluency as

the year progressed . Tbeirwritingalsoimprovedwith fewer errors in sentence structure andspelling.

As the year passed, students also seemed better able to put their feelingsinto words when relaying
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how they feh or re1atingstory events to their own!iva. 11is increasing emotional involvementwas

an indication that studentsweremakingmore penonal connections to the stories read.

The authorcoocludes thatencouraging studems to go beyondliterallevds of thinking to more

in-depth analyses and emotional interpretations of literature provides a framework for them. to .

become actively involved in consuucting IIleaJting.Not only were the students in this study actively

involved in both oral and written forms of exprasion.their enthusiasm for titentUIe was sustained

throughout the year.

A genre ofliterature that many teachers find cballenging when guidingstudents ' response is

poetry. After exploring textbooks and research publications which gave very littledirection in bow

to present and teaehpoetry to children,a study was undertaken by Straw, Craven. SadOWY. and

Baardman ( 1993) in crdeetc gain insight into howthis genre of literature can beeffectivelydealt with

at the primary level. Based on the results ofotherstUdies which have shown that highschool students

responded best to poetry under coUaborativelearning conditions . the c:xpcrimenten in this study

decided to explore such an approach with younger studCDtS. lbe purpose of this study was to

compare the effectiveness of traditional instruction with collaborative learning on the performance

of primary-grade studen ts when they are asked to respondto poetry .

The participants in this study were twenty -one 8- and 9-year-old children in a third-grade

classroom. All of tbe children participatedin four sessions, two ofwbich were organizedarounda

teacher-ledformat andtwowhicb. focusedon student-directed. small-groupcollaborative discussions.

Four-poems fromcontemponrylitenturewerechosen. all of similat length andcomplexity. Foreach

sessio n, a different poem wasused10 control for the effect of any one poem on the results oflhe
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study . Theduntionofeach sessionwu 4S mimrtes,.wberebytbecbildren speur: 30 minutes engased

in oral activities foatsiDgOIl the poem aDd15 minuteswriting a response to the poem. During the

first two sessi.oD$ wbichwereteaeber"-directed,.thechiklrencnpged in the foUowingactivities: I)

the teacherread the poemaloud; 2) the children readthe poem aloudwith the teacber; 3) the teacher

drew attention to partems in the poem. such as its rhyme; 4) the teacher explained any unfilmiliac

'wordsand asked. thestudentsto gM: their intt:rpmatio1'lof whatwas taking place in 1he poem;.5)

the teacher and the chiIdrm clapped the rhyme ofthe poem; 6) the teacher asked the childrenfor

suggestions aboutbowto readthepoem again in choralf.ubion;and7) thestudents did • finalchoI1Il

reading ofthe poemaccording to their suggestions.. 'Ibis was followedby baving eachchild respond

in writing to the meaningof the poem.. During the last two sessions which werecollaborative in

nature.children wereassigned to heterogeneousgroupswith 4 or s members. Eachgroup wasgiven

multiple copies of the poem to discuss with other members . After l S minutes. thesmaIlgroups were

called together into a single group . A reporter from each group thenstwed the ideas that bad been

discussed among themselves. The role ofthe teacbc:rat this time was only to act as a facilitator and

to assure everyone that their ideu were valid. This was foUowedagain by each child responding in

writing to the meaning of the poem.

The children 's written responses to eachpoem were gRded ac.cordilIg to the following

criteria: a) a score of3 was given to responses considered to be interpretive iftbey stmwcd insights

into a theme for the poem as a whole; b) a score of 2 was given to RSpODSeS considered to be

inferentialif they drewsome cooc:lusionsbased on part of the poem.but did DOtmake an interpretive

statemen t about the ovenll meaning of the poem; c) a score of 1 wasgiven to raponsesconsidered

to be literal ifthey mold and related conteDtS ofthe poem; and d) a score ofowas givc:n to responses
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that indicated little or DO UDdentulding of the poem. The highest possible score tbat could be

obtained from participabng in either the teacbcr~ or student-led sessions was 6. After

onaIyz;ngdataftomthe_. therosuJts_tbatthe_\eornlDg_'ed5lUdcnts

to make more in-depthraponses.than1he teacbef-directtd stntcgy. foc students underthe teacber­

led condition,. more than 60% scored between1 and 3 wbile less than40% scored between 4 and6.

For students UDderthecollaborative leamiDg«mdition, lessthan15% scored between1and3 while

more than75% scoredbetween4 aad 6 .

Despite thefaa that this studywas limited to a smaI1 sample.it docspoint out thatstudents

can learn a great deal through small-group interactions with peers and that this type ofleaming is

valuable for developingbigber"-~ thiIlking skillssuc:has iDferencing and interpretation. Wrththe

heterogeneity ofcollaborative learning groups. the more able studcrrtsare DOt only able to provide

ideas that eataIyz.e but also to serve as models for higher-level thinking. Whik it is not the

recommendation oftheexperimemers in this study that traditional ways of presenting and teaching

poetry should be totally abandoned, they do strongtyadviseteachers to provideopportunities for

students to apply their knowledge and experience through smaIl-group imeractiODS so they can make

fuller sense of the literature they read .

A study conducI:ed by Commeyras (1994) focuses on the ideaofstuden1s posingquestions

for discussions relatedto stories that have been read. Referringto a particular review ofreading

comprehension research (Dole,. DuftY. &oehler. and Pearson, 1991). questioningwasidentified by

the researchers as one of seven str"Itegies used by thoughtful readers . In response to

recommendations in the literature that reading instructionshouldgraduaUy releaseresponsibility for
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taskstostudems(pearsonandDole,. 1987)andtbegrowingirrtaatinstudent-onlydiscussiongroups

(O 'Ftahavan.1988). Commeyras undertook.. research project in collabomion with a classroom

teacher and her~ class . Thepurposeofthisundertakingwas to Cltplore theprocessof

conducting disalssions in which students engaged in aspects ofcriticalthinking aDdto undemand

the process of moving from wbole--class disamion led by an adult to small-group. studeor:~nly

discussi ons .

Over the course of 17 weeks. all ofthe20 students in this clus took: part in weekly video­

taped sessions . lnitiaUy.discussions were led by adults . Following the seventh session. it was

decided to shift responsibility of what was discussed to the students. After listeuiD8 to a literature

selection readto the class, studentJ were invited to pose questions which would geneme a discussion

of opposing viewpoints. Thequestions wererecorded on chart paper. Then consideredwas questions

whichwould generatea disalssion of opposing viewpoints. Having narrowed the list,. students chose

the question they would like to discuss at leogtIL

Based on informalobservations andexaminationsof the videotapes.,itwasDOted that students

hada dialogue as rich in critical thinking as any wltich bad takenplace during discussions led by the

adult s. The conclusion reached by CotrUne)TI.S and the teacher involved wasthat good discussion

questions are the ones students want to discuss becausethis provides them with opportunities to think

about the issues they see as relevant and interesting.

Through interviews with students., Commeyra.s documented that motivation to learn was

enhanced in classrooms where «:adleRencoun.geself-expression. m::ishow rapect for their ideas.

opinions., and feelings .When the secood-gmJers in this study posed and discussed their own

questions. they were experiencing opponunities for self-expression and respect for their thoughts
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ondfeeIings.

Litcratul'e extensioo acrivitiesare aD exceDerIt way to ccxnpIement andexpand booksaswdl

as to examine text aDdillustmions more closely. In effortsto elicit varied forms of n:spo~

literature extension activitiesprovidestudents with plea.surable. c:hallenging opportunities to interact

with booksandeach other. Adapted ftom the writings ofRoutman (1988, 1994), Iitcnture exteDsion

activitiesthat can lead to a vast range of responses are as follows:

• Recreate the story as a picture book.play, 01"television saipt.

• Write an introduction or dialogue.

• Write a differeut ending or additional chapter.

• Design a new cover for the from andIorback.

• Make a poster that advertises the book.

• Write diary eerries from a character's viewpoint.

• Mak e a II1Unll or diorama depicting scenes from the book.

• Act out part or all of the story.

• Write a letter to a book character or the author with suggestions or questions.

• Advertise the book through a ~mmercial.

• Dress up as & character explaining his or her role.

• Illustrate the setting ofthc book:as a poster, photo album. map. or travel brochure.

• Make a picture book or Big Boole:from a chapter book.

• Create a dictionary for specialized language or facts fouDdin the book.

• Writeareviewoftbebook.
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• Rco<uch~ infunnation Ibout the """"'.

• _allbooksbyooelUtbor.

• Illustnte favorite cbancters.

• Chart sc:quence ofstory cvems. including..pic:lu:re andxmlCDCCS to sumup eachevent .

• Create a project to demoustrate eujoyment. appreciation. andunderstanding of the book..

According to Jtoutman. a !itenture em::osionactivity is worthwhile only ifit has a natw'a1

extension to wbat was read, eooou.rages studmu to cxpc:rience tboogbtful tdlection,. and

demonstrates thatsomethiDghas beenpiDed from.the book.Activitiesthat are overused can become

boring and meaningless for .students. Too IIDJCh response can tum studc:utsoffto a book.. Tbemost

important caution is to incorporate activities that reflect educational theoryabout the teaching and

learning process. Any activityDeICds to bechosen on the basisofbow it serves a useful purpose., bow

well it fits in with teacbing andlearning.and bow it c:nbances students·appm:iation andknowledge

of literature.

To give direction in how to present andteachpoetry to children. Booth ( 1996) provides

informationon how thisgenre oflitcratute can be effectively dealt with at the primary Ieo.d.. In eft'on:s

to elicit responsefrom children.teachers can share poetry in the foUowingways :

1. Choo se poetry that is enjoyable andthat the children will findsignificant.

2. Help children to find the pleasure andsatisf&ction ofpoetry .

3. Prepare poetry in advance andexplore different ways of presenting it.

4. Elq)lain poetry at pertinentpoiDtsbut don't dissect it .

S. Discuss a poem after it bas beenreed withopen-endcd qucstions(e.g_. Whatdid you like about
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the poem? Did any particularwords appealto you?)

To create a poetry crMroamentfor the classroom.someof the wayssuggestedby Booth are

as follows:

• Capturing. poem oa paper

Propose to cbiJdreIl that they have beenhired by thepoet to illustrate hisor herpoem..Before

they begin.,ask:them to consider the messageofthepoem and what mediwnwould best express it .

After deciding on themessage and medium. childrenmay work individually or in groupsto compose

and illustrate the author's views. Following completion, work.may bedisplayed.

• Journal jottinp

When poemsare being read.childrencan jot down their thoughts and feelings as well as any

important connotations or associations. This independent activity can providechildrenwith material

to discuss in response to the reading of poems .

• Questioning the poem

After listening to or reading a poem. children can take time to think of questions about the

poem that they would like to discuss with others . In small-group discussions, these questions can be

raised with peen.

• BrllinstormiDI a title

Read a poemaloudthat thechildrenhave not experienced. Beforereading thepoem, explain

that it will bereadwithout its tide. After listening to the poem in smallgroups.,childrenbrainstorm

possible titles. As a largegroup, a vote can betaken for the title that best suit! thepoem.

In the last twenty years or so, • more infonnal and ctUJd-fiiendlystrain ofpoeuy has been

published. What this means is that children have increased opportunities to experience poetry's
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deligbtsand teacben can fed more comfortable working with this gan. Choosing poems thatappaJ

to childrenand providiIlg aaivities thatthey enjoy wiD. increue their appreciation of' poetry as well

as enhance their literacy development. Wtth this~ it thai becomespossible to~ the

ultimate goal ofhaving studentssample a wide variety ofpoetic formsandbecometUden of poetry.

SIGHT VOCABULARY

It bas been W>wnm reeea studiesthat sight.vOOlbuiarycanbeeffectivelyUlIgbr:10 readers

using litenrtl1rC with meaniDgfu.I context (Simons, 1992; Sinatra. 1992). Informatioa folJowson a

discussion about the impon:.ance ofsight words to the readiDg processfoUowed by tccbniques foJ"

developing sight vocabularywithin the cootext ofquality Iitemure.

When using Iitauure with children. what kind of a role do sigbI words have in the reading

process? In discussing the importance of sight words, (]rolf(1994) writes that beginningreading

materials need a certain numberof these words to create sense and substance. This is so because

initiates to the reading processhave few or no sIcillsto decodewords using:phonics information.

Groff also refers to researchfindingsthat documeut goo4 readerscan recognize words holistically

(Adams . 1990; Ehri, 1992) . The soundingout ofwords is bypassed whichenables the reader to go

directly from the spelling pattern of a word to its meaning.

How can sight words be acquired? Groff refers to researchevidence that points out the

capacity to recognize such words is developed tbroush repeated exposuresto written words

(Samuels, Schermer. and R.cinkins. 1992) . This is so because readers are slower in recogrliz:ing

words that they have never seen before than words they have previously encountered in prim.
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Reference is also made to the recent research by Adams(1990) and Em (1992) that strongly states

the reader's close observance of the spelling pattern of words is the key element in malcing the

transition frOl]1 de<:oding words to reading them.by sight.

What are theimplicatio~ for instrudion'l Groffwrites thatfor beginning readers, the number

of "pre~ sight words should remain as few as possible initially , but at the same time be

sufficient in numberto make readiDg meartingfuL Therefore. it is a wise decision for the teacher to

make sure that these -preliminary" sight wordsevolve dO "wthentic- ones by incorponting them

into phonics instruction at appropriate times for a carefu1 studyof their spelling patterns. So it can

be concluded that the systematic instructionofconventional spelling, according to these researchers,

is a criticalaid in reading devdopmem.

What isthe connection to quality litenature'lFme books abound with words that can be drawn

upon to study lipeUingpatterns at opportune times in meaningfulcontexts.

Leu andKinzer (\991) state that s.ght word instruction should take place withinmeaningful

context. The reason is that children. are more certainabout a word 's meaning whenit appears in a

sentence orpcrase. Therecan.be confusion among words that look.or soundalike (e.g ., close/clothes.

red/read), so it is important to use context to identify words. Another reason for teaching words in

co ntext is to approximate the reading process. Presenting words in isolation may lead children co

think that reading is simply a process of re<:ognizing sepanate words . Often the result is slow,

inefficient word-by-word readingwithout attention to meaning. To develop sight vocabulary, the

authon. suggest the following practices:
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The more opportuDities studentshave to read real texts.the mote they CDCOuIda- high­

frequency words . Therefore. it is important for SbJdentsto read duringclusfOOm activities. Reading

promotes the development of sightvocabularywDc:b. in1UnI, promotes tbe development of reading.

Creatinga litcncy envinmment with a promiDent display of WOldsfrom variedsource s, including

literature, can do muchto developsight word knowledge .

• Utili, iDdividuali:led word baDks

Such word banksCODIist ofboxes with index: cards inside. Words to belearned are noted on

these cards so that one sidebas the word in isolation and &he other sidebasthe word in a sentence

context . Thewords can bepracticed. individually or with a partner .~word.banksmay

originate with students tbemselvcs woo decide what words need to be practicedand learned . Words

are taken from vuied $OUJlleS, including books read .

• Using sipt wonlltdvelopes

To develop agistword envelopes, theteacher prepareswords taken from varied 5OW"CeSsuch

as books read . For eachword on paper. one side bas it presented inisolation while the other side bas

it presented in sentence context . The words can be practiced individually or with a partneT-. In

checking the studects ' ability to m:ognize these words.a dot is madein thecomer to indicate it was

correctly recognizedonce whiletwo dots are for correct recognition twice . Whenall sight words are

known. they are removed from the envelope at which time the date is recorded on it.

• Traditional wholMnlrd .-dItod

A whole-word method follows these steps: 1) newword is presented in senteDce context; 2)

student is helped to IWi entiresentence; 3) studeuts focus on new word as they read., spell.and
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reread it; 4) meaning ofncwword is chccked fotunderstaodmg; S) similarwordsare listed; and6)

sentence is erased except for DeW word which is read, spelled. and reread. Drawing studcrns'

attention to the spellingof tile wordbdps themto fua.Js tbeiratteation on its WuaIfeatures . Usually

no more thaD three or four words arc dealt with in • sirJgle session.. Also. some type of IeamiDg

activity to increaserecognition oftbe word should be provided.

To conclude.. reader bas to recognize wordsquicIdy. acc:uratdy. and easily in orderto read

effectively. So that there is .. focus on makingmeaDing with tile text, the raOer has to become

efficient81 n:cogniziDg wordswith minimal effort. ThemorestudeDts reed, tbe moreWniliar words

becomewhich resultsin moreefficientrecognitionof words.

Holding a similar view to that oftbe prcccdiDgauthors,Graves, wens, andGn:ves (1994)

state that the quickest. easiest,.andmost appropria1e way to teach students sight words so that they

can read text is to teach them as whole words. That is,.words are taught as intact units without

focusing attemion on individuallettcn or sowx1s. The method is simple and straightforward• show

students the word to be learned and say it aloud 50 they can recognize the association between the

spoken word and the written word. Then have them say the word as they are looking at it. 'To

reinforce their learning. students' attention can bedrawn to the source ofthe word such as a book:

previously read.

The author concludes that the best practice for mastering sight words is to read them

repeatedly in meaningfultexts. As soon as possible. have students read the words beingtargeted in

allforms ofliterature that includebig books. littlebooks.poetryboob,. or anyolba' booksthatthey

findmeaningful andeDjoyable. Many eDCOWlten with the words in written contexts thatstudents tmd
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appealing is the key to automltic word recoguition..After- iatroduc;:iDg students to words that occur

frequemtyintenthattbeyfind~ thea. itisnecessauyto enticetbemto read and nn:ad a bosl

of books that CODtain these words.

R.outman(1988 , 1994) writes that t.cae:bi:ng wordsin isolalioo. with no c:onnccti.OD to context,

is not effectivereadinginstructicm. Many basic sight words occur apeuedJy in childrm'5 literuun:

and can be c:asiJ.y learnedin come:xt without boring drill. One particularapproachis that after • story

has beenread with as;roup, SOIIIC:~words Caft be put on indexcards . Doittgso enables

readers to examine eachword aDdpay attention to its specificletters . When reading the words,

students are expectedto do so with the supportoftbe text, They go back to the text to findtheword

and read it in context. and then read it on the card . To further~ word identification.the

vocabulary may beused in a new context through a dictated storyusing innovative words. Because

the content of the story comes from the children' s own ideas. ~ther meaningful context for

identifYingwords is created .

HAving extensiveexperience working with literature in the classroom. &outman favors the

use of predictable books with their features of rhyme, rhytlu:n.and repetition to develop sight

vocabulary. She ales that sight 'Vocabulary may betaUghtto bcgjnningreaders using predictable

books because these materials enable readersto predict thenextword or line or episode even though

they may not be able to n::copize individualwords. . hpea.t.ed opportunities to recognizehigh­

frequencyWordsin predictable contexts bdp childrento develop a sight vocabulary that cart soon be

recognized in other contexts.
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PHONICS INSTRUCTION

Acoonfing to _ (CIay,I99I; Defunl, Lyon>, aDd _1991; Routow>,I994),

successful readen imcnct with lett by using three cueing systems . These systems include semantics

(context), syntax (str\lCIUfe aod grammar). and grapbo-pbonics (Jetter-sound relationships). To

achieve maximumcomprebmsion, DO area can exist in isolation fromthecebes. Althoughphonics

is considered to be .subordinate to semantics andsyntax. it is still iDtegraI to thereadirIgprocess. The

following information relates to approaches that may be Uken in the use of phonics within a

literature-based approach.

Trachtenbutg (1990) proposes. bow these two approaches may be combined in a

complementarymanner so thatphonics ir1structioo is provided withinthe context of quality children's

literature. A description ofthis strategy that unites phonics instruction and children's literature will

be presented initially . followed bytheauthor's rcoommead3lionl as to when. andwhen oot to use this

strategy.

Trachtenburg proposes a "who le-part-whole sequence " that integrateS phonics instruction

with children's literature in the following manner: 1) whole - read, comprehend and enjoy an entire

selection of literature; 2) part • provide instruction with follow-up activities in a targeted phonic

element by drawing from or extending the selection ofliterature ; and 3) whole - apply the new skill

to another entireselection of literature. A good source of literature to use for this purpose would be

trade books that haverepeated phonic eIements, such asthe individuaJ. short or 1000g vowel sounds.

With this approach:. therearises a welcome alternative to teaching phonics in isolation.

According to Trachtenburg, phonics instruction should focus on the most important and
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<eguIar><><n><l.<ymbo1 mano....... She__......1bUapprooohonlyfoclDghutility phome

genenli2:atioos. Another recommendation is that this approach sbouJdonlybe usedwith children

who needsuch instruction.. Throughan informaldiagnosis.teachers CUI.idemifywhichskiUs to teach

to particular children.. Settingup groupshued on similaraeeds is more beneficial than offering

blanket instructionto children, some of whom may a1rcadyknow what is being taught .

To present a balanced approachso that studetJts can learn about print while engaging in

authentic reading andwriting.Durica(1996) makes tbe following recommendations:

1. Choose a book because it is one worth sharing with students .

2. Read the book and eujoy its literary features.

3. Choose selected words,.Phrases. or sentences fromthe text cor:tt:ainiPg the phonetic dement or

high-frequency word to beemphasized.

4. For a phonetic element, have students note~ among words in sentences or phrases.

5. For a bigh·frequency word, have students try to findthe word as many times as possible in the

text .

6. After discussion, present a mini-lesson withdirect instruction 00 the phonetic principle or high­

frequency word chosen .

7. Return to the tee with the idea of cross-chccking by usingthe three cueing systemsto determine

words «.s.meaningclues,grmunar c1ud.).

8. Demonstrate bow the phonetic principle or high-frequencyword is used in writingbecause the

processes ofreading andwriting support each other.

9. Implement fellow-up activities for additionalpractice. Remember to keep these fun ratherthan
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make them drills.

10. Use other boob to reirlforceorrcviewthe content of a specific lesson.

AlthooghDurica places emphasis on phonetics. she states that using this approach aloneto

achieve word accuracy and jdentification is inefficient and ineffective. Emphasis must be placed on

the Interacdcn of the three cueing systems aIready noted. Because there is so much wonderful

literature available today, it should DOt happenthat schools producestudentswho are ca pable of

reading but choose not to do so because they have beenexposcd to books with little appeal .The skills

andstrategies taught to Shldents are of no importance ifthey will not use them to enhance their lives

with the pleasures of reading .

In discussing the role of phonics to early literacy development. Emmitt and Hornsby (1996)

write that individuals need to develop at least a rudimentary knowledge of phonics andan ability to

use that knowledge . To readproficiently, readers mustcombine the relationship between the patterns

of sounds and lett:en in wordswith the "meaning- base" ofwords. Therefore. the use of phonics

is most effective when usedalong with prior knowledge and coetee rather than in isolation .

So that teachers become better able to observe and interpret children's reading performances

as well as provide appropriate demonstrations and feedback. Emmitt andHornsby recommend that

there should be instruc:tionalemphasis placed on the following categories of knowledge :

• Pbo ncmic: . .... reness

To develop anduse phonic knowledge, children need 10 become attuned to the concept of

· words" and the soundswithin words. Although young children are capable ofdifferentiating words

that they hear. they may not be able to appreciate individual sounds in words or manipulate these
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sounds. Considrringtbat theycan differentiatespeech unitssuchas syllablesand the parts of syDables

(LC.. onsets - initialcomonant orconsonant duster; andrimea- remainderofletters often reIated to

rhymes) . certain activities can help them.to become more familiar with the workings of words.

Through stories, poems. songs, and jingles as found in quality Iiter'aturc selections. teachers can

involve students in such activities as those that involve alliteration whereby initial consonants ace

repeated (e.g. , mom,.man, mop) andThyme. to point out similarsoundpattcms [e.g .,- oak, . at. . in).

• Letter Dames

It is important for-childred to leam the DameS of1etters because the name of a letter is always

constant and reference can be made to it withoutanyconfusion whatsoever. A rich resource is the

manyalphabet books that are available in pictureform.

• Letter shapes

To develop tbeirvisual images ofwords, cbildrenneed to learn the shapes ofletters and bow

they are formed. Through manipulaIivcmaterials andwell-illustratedbooks. childrencan acquire this

kindof learning.

• CODloDaats and ram mOd letter patterns

Used with syntactic (grammar sense) and semantic (sentence sense) inforntation, consonants

and consonant clusters usually provide enough information fOT word recognition and reading for

meaning . Reseuch indicates that readers attendto initiallenen more often than other word parts,

that they attend to finalletters more than medialletters, andthat consonants arc more important than

vowels in providing the reader with information(Adams. 1990). Thereforc, teaching children.to

sound out words letter by letter isunwise. Also. this practice can cause a distortion of sound so that

the word pronounced is quite difFerent from the wget: word In addition, the practice ofteaching
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numerous complex:vowel. rules is unwise considering that they are rdativdy unimportant in

ideutifYing words, Since thereis grear:ern:gu1arilybetweenpatternsof soundsand letters than there

is between siDgIesoundsandIftten., it logicallyfoDowsthat the focusofphonics should beon this

relationship betweenpatterns ofsoundsand patterns ofletters . through rich experiences ofwords

in context, childrensbouldgraduaOy developan.understanding of these sound-letter patterns. Some

suggested fallow-up activitiesincludeusingwordsfrom literature amently being read in order to

build word charts showingcommonpatterns O~ sortiJ'JgwordsaceordiDg to common patterns.

One of the main poims made by Emmitt and Hornsby ill that children best acquire phonic

knowledge through rich experienceswith print madeposszblethrough the use of quality literature .

In this way. children are provided with opportunities to use their phonicknowledge. The other point

made bytbem refers to the importanceoffocusing on the patterns between SOU11d$ andletters so that

children become able to transferphonic knowledge to a lot of words . Therefore. it is essential that

phonics be taught according to common soaad-letter patterns within the context of meaningful

literature

In order to keep phonics in perspective so that thereis not too little or tOODDJch emphasis

placed on it, Routman (1996) recommendsthat teachers take the following steps:

• Become Jawwledgeable . Make it.brown that phonics is taught

Refer to professional publications to acquir e information about the role of phonics in the

reading process. Inform administrators and parents that phonics is included as pan:of teacbiPg

literacy.

• Share informatiOn obtainedaborIt phonics with administraton, other educators and parents.
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Read. discuss, copy,and clistribute any informationleamed aboutphonics.suchas strategies

or kits that may bebc:nc:ficial or even questionable .

• Help parents 10adopt Q broad view a/reading.

Tell parents that readingbookscontributes more to reading achievement(i.e., vocabulary and

comprehension) thanany otberf3ctor. When reading. importance should beplacedon discussions .00

questions to bring out the joys ofboob.

• Post enlargedphonics cham in the classroom.

Construct newchartseachyear that rdlcct students' needs aDdinquiries. Allow stu dents to

have input by including rules and patterns that are worth learning .

• Use most of reading time to read.

Although gamesand activitiescanhelp develop phonics knowledge,. provide lots ofbooks for

reading as one oftbe quickest waysto help readm recognize words itnmedia1elyand accurately.

• Tape-record conferencereadingswith students.

Make comments offering support and suggestions to student s so that later on. parents can

listen to and model thesecomments in order to hdp with their child's readingat home .

o Invite paren ts to join in at reading time.

Have parents come in during reading timeso theycan see whatkindof teaching goes on and

ways to support their child's reading at home.

o Use informal. direct assessments as alternatives to SlandDrrJized testing.

Toassure a ba1.anced,. aeauate picture of stUdents' reading. keep records of strengths and

needs observed duriDgthe readingprocess (e.g. , word substitutions or omissions) . Theseresults can

then be shared with individualstudents and parents.
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• Lobbydepart1tlerlb ofedw:aIion against nlJllindCOflTSU in inlensive. systematic phonics.

speak out againstc:ducational pndit:es thatmay be to the detrimentof students' leaming.

While phonics ~ necessary to the reading-writing process,. there are mauy ways apart from an

intensive, systematic approach for students to acquire knowledgein this area,

• VocaliZe concernsabout teacher educationin phonics.

Be vocal about gettiDg across the message that anaspiringteachers ill education programs

be exposed to infomwion about pbonics tNt is basedon reputable theory, research. andpractice .

An earlier writing by R.outman (1994) sums up what teaeben need to do in order to teach

phonics meaningfully. One is to carefully observe students' daily reading andwriting behaviours so

needs can bedetermined . Anotheris to examine the most relevant research and drawconclusions. The

otheris to apply bow students 1camIansuage processes to the teaehiDg and acquiring of phonics . Not

to be forgotten are parents who should have an undastandingofthe meaningful teaching o£phonics.

Teachers need to educate them about the current research and how it is being applied in the

classroom.

STORY STRUCTURE INSTRUCTION

The cognitive structure created when comprehending a story is known as a "story schema"

which refers to internalizing the parts of a story and the rdarionships among these parts . So it

logically folloW1 that .. Icnowtedge of staty stsucture is doody mated to \he process of

comprehension. Preseuted here is information from studies which show this dose rdationship

followed by descriptions ofteclutiques which can beused to enhance awareness of story structure.
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