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ABSTRACT 

The purpose of this qualitative study was to find out how kindergarten 

students respond to a teacher's story-reading (read-aiouds). The focus of this 

research was to fmd out, €rom the children's perspectives, how meanin- read- 

aiouds were. Four students Rom a suburban elewntary school were nominated by 

the teacher to be participants in this research which was done over a period of six 

weeks. Data were coiiected through participant observation in the classroom, and 

through interactions with the participants, their parents and their teacher. Findings 

suggest that children want an active role in read-aiouds. They desire more control 

in their response to literature as well as in other literacy activities. Children do not 

connect with books simply by king read to reguiarly, they need to see that books 

are meaninghil before they can build an emotional bond with books. 



ACKNOTKLEDGMENTS 

I wish to thank my advisor, Dr. Kelvin Seifert, and the members of the 

cornmittee, Dr. Richard Freeze and Dr. Wayne Serebrin, for theu guidance and 

encouragement. 

My thanks to the principal of the school who gave me permission to cary 

out this smdy. 1 am gratefirl to the kindergarten teacher wbo welcomed me into 

her classrmm and was supportive of my efforts. Warm appreciation goes to the 

students who participated in this research. 1 also wish to ihank their parents for 

taking the tirne to taik with me. 



To my husband, Judah. 

and my three children, 

M m  Evel' cutd Natalie. 

whose love supported me 

every step of the way 



CELAPTERI 

INTRODUCTION 

Last year 1 had the chance to work with a kindergarten student who not 

only had Fetal Aicohol Syndrome. but who also had very Little experience with 

books. 1 found that one of the ways ihat 1 could offset his behavioral problems 

was to promise to read him a story boo k Reading became almost üke a reward - 

"You do thk and Ill read you a book". It was heartwarming to see how he feii in 

love with books. Here was someone who couidn't name any Ietters of the 

alphabet, who never had anyone read to him before entering bdergarten, who 

experienced Littie love in his young We (his faîher was in jail for child abuse, and 

his mother was an alcohoIic who had had her chÏldren taken away fiom her), and 

he feu in love with books as soon as there was someone to read to him. What was 

it that ataacted this boy to books? I thought it was the intrinsic power of the story 

(Meek, 199 1) that cast a magic speil on him. 

My interest in the power of the story began more than a decade ago when 1 

fmt starmi reading to rny oléest child while she was a preschooler. At that the 

her younger sister was about 15 months old. 1 thought 1 might read to her as well, 



Eficts of R e d - A h d i  

even though 1 doubted if she would understand anythhg. One day, 1 picked a 

wordless picture book, and told her the story of the dog that lost its bone whde 

crossing a river because it barked at its own reflection. When I finished, my 

daughter pointed to the beginning of the book, meaning she wanted me to read it 

again. 1 did. Once more, she m e d  to the beginning of the book, and so 1 read it 

for the third time. When we came to the part of the story where the dog saw there 

was another dog with a bone, 1 noticed that my daughter's facial expression 

changed. When 1 finished telling the story, she bwst into tean. 1 was stunned. It 

was then that 1 reaiized she not only understood, she was aiso moved. I quickiy 

grabbed another book, let her look at the pictures without telling her another story, 

for fear that it would make her cry again. 1 read to her, not knowing if she could 

understand on an intellectual level, and she showed me tbat she couId understand 

on an emotional level as well. On that &y, 1 leamed that books couid stir the 

emotions of the very Young. 

A few years later, when my third child was entering kindergarten, I found 1 

had this problem of having to literaiiy take books out of my daughter's han& 

because she was spending over two houn everyday redng .  1 thought she was 

ruining her eye sight, and that it was not normal for a 5 year-old to read for such a 



long time. Once again, 1 witnessed the powemil hold of books over the mind of 

the young. 

As a cesuit of the above experiences, my assumption was that it is naturd 

for children to be attracted to books. 1 also believed that as long as there is an 

adult to read with them, and as long as they can understand that books are 

meanin@ and that stories are relevant to their iives, children will develop a love 

for reading. My assurnption was also that ifchildren are interested in reading, then 

they WU do weU in schooI. 

In this study, 1 wanted to look at how kindergarten students, who had k e n  

identified as having cüffï~ulty in school, respond to story-reading sessions (read- 

alouds). 1 wanted to €id out if they would f d  in love with books as a result of 

teacherk story-reading. If not, what were the reasons for their not connecting? 

My goal was to find out, fiom the children's perspectives, how meaninghil story- 

reading sessions were for them, and whether stocy-reading had a positive impact 

on their performance in school. 1 believed that when educators considered the 

effects of read-douds "through the eyes of a child, they could ûuly connect with, 

and help, the children whom they rrgard as having difficulty in school. 



Literaaiie Review 

Reading has to do with meaning. Smith (1977) argued that in ordet for 

children to learn to cead, they must realize that print is meaninghil and that they 

rnust bring meaning to print He gave an example of how a three-and-a-haif year 

old boy could bring meaning to print long before he could read the actual words, 

and he argued that, in reading, "if the= is no meaning, there can be no prediction, 

no comprehension, and no leaming" (p. 388). In their research, Harste, 

Woodward, & Burke (1984) aiso found that children as young as 3 expected print 

to be meaninghil and to sound like language. Socio-psycholinguistic researchers 

believe diat reading is "a transactional process in which readers brïng meaning to 

as weli as take meaningfiom a text" (Petenon & Eeds, 1990, p. 6; Smith, 1977; 

Harste et al., 1984; Weaver, 1 994). Children are regarded as "meaning-makers" 

when they constnict meaning fiom print (Wells, 1986). Peterson & Eeds (1990) 

refer to chiidren as "bom rnakers of rneaning " (p. 6). 

Numbers of studies have pointeci out that reading to children is not simply 

a matter of reading the text on the ptinted page. Rather, it is the language and the 

social interaction, plus the text itself, that constitute the story readùig event 

(Flood, 1977; Teale & Martinez, 1986; Teale & Martinez, 1988; Weaver, 1994). 
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Researchers have portrayed adults who read to chikiren as "mediating" the text 

when they read (Teale & Martinez, 1986). For example, we see adults simpwing 

or modifying the text to suit the linguistic developmentai level of the children, and 

AItwerger, Diehl-Faxon & Dockstader-Anderson (1985) refer to an adult engaged 

in such an activity as a "broker between the ptint and the child" (p. 477). Another 

terni for thïs process is "scaffolding" - the adult stmcturing dialogue, constructing 

prereading, reading, and postreading questions to faciiitate the meaning of the 

pnnted word for the child. Snow (1 983) explaiwd that this scaffolding, wùich 

occurs in the sociai interaction between adult and chilci, is one of the procedures 

which accounted for the heightened language development of early readers. This 

is reiterated in a study by Thomas (1985) who argued that early readea do not 

"naturaily" leam reading through their interactions with print, but that reading is 

learned through the teaching that occurs as ad& "consmict" sociai read-aloud 

interactions and provide ways for children to think about texts. 

WeUs (1986) pointed out that "meaning making in conversation should be a 

collaborative activity", but because of the difference in mental resources between 

the adult and the child, "the more mame participant" has " to make adjustments" 

so that children "should corne to see the world from a similarly mature 

5 



perspective" (p. 89). Weiis portrayed the role of the addt as that of a "master" of 

the iiteracy craft and the child was seen as the master's "apprentice" (Woodward & 

Serebrin, 1989, p. 395). The following researchers, however, see it differently. 

Tchudi (198% maintaineci that as teachers and parents read to young 

children. they not only consciously and unconsciously teach their values, they also 

mode1 ways of responding to literature. One would assume then, that in a reading 

event, it is the adult who is in control, leading and guiding. However, in examinhg 

the relationship with her own children in parent-child reading events, Tchudi found 

that this was not always the case. She noticed that with her one-and-a-haLf year 

0 1 6  she did most of the talking. With her four-and-a-half year 016 thece was much 

greater interaction with both of them answering questions, making observations 

and expressing opinions. She then reaiised that, as children manite, the parent's 

role as teacher gradually shifts and their values and interests no longer dominate 

because children begin to take over the cornmentary. Tchudi found that fmt 

commentaries were lkely to be in response to pictures: what was goïng on in a 

picture; the look on the characters' faces; what the motives and intentions of the 

characters were. It was in later cornmentaries that children began to focus on 

Ianguage. 
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Effects of Read-Alatds 

Similarly, in their observations of the storytime of preschool children at 

home and in schml, Roser & Mariinez (1985) commented on how the cooperative 

nature of the read-aloud time made it dificult to determine who was assuming the 

leadership. The parents and teachers initiated topics of discussion, shared their 

personal teactions to stories, and invited the childRn to share their responses. 

They described the role of the teachers and the parents as king "co-responders," 

drawing From the children responses to iiteranire, and "the diversity and nchness in 

these responses was sometimes astonishing" (p. 487). The researchers found that 

it was through this role as "CO-responders" that the adults not only modelled the 

way mature readers interacted with text, they also signalled to the children that 

many types of responses were possible and appropriate. 

It now appears that, in a reading event, the adult and the child are "equals", 

and there is no indication of one participant leading the other. This is the view 

expressed in the study by Woodward & Serebnn ( 1989), who described the adult 

and the child as "collaborators - supporting each other as leamers" (p. 394). 

This idea of the adult as a co-learner was echoed in White's study (1990) 

where she went so far as to Say that the child who fded kindergarten was her 

teacher because "he made a tremendous impact" on her teaching and her classrmm 
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"became very different because of the understandings left to (her) by that one 

child" (p. 36). There were many occasions when she had to refrain from W n g  

and expressing her own views, in order to listen to what the children had to Say. "1 

had to be silent and let the children voice their understandings and expenences. 1 

watched stories take on m w  depths as the ctriIdren shared and explored, 

negotiating understandings of what they heard and saw in the books1' (p. 38). 

In the study by Roser & Mutinez (1985). it was found that children 

"tended to respond to literature more like the adult in the situation than they did 

Wte other children" (p. 487). For example, if a parent tended to muse over the 

illustrations, that pdcular cfild would comment more on the details of the 

pictures. If a teacher made predictions aloud, chiidren in that class tended to give 

the same type of response. Woodward & Serebrin (1 989). on the other han& 

found that the child's rcsponses were often at odds with those made by the adult. 

The two-year-old boy in the snidy was taking a critical perspective and challenging 

his father's explanations. The boy's confidence in maintaining his own 

interpretations, in spite of conuadictory explanations from the father, resulted in 

both the child and father generating new knowledge. The researchea found that 

such "nonconsensual interpretations" were usefiil resources for future leaming (p. 
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407). Here, the child's interpretations and perspectives were validated even though 

they ran counter to those offered by the adult White (1990) referred to this as 

giving children "a voice" (p. 23) - lening them express and maintain their own 

exphnations and perspectives. She pointed out that the children realized that they 

had a voice in the stories she read to hem, and it was this realization that helped 

them make meaning during story-reading sessions. 

W t e  (1990) leamed that children wüi only be interested in books when 

stories hold personai meaning for them. She desct-ibed how one of her 

kindergarten students, who had to repeat kindergarten for the second time, 

consistently failed to show any interest in books despite her numerous attempts to 

entice him. One day the boy asked White to read a book which he thought was 

about a hone. From then on, his interest in books grew. White then realized that 

it was because of the shoctage of stories wrïtten for nual children, that this boy - 

who grew up on a farm - was staying away from books. She saw that "his entire 

being radiated 'farm', and there hadn't been a lot for him to connect to in the Story 

Corner - or anywhere else in the classroom, for that matter!" (p. 23) White found 

that, for this boy, "literacy began when he first heard language in a way that 

connected him and his experience to it; it began when language fvst took on 
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Effects of Read-Alards 

personal meaning" (p. 3 1). She came to realize "how vital connections are to 

l e d n g .  Home iife and school life need to be connected for children. not two 

separate existences" (p. 37). Fox (1985) also noted that children fiequently 

referred to personal experiences while listening to stories. SURüarly, Tchudi 

(1985) explained that "children operate most effectively in situations that make 

human sense to them" (p. 463). 

Weaver (1994) talked about the sense of community that is created when 

the teacher reads to the whole class and that reading and talking about books 

"creates a bond among the chïidren (p. 428). Similarly, Smith (1988) argued that 

when children learn to read and write, they become members of the community of 

written language users. He narned this community the "literacy club" and he 

pointed out that children who have not become members M o r e  they get to school 

should find the classroom "the place where they are immediately admitted to the 

club" (p. 1 1). The idea of a cornrnunity of leamen si@ies that leaming is a 

collaborative enterprise, that each member's understanding is shaped by his or her 

contact with other people's interpretations (Newman, 1990). White (1990) noticed 

that when the boy who had to repeat kindergarten for another year saw that his 

knowledge was vaiued in the Story Corner, he "began to consider himself a 
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member of the classroom of literates" (p. 33). He reaiizeâ that he belonged and 

that he had a contn'bution to make. 

What determines a teacher's choice for read-aloud material? To what 

extent is ber choice innuenced by her own preferences? Tchudi (1985) pointed out 

that adults often assume that children's response to literature will be the same as 

their own. The fact is that very ofien the responses of the adult and the child are at 

odds. A child's "literary taste" is not necessarily the sarne as that of the adult who 

reads to hirn (p. 467). She related how her son had to beg somebody in the famiiy 

to read hirn his favorite book because no one else in the farnily could "stand it" (p. 

467). It is important for the children to be able to choose the books they Iike. Fox 

(1985) noted that children could predict the meaning of unfamiliar words "if the 

story itself is one the chiid &es and wants to hear" (p. 38 1). In White's study 

(1990). it was because the boy requested a certain book be read that it becarne 

possible for hirn to make connections. As a result, one of the changes she made in 

her classroom was that "a bucket that holds (students') individual choices sits in the 

Story Corner now" (p. 38). 

Petenon & Eeds (1990) argued that aU children corne to school with a rich 

sense of story, whether it is from the books that have been read to them or from 
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the stories that have been told to them by the adults in their famiiy. In her study of 

preschoolers' oral stories, Fox (1985) found that the children had "intemalized 

elements of the lanpage, style and discourse modes of the authors of children's 

books" (p. 375). She also found that in their retellings of knom stories, children 

did not parrot the texts, they reconstructed them. Fox thetefore believed that 

these children, who had extensive and reguiar early experience of hearing stories 

read aloud, had been "taught by the writen of children's books a great deal about 

the conventions of writing and of fiterature", and that "in their heads at least, these 

children were already writing" (p. 380). 

In her book Wall~'s stories, Paley (198 1) described how the children in her 

kinderganen class read, reread, and acted out stones. Some of these stories were 

made up by the children, some were picture books and fairy tales. Other stories 

were observations of chiidren's conversations and discussions. Her book described 

her search for the child's point of view. For Paley, understanding the child's point 

of view enabled her to help the child to take a step further. "The teacher must help 

the child see how one thing he knows relates to other things he knows" (p. 2 13). 

Paley ended her book by showing us her "contract" with her class that read: "if you 

will keep trying to explain yourselves 1 wiil keep showing you how to think about 
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Effects of Reud-Alouds 

the poblems you need to solve" (p. 223). In otber words, understanding the 

chiIà's perspective helps the teacher to help the child make connections, and 

accomptish problem-solving tasks. 

According to Taylor (1993). in order to understand titeracy from the 

perspective of the chilci, we need to ask the question, "How does this child become 

a member of a community of leamers?'(p. 58) We c m  fmd out by observing how 

he or she collaborates with others to accomplish literacy tasks and problem-solving 

activities. We aiso need to observe the child's "literacy behaviors" (p. 60), 

focusing on what the child c m  do instead of what he or she cannot do. Teale & 

Martinez (1988) and Elster (1994) have pointed out that children who have been 

read to regularly will sornetimes " r d ' t o  themselves or to othen. This is an 

example of a Literacy behavior. Taylor (1993) maintains that through systematic 

observations and detailed documentations, a child's "descriptive biographie literacy 

profde" can be made (p. 79). It is also important to fmd out "how their texts were 

written and hnu they accomplish the task (p. 19 1). 

W e  most of the literature on read-aiouds is written about children who 

hinction normaliy, Cushla and Her Bo& (Butler, 1979) documents the effects of 

book-reading on a child who has been handicapped by physical and developmental 
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Effects of Read-Alouds 

dwbiüties. T3y thtee months, Cushla was weU behind the nomai baby in most 

aspects of her development" (p. 17). Books were inaoduced to Cushla for the 

f i t  time at the age of four months, when her parents realized that CusMa could 

see clearly oniy if an object was held close to her face. Butier credits the leaming 

of rote materiai, as a resdt of repeated reading of books, for making a tremendous 

contribution to the language and cognitive development of ber granddaughter 

Cushia In assessing the contribution of books to Cushla's quaiity of Life, Butler 

points out that "Cushla's books have surrounded her with fnends" and that " it was 

the chamcters themeIves who went with her into the dark and Ionely places that 

only she h e w "  (p. 102). Butler ùriplies that it was this emotional bond, not the 

memendous growth in cognitive and Ianguage development which Cushla 

experienced. that was the W e s t  gif t  that books couid offer to ber granddaughter. 

Trelease (1989) aiso points out that a favorite book can act as a "paper security 

blanket" (p. 49). He beiîeves tbat "a chiid hears a story on at least three dfierent 

levels: intellectuai, emotional and social" (p. 68). It is the emotional level of 

connecting with books that constitutes the essence of cead-alouds, because a 

teacher's uitimate goal in readbg is for the students to develop a lifelong love of 

books. 
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Reading aioud is a culniral activity because it involves shared ways of 

valuing, feeling and thuiking (Bloome, 1985). When children enter kindergarten, 

they become insidea to "kindergarten culture" (Bogdan & Bikien, 1982, p. 36). 

Since a qualitative research focuses on investigating the shared meaning of a 

particuiar culhue (Bogdan & Bikien. 1982), the goal of this study is to gain an 

insider's view of kindergartners' ceactions to story-reading sessions: their 

negotiations for entering the culture of the kindergarten classroom. and their 

handling of the social, cognitive, and cultural demands made on them during 

storytime. 

Theoreticai Framework 

This study was guided by the following assumptions. 

1. Children wüI be interested in books if they can see them as king 

rneaningful and relevant to theû experiences. 

2. In story-reading, children are not passive leamers guided oniy by the adult's 

interpretations. They are able to negotiate meaning and generate their own 

leaming . 

3. The stories chifdren teil, together with their observable literacy behaviors, 

enable us to see the world from their perspectives, to understand their 
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thinking and how they make co~ections. 

This snidy tried to answer the foiiowing qaestions. 

1. Are the children comecting with books? If not, what are the reasons? 

2. Looking at the descriptive Iiteracy profiles of the participants, what can we 

understand about the way cMdren coastruct meaning; and how would 

story-reading suppa their learning? 



PROCEDURES 

This study was a qualitative case study. Data were coiiected through 

participant observation of story-reading sessions and through conversations with 

the participants. The study was conducted in an elernentary school in a suburban 

m a  of Winnipeg, Manitoba There were a linle over 300 students in the school. 

The children came fiom a variety of backgrounds. Many were ftom middle income 

homes, however, a few were h m  families who were on social assistance. There 

were 26 students in the kindergarten class. A teacher assistant had been assigned 

to help in the class because of its sue, and another assistant worked with a student 

who had a hearing impairment 

The kindergarten teacher had nominated four students whom she had 

identified as having medium to low academic abilities and who in her opinion 

wouid benefit from this research. 

In this aftemoon kindergarten class, story-reading took place hMce a day 

(fmt thing in the aftemmn and before the children got ready to go home). By the 

time I began my study (which was at the kginning of May), the teacher had read 

over 200 books to the students. 
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1 observed 54 story-reading sessions within a period of 6 weeks. 

Following each session, when the students were free to choose the* own activities, 

1 talked with eacb of the participants individuaiiy for about 20 minutes. 1 asked 

their opinions about the particular book that had been read to the ciass. 1 asked if 

they would Iike me to read hem a book. 1 asked aiso if they would Like to tell me 

a story (either one they made up or a reteUng of a known story). I asked them to 

show me samples of their work, and tell me how these were done. With the 

participants' consent, our conversations were audiotaped Some of the questions 

which 1 asked them included the foilowing, 

Did you like the story the teacher read today? What did you Iike about it? 

What didn't you like about it? 

Was there something you wanted to Say (or a guestion you wanted to ask) 

about the story? 

Did you get a chance to Say what you wanted to Say during storytime? 

What did the story mean to you? Was there anything in the story that 

reminded you of somethuig that happened to you? 

Do you sometimes read to yourseff or to someone else? What books can 

you read? 
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6. Do you have a favorite story? Have you ever asked the teacher to read it 

to you? Does she sometimes Say yes when you ask her to? How often? 

7. Would you like to tell me a story? 

8. Would you U e  me to read you a story? 

9. TeLi me about this picture/craft/journai entry that you made. How did you 

know how to do it? Did someone else help you? 

A descriptive biographie titeracy profile of each participant was made by 

gathering samples of their work, transcribhg their oral stories, writing field notes 

about their observable Iiteracy behavioa, as weil as by making observations of 

how they coiiaborated with others in problem-solving activities and literacy tasks. 

Data CoUection and Anaiysis 

Since &ta collection and analy sis go hand-in-hand in qualitative research 

(Taylor & Bodgan, 1984), 1 reflected on the following questions as 1 reviewed the 

transcripts of my conversations with the participants, their work samples, and my 

field notes- 

1. How did the participant construct meaning? 

O Used the illus~tions CO interpret story meaning? 

Commented on the picaires and facial expression and motives of 
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the characters? 

Commented on the language? 

Drew on personal experiences to construct meaning? 

Drew on earlier reading experiences to make rneaning? 

Made reasonable predictions about what would happen in the 

story ? 

2. How did the teacher help stuàents make meaning? 

Did she do it by "scaffoldingt' andlor by "mediating the text"? 

3. How did the teacher view herseif in relation to the students? 

a Could the teacher be descnbed as a "master of the Literacy craft" 

and the students as "apprentices"? 

O Could the teacher be described as a "CO-respondef' or a "CO- 

leamer"? 

4. Were the students' responses similiar to those of the teacher's? 

Did the students challenge the teacher's interpretations? 

How did the teacher bandle nonconsensual interpretations? 

5. Did the children have "a voice"? 

How ofien did the teacher remain silent and encourage the children 
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to voice theu understandings and experiences? 

6. Did the children take over the commentary? 

O Did their commentaries focus on pictures? 

O Did their commentaries focus on language? 

7, What kind of books were chosen for read-alouds? To what extent were 

children's individual choices honorai? 

1 kept track of ernerging themes and patterns as 1 compared specific 

incidents in the data. 

As 1 reviewed the transcripts of my conversations with the participants, and 

when I examined their literacy profiles, I reflected on the following questions: 

1. Was the participant co~ecting with books? If not, why might this be so? 

2. Did the participant demonstrate a "love" of books? 

Responded with emotion to text: laughs, cries, miles? 

O Enjoyed looking at pictures in picnire story books? 

Could get "lost" in a book? 

Chose to read during free time? 

Wanted to continue reading when time was up? 

3. How did the participant construct or use written language? 



Did journal entries reflect knowledge of the conventions of stories 

(e.g. "once upon a time")? 

Did oral stories show helshe had intemalized elements of the style 

and discourse modes of the authors? 

4. How did the participant become a member of the community of leamers? 

0 Shared reading experiences with classrnates? 

Felt hdshe had a contribution to make? Felt his/her knowledge was 

vaiued? 

Asked questions and sought help from others to clarim meaning? 

Was hisher understanding shaped by other people's interpretations? 

How did he/she work with others to accomplish literacy tasks? 

How does hdshe accomplish or coliaborate in problem-solving 

activities? 

Was there a bond among the students as a result of reading and 

talking about books? 

These reflections generated new questions about what 1 had learned. The 

new questions led to m e r  observations, data collection, and reflection. This 

continuous process of inquiry and reflection led to new insights into the way 





Effects of Read-Almds 

CaAPTER III 

FLNDINGS 

1 observed four participants, one girl and three boys. 1 decided to write 

about the girl as a case study on her own and about the three boys as a group since 

the boys interacted together. Observations and anecdotes of each case study were 

followed by discussions of the links to research literature and of the research 

questions. 

Katie 

First Im~ressions 

Katie was 5 minutes late. 

Everyone was sitting on the carpet in the discussion area They sat in four 

rows, facing the teacher. Each had a book in hand. The aftemoon kindergarten 

began with a time for silent reading, when everyone was supposed to browse 

through a book he or she had picked from the reading corner or from the srnall bin 

in the discussion area. 

When Katie walked in, the teacher assistant remarked, "You look cold!" 

Even though it was May, the temperature was below normal. Snow was in the 

forecast. Katie was wearing a flimsy sleeveless blouse, blue jeans, and navy blue 

24 



canvas runners. The shoelaces were undone. On her bare arms were 2 tattoos, 

one on each arm (washable tattoos that a child could easily put on by henelf). 

Katie sat dom in the second last mw. The children were told to put away the 

books they were reading. It was thne for "hide-&tellw. A student held up a bag 

in which an object had been placed and the class was supposed to guess what was 

inside the bag by asking that student questions. The hidden object tumed out to be 

a soccer uaifonn. M e n  the teacher asked who was on a soccer team, most of the 

children raised their hands. So did Katie. 

*Who is on the green tearn?" the teacher asked. 

Katie said to the boy sitting beside her, "1 am on the green team." 

"You are on the green tearn?" the boy sounded incredulous. 

Katie nodded. Then she added, "1 am green if 1 want to be green." 

Katie was right in that she could let her imagination run wild. Did her not 

k i n g  dressed for the weather indicate that there was no adult supervision More 

she lefi home? Or did she choose to Wear a sleeveless blouse to show off her 

tattoos? 

Katie was outgoing and she seemed to enjoy school. On my fmt day in the 

classroom she asked me. "Can you paint with me?" and she was persistent in her 
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request. Her painting had a good sense of balance and design. When she finished 

painting, she invited me to play with her in the house corner. I noticed that she 

Ioved to laugh, even though most of the time 1 did not understanding why she was 

laughing. Katie was also the only one who sang in class (and till the end of the 

school year, 1 had not heard anyone else sing while he or she was working or 

playing). When she was in the craft corner, she sang a Song fiom "The Wizard of 

Oz" and dl the children at her table joined her in singïng. (A few days ago the 

school had put on a play about 'The Wiiard of Oz"). A Little while later Katie 

sang "O corne ail ye faithfiil" when she was playing house. 

Christmas in May? I thought that was a linle odd. Little did I know that a 

few weeks later another student would mention the same play and talk about 

Christmas as well. 

Towards the end of my frst &y in the classroom, Miss B. read two stories 

to the children. When she had finished, Katie raised her band. Miss B. said, "No, 

we dont have time for any questions." It was not clear whether Katie had a 

comment or a question, or whether what she wanted to Say had anything to do 

with the stories that were read. There was no time for questions because Miss B. 

was busy getting the children ready for home. 
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Cenîre Tirne 

"What does that Say again?I Katie asked the girl sitting b i d e  her. 

"Pigiets," the girl ceplied. 

"Oh. Piglets. Now, what does a piglet look Like ..." 

"It has a round face," the teacher assistant prompted. 

Katie scribbled and counted the correct number of piglets and then tumed 

to the next page. Not knowing what she was expected to draw, Katie asked once 

more, "What does that Say again?" 

Today the children were working on "My counting book''. They had to 

number the pages from zero to ten, and then draw the corresponding number of 

baby animals on each page. The teacher assistant sat at the table to help the 

children write down the names of the baby animals that they could think of. 

This centre activity was designed with the intention that the children would 

make use of their knowledge of words for baby animals which had been mentioned 

in the books the teacher had read to hem during storytime. Some of the words 

that the children were expected to have learned fiom the read-alouds included 

"kits", "cubs", and "goslings". Al1 Katie could think of to put in her counting book 



was teddy bears and dinosaun - not exactiy the "cight" kïnd of anirnals that the 

teacher had in mind when she designed the activity. 

Not king able to read what the TA. had written in her book, Katie kept 

asking the children sitting at her table, "What does that Say again?" and then she 

would forget what she was told a few minutes later- She was also distracted by 

what was happening amund her. mer working on her booklet for less than ten 

minutes, Katie put down her p e n d  and picked up the number '2" that was placed 

on their table. 

"Table 2, stand up," Katie announced Several children stood up. 

"Table 2, sit down." Laughîng, the children did as they were told. This 

Iittie game went on for a while untii one girl intempted, "If we keep doing this, 

we'U never finish our book." 

"You can just ignore me then," Katie retorted as she resumed scribbling 

and coun ting . 

One minute later Katie talked to her friends while she held a pend in each 

"We are trying to work," Katie said, and she Iaughed hilariously. 

"1 know how to draw a baby kangaroo," said Katie. Then she kissed the 
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boy sitting beside ber on the cheek. 

"Whaî does that Say again?" Katie asked for the f a  tirne since they 

started working on the booklet. 

"Elephant calves," answered the T A  

Katie daydreamed in the rniddle of drawing pictures of baby elephants. For 

each kind of baby animal, she wouid try to depict the first one with some 

resemblance. For the second and subsequent ones she just used circies to depict 

the correct number required for that page. This was not typical of Katie who 

loved to draw and paint, and whose drawings in her journal were artistically done 

with a maturity that was not cornmon arnong six-year-olds. 

Katie broke her pend in half. She did not complete aii the pages in the 

bookle t, 

How mermingfùl w u  this acrntity tu Katie? Wm there anything that she 

had leamedfrom the red-aloc& t h t  she could have ured to help her complete 

the booklet? 

* * *  

Katie was the one student who was noticeably restless and off-task during 
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storytïme. When it was time to gather around the teacher for read-alouci, she 

usually sat in the f i t  or second row, but then she would constantiy fidget and try 

to move m e r  and farther to the back Sometimes she would end up in the 1st  

row when the teacher Finished reading. She wouid play with her sneaken, tying 

and untying the shoelaces. She wouid talk to her neighbours or bother someone 

who was trying to Esten. When she did choose to pay attention, she was able to 

answer straighdoward questions and make reasonable predictions about the 

stones. However, her interest usually did not last for more than 5 minutes. It was 

the same during Iibrary. Katie wouid sit in the Iast row, look around at the other 

classes, and not pay any attention to the teacher-iibrarian from beginning to end. 

Why was Kme not enguged during storytùne? 

* t * *  

The children were busy working on theù joumals. Katie saw me wrïting 

and asked to see what 1 had written. 

"Did you do all that?" she asked, her eyes wide with surprk when she saw 

my tiny handwriting scrawled ail over the page. 

"Yes," 1 nod&d. 

"Holy!" Katie smiled, showing a big gap where her front teeth were 
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missing. 

It was my aini to be surprised by her choice of words. 

Why was Katie surprised? Did she not expect anyone to be abIe to &te 

that much? She had probably never seen so much handhàng on one page. Wnat 

did that tell me about her ideas and assumptions regarding the use of print? 

$ * * *  

Journal Wn'tikg 

'What else can we write in our journais?" asked Miss B. 

"Penguins," Katie raised her band and suggested 

"You have to &te about something that you laiow really well. Do you 

know a Iot about penguins?" 

"It c m  splash in water," Katie replied- 

"You have to write about sornething that you b o w  weii," Miss B. 

repeated. Eariier she had explained to the children that for joumal writing, they 

could write about sornething that had taken place in school. She gave an example 

on the board and asked the students to read the words aloud as she wrote. Even 

ihough ffitie was saykg the words with the rest of  the class, her eyes were not on 

the board. She was playing with the ring on ber finger. 
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Miss B. asked if they could think of other topics for writing. The chüdren 

suggested "a birthday party" and "soccei' (Katie did not have a buoiday party and 

she was not on a soccer team). Someone suggested wrïting about the flood water 

going dom because one of the students' homes was ffooded. In the middle of the 

discussion, Katie raised her hand and said, 

"My brother has a kitten. Tt's black and white." 

Miss B. did not make any comments on her remark. Katie tumed around and 

talked to the boy sining behind her. 

Katie's journal entry for that &y was: 

KATIEMOMDADLOVEYO 

It wcu something she knew really well. She knew the words so well that she could 

look around and tak  to her neighbours while she was writing. S he was not aware 

that she had missed out the final letter in the last word when 1 asked her to read 

what she had written. In fact those were almost the exact words that she had put 

down in her first journal entry a few months ago which read: 

1 LOVE 

YOU 

KATE 
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MOM 

D m  

Katie's comrnents about the penguins and her brother's kitten were not 

vaiidated by the teacher. The kinen was sornething that she obviously cared for 

and knew a lot about because it was ber playmate when she stayed home in the 

mornings. She was mostly by herself if her teenaged brother was not there to 

babysit while her mother went to work. As it tumed out, the kitten was never 

mentioued in her journal. 

The teacher wanted the children to write about what they knew weil, and 

yet Katie was not given the encouragement to pursue that goal. Did the teacher 

thïnk that Katie's comment was not cootributing to the discussion and so she did 

not acknowledge it? Katie had lost her "voice" (White, 1990, p23) when her idea 

of what to write ran counter to that of the teacher's. 

When 1 fmt saw Katie's journal, 1 was smick by the mature way she had of 

drawing pictures of hem. She had this partïcuiar way of drawing a srniling face 

inside a heart that 1 asked Miss B. if an adult had helped her draw them. 1 was told 
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she did di the drawings on her own. I was also impressed by her fme motor skills 

evident in the way she p ~ t e d  ber letsem. However, she could not recd why she 

had made those pictues nor could she tell me any of the stories behind her 

drawings. Despite two attempts, 1 still could not get Katie to become interested in 

taking about her journal. Her drawings appeared to be carefuiiy constructed, and 

there was one entry in paaicular that caught my eye. She had divided the whole 

page into four sections and the drawing in each section seemed to be part of a 

continuous story. However, when 1 asked her about it, she was not able to recall 

what prompted her to construct those images. Besides writing the sarne words 

(which her teenaged brother had taught her at home) repatediy in her journal, 

Katie had also copied the names of some of her classrnates. When 1 asked her 

about those names at the end of June, she was able to identiQ them. 1 remembered 

on the k t  day 1 met her, she showed me the List of people responsible for bringing 

show-and-tell, and she did not seem to be able to identiQ any of the names on the 

List. 

* * * t  

At the end of my first week in the classroom, 1 invited Katie to choose a 

book from the book corner so that 1 could read with her. Katie was reluctant. She 
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said, "Miss B. has to read them to me." Puzzled by her answer, L repeated my 

offer once more. Again she gave me the same reply. When 1 assured her for the 

diird tirne that it was al1 right for her to choose a book she fmaiiy went and picked 

a large one. It was a book of three short stories caiied More. More. More. said the 

Baby She tuned the pages while 1 read. But she kept turning too fast. Several 

times 1 had to ~m back to the previous page in order to be able to read the story 

coherentiy. While we were reading, Katie looked around a few times to see what 

the other people where doing. At the end of each short story, the baby was 

supposed to say, "More, More, More." ffitie caught on to the idea and srniled as 

she chimed in. When we finished reading, she went and chose two more for me to 

read. This time she did not tum the pages. She just looked at the pictures while 1 

read. 

The way Katie aimed the pages rerninded me of the time when 1 started 

reading with my toddlers. They also kept aiming the pages too fast. My Fust 

reaction to Katie's page tuming was that she was too old for such behavior 

because 1 had always associated this kind of page-tuming with the very Young. 

Then 1 thought perhaps she was not interested since she kept glancing at what the 

others were doing. But 1 was gratified to see the srnile on her face when she 
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chimed in at îhe end of the story. Could Katie 's page-trrming be an indication of 

her Iack of experÏence with book und reading? 

Later that day 1 related to the teacher Katie's remark, "Miss B. has to read 

them to me". Her response was, "Katie's just lazy. She doesn't want to read on 

her own," 

Whether or not Katie was lazy was debatable, but she certainly did not 

assume an active role when the invitation to read was initidly given. However, she 

did enjoy king read to . 

The kindergarten classroom was not only the biggest one 1 had been to (2 

or 3 times bigger than a regular classroorn), the book corner also contained the 

largest selection of books that 1 had corne amss in a kindergarten classroom. The 

teacher was teaching a unit on the fm, and there were about 20 books on display 

on top of the shelves that had to do with the farm. 

The unit on the f m  had been completed 1 had not seen one student take 

any of the books on display d o m  for his or her own browsing. For the six weeks 

that 1 had been in the classroom, then was only one student who chose to read a 

book from the book corner during free activity time. 
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Often students would bnng books for show-and-tell and ask the teacher to 

read them to the whole class. After ceading these books, Miss B. usuaiiy put thern 

on a shelf whece the rest of the class could look at them more closely if they 

wanted to. None of the four participants had taken the initiative to look at these 

books or any of the books which the teacher had used for her read-alouds. 

* * * *  

Katie was in the craft corner. 

"What are you making?" 1 asked her. 

"A shaker." She was smng short drinking straws in between two papa 

plates that had been taped closed at one end. 

"Let's hem it," she muttered. 

But there was no noise. 1 asked her if putting more straws wouid make her 

shaker have more sound, she nodded. She then proceeded to cut out scraps from 

toilet paper rolls. 1 gave her some pasta shells which 1 saw lying on the shelf and 

asked her to see if that would make more sound. 

"Amazing!" Katie said when she heard the rattle of the shells. nien she 

took out al1 the straws and sponges in her shaker and only put in pasia shells. 

Once again 1 was surprised by her choice of words. 1 thought it sounded 
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sophisticated, not a typicai expression that a kindergamier would norcnally use. 

* * * *  

Even though Katie never brought anything for "hide-and-tell", she was 

usuaüy very attentive when other students were giving out dues about the objects 

that they were hiding. The person doing "hide-and-teii" would tell the class what 

the first letter in the name of the object was. Katie was eager to make guesses, but 

most of the tirne her guesses tumed out to be wrong because they were not related 

to the letter given. 

Today Miss B. read Hutchins' Rosie's Walk. Katie had her head down aii 

the tirne. As most chüdren enjoyed watching videos, I was surprised that when the 

video based on the book was king show, Katie still would not look up. Instead, 

she sat under a table and played with a piece of yam which she had fashioned into 

a bracelet. Later 1 chose that book to read to Kaüe, and 1 read it to her mice at 

her reques t. 

When 1 read with Katie, 1 would choose books that had been read to the 

whole class during storytime. Katie did not seem to remember much about any of 

the stories. 

* * * *  
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Piayin~ Teacher 

On the last day of May, when it was time for ftee activity, 1 suggested to 

Katie that we play teacher - that she read to me just Iike a teacher would read to 

her class. Katiek face lit up at the idea of king a teacher. She quickly grabbed 

two books and waited for me to go to a quiet corner. W e  sat opposite each other 

on our üttie chairs. Beside her was a chair on which a recorder had k e n  placed. 

She made up the titles of the books by looking at the illustrations on the cover. 

When she read, she started €rom the last page and worked her way to the front. 1 

had brought dong some books which 1 knew the teacher had used for her read- 

alouds. Katie decided that she would read al1 of them. The first one she picked 

was Bill Martin's Brown Bear Brown Bear which she read almost without aoy 

error (Miss B. had read this bock "many times since the beginning of the year untii 

the whole class could Say it"). Then she read Rosie's Waüc. Again she started 

from the last page and worked her way to the fiont without realizing anything was 

wrong. She started by saying, "Chicken got back for supper the right time" (the 

original text read "And just in time for supper"). When she came to the page 

which showed the flour bag was leaking, she said. "Fiour, flour." (1 had explained 

to her on the previous day what the word was and she remembered.) For one of 
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the pages, she read, "Fox, fox...", reminiscent of Brown Bear Brown Bear. 

The next book she read was Little Red Hen. She stacted by saying, "1 got 

to do everything in the house." She recognized the passages where the text said, 

"Not L.." S he used Merent voice inflections for the different animals, and she 

used phrases based on Brown Bear Brown Bear to fit into the story. 

Katie read with enthusiasm. The books that Katie read were the ones that I 

had read to her eadier. From time to time 1 would my hand and she would 

cal1 on me to ask a question. Some of the other children would stop and watch us. 

When she finished reading, we rewound the tape and she Listened with glee to her 

own voice. A few children crowded around to Listen as well. 

The next day while John and 1 were reading. Katie came ruming towards 

me and said, "Can you read me a book?" Before 1 could answer, she added, "111 

read Brown Bear Brown Bear first." So away we went to our littie corner. 

Katie read with as much enthusiasm as she did the day before. I purposely 

chose books which the teacher had used for her read-alouds, and some of these 

books she had read more than once. Katie read Brown Bear Brown Bear twice 

without a mistake. In the middle of her reading, Katie asked, "1s that the way it 

40 



Effectç of Rend-Aloudi 

goes?" She was beginning to notice the way she handled reading as she 

remembered that on the previous &y she had read several books backwards 

whereas today she had started reading fiom the fint page. W u  this an indication 

thut Katie was not used tu handling or touching books? When she read Brown 

Bear for the third time, Katie used some of the familiar words from the story of 

The Gingerbread MW and made up her own version of Brown Bear. 1 asked Katie 

if she iiked the book. "My favorite," she replied. 

When children "become fluent on a known text, (they) experience what 

reading success is like, and what reai readers actuaily do" (Meek, L982, p. 8 1) 

Then Katie read (or sang) The Wheels on the Bus. In the rniddle of her 

reading, she stopped for a long time and did not know how to continue. Afraid 

that she would abandon the idea of playing teacher, 1 finished the Song for her. 

Katie was not pleased. "Let me do it!" she said. She finished the Song on that 

page. When she saw that the subsequent pages had so much writing, she 

abandoned the idea of reading the rest of the book. Could it be that myfinishing 

the song for her had dampened her enthusim? Or was she intimidated by the 

length of the texî? 

According to Fox (L985), children who had extensive experience of king 
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read to viewed their oral story-telling as "unintempted performances" (p. 376). 

Likewise Katie wanted an unintempted performance in her role as a teacher and 

as a reader. 

Katie played teacher for thtee days in a row. She wanted to read al1 the 

books which I had brought dong. The peek-a-boo book had some words which 

were quite dificult, and when Katie paused for what seemed Like a long the,  I 

tried to help her out. Again Katie insisted, "Let me do it", and she made up her 

version of that page. She did not continue reading the rest of the book. Was it 

because the pictures did not give her sufficient dues to figure out what the words 

meant? 

1 did not l e m  from my mistake yesterday when she insisted on singing "the 

wheels on the bus" in her own way. She was making her own decisions as a 

language user and 1 needed to wait and let her assume owneehip. 1 did not give 

her room to make her own connections, room to let her grow as a leamer. Instead 

of jumping in to help her out, 1 might have asked, "How can I help?' 

"As children practise reading, f iat  as play, and then as a thing on its own, 

[they] adopt the behavior of a reader" (Meek, 1982, p. 84). Katie had corne to 
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regard herseif as king a reader. 

* * * *  

The children hd been working on their yearbooks (booklets in which they 

wrote down the names of sorne of the teachers and their favorite activities in 

school.) Today they had to read their yearbooks together, pointing to the words 

as they read Katie paid close attention and watched the teacher as she learned to 

point to the right words. She was so attentive that Miss B. commended her, "1 like 

the way you are watching, Katie." Reading the yearbook became the only class 

activity in which Katie was totally on-task. Did this have anything to do with how 

Karie felt about herselfas a reader? 

In her yearbook, Katie listed craff music and library as her favorite 

activities. I was surprised to see the mention of library since she did not seem to 

pay any attention to the librarian's story-reading. She did, however, show 

eagemess when it was time for book exchange. Normdly she would not let herseif 

be distracted From her craft-making. But when it was announced that it was time 

for book exchange, she dropped everything and went straight to the library to 

borrow a new book. She rnight not be attentive during read-alouds, but she did 
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enjoy browsing through books which she had chosen. 

* * * *  

"What are your favorite books?" 1 asked Katie when we were in the iïbrary. 

She lwked at the shelves near where we were sitting and picked out 2 

large books. "These are my favorites. Can you read them to me?" They were 

hard-cover books with amactive watercolor paintings on the book jackets. I could 

tell she had not read them before, and she chose them because the artwork 

appeaied to her. 1 remembered on my second day in the class~oorn, when it was 

time for book exchange, she picked one that had a coloumil cover. She said to 

me, "Wow! Look at the design. I'm lucb  1 got this one" then she showed me the 

drawings of dragons and fantasy animais in the endpapen. Beautifully iiiustrated 

books held an attraction for Katie- 

Sometimes Miss B. would draw the children's attention to the artwork or 

give background information about the iliustrator as she read At that point 1 

wouid check to see if Katie was paying attention to the drawings. She did not 

appear to be particularly interested, and ofien she did not even look at the book. 

Was she not listening to the teacher, or did she not understand the aesthetic appeal 
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that the teacher was =ferring to? Couid it be that she had to handle and touch the 

book before she could feel any appreciation of the m o r k ?  

* * * *  

A week b e h  the end of the xhool year, 1 foided several sheets of white 

paper and handed them to Katie. 'Would you Like to make a book?" 1 asked- 

Without saying anything, Katie sat d o m  and staaed to draw. When she 

finished the illustrations, she wrote ber story on the opposite page. using words 

that she knew, and asking me to spell out the words she did not know. Her ideas 

just flowed She knew exactiy what she was going to write about and she had 

complete control as a wrïter. Without being asked Katie began t e l h g  me about 

her f a d y  and the trouble her brother was in. "Don't tell anyone," she confïded. 

Three quarters of her book was about her brother's kitten. Writing the 

book enabled Katie to make connections between her home Me and school iife. 

She was drawing on her personal experiences to accomplish this Literacy task The 

book meant so much to her that she kept reminding me, "1 want to bring it home 

today". When 1 finally handed the book to her, she went straight to her locker and 

put it in her hapsack. 1 couldn't help but be reminded of the time when 1 retumed 

her counting book (the one about the baby animais). "You can have it," she said 
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casuaiiy, handing the book back to me. 

* * * *  

1 asked Miss B. if the children had trÏed wriùng their own stories. Miss B. 

told me that for the unit on fairy tales, the students had to create a wall mural - 

each student would draw his or her favorite part of a fairy taie and a parent 

volunteer would transcnî the studeds retelling of that part of the story. That 

sounded Like a wondemil activity that integrated story-reading and story-writing. 1 

could visuaiize Katie being engaged in activities such as aiis one. 

When Miss B. was teachmg a unit on camping, she set up a centre activity 

by erecting a tent in the classroom and the chiidren were allowed to play inside. 

One day 1 heard someone telling a story in the tent, and as 1 trïed to get closer, the 

children were ordered out of the tent because they were making too much noise. 

Later 1 uied to fud out who was telling the story and the children told me, 

"Nobody was teliing a story." Could it be that they oaly conceived it to be story if 

it were told by an adult, whereas the narration by one of their pers wodd uot be 

regarded as a story? 

* * * J E  
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Knowing that the clas had recently finished a unit on fahy tales, 1 asked 

Katie if she would like to tell me a story. She just shrugged her shoulders. So 1 

put a copy of Goldilocks and the Three Bears More her and asked if she could tell 

me the story. She turned to the first page and asked, "Does that say 'Once upon a 

time'?" Katie was aware of the conventions of writing. However, she did not 

show much interest in fuusbing the story. 

When 1 suggested that she write her own version of Goldilocks, Katie 

responded with enthusiasm. She painstakingly drew the three bears. As she 

started working on the second page she said to me, "1 want to do the whole book." 

However, the recess be l  rang and the second page was haif finished. 

That tumed out to be the last time 1 met with her individually before school 

ended for the summer. 

Links to Research Literatare 

Katie appeared to be a student who was constantly trying to make sense of 

the literacy tasks that wece set before her. When she was working on her counting 

book, the recumng question ' m a t  does that Say again?" epitomized her attempts 

at meaningrnaking. The turning point in Katie's attitude towards books came 
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when she discovered the magic of playing teacher. When Katie read, she brought 

meaning to print as she tried to mate or fecfeate a story that made sense to her. 

This coofirmed what has been put forward in the Literature, reMewed earber, tbat 

reading has to do with meaning and that children expect print to be meaningful 

(Smith, 1977; Harste et al., 1984). This was aiso in keeping with the view that 

ceading is a transactionai process in which the reader bcings rneaning to print as 

weii as obtahing meaningfront print (Smith, 1977; Harste et al., 1984; Peterson & 

Eeds, 1990; Weaver, 1994). Katie's attempts at meaning-making confmed w hat 

has been said about chiidren being bom meaning-rnakea (Wells, 1986) and about 

the way children l e m  - "if there is no meaning, there cm be no prediftion, no 

compreheosion, and no leaming" ( Smith, (977, p. 388). 

Katie enjoyed rereading Brown Bear Brown Bear numerous ames. She 

was "behaving like a readec, discovering the satisfaction of a kiown text" (Meek, 

1982, p.25). Being able to read those familiar passages gave Katie the realization 

that she was in control of the reading process. She was no longer dependent or 

passive as she haà been when she fmt respunded to my invitation to read. 

When Katie substituted phrases from one story to fit into another, as when 

she used parts of The Gineerbread Man to fit into Brown Bear Brown Bear, she 
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was actualiy dohg whaî some wrïters have done when they combine severai fajr 

tales and make them into a new story. Jean Linle. for example. has written Once 

U w n  a Golden Appk ( 199 1) using familiai phrases from popular fairy tales and 

putting them together into a new story. What Katie was doing demonstrated that 

she was drawing on ber past experiences in reading to help her make connections 

from one story to another. 

In the act of reading ... we enter into a kind of social relationship with the 

wrïter who has something to teU us ...T he reader ... recreates the meaning by 

processing the text at his own speed and in his own way. As he bring the 

text to life, he casts back and forth in his head for connections between 

what he is reading and what he already knows (Meek 1982, pp. 20-2 1). 

The way Katie reconstructed the texts in her oral reading confirmed what Fox 

(1985) found about children who had extensive early experience of books. These 

children did not parrot the texts in their story reteiiings, they reconstructed them 

and their reconstructions retained the texts' characteristics. 

When Katie played teacher, her literacy behavior resembled whaî Meek 

described in her book deaihg with how children leam to read (1982): 

... reading is learned by reading ...Rig ht from the start the leamer has to 
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behave as if he meant to become a reader. The helping adult must confm 

him in this role by treating the beginner as  a serious apprentice ... 

... what the beginning reader r a d s  makes ai l  the difference to bis 

view of feading. For very young beginners, reading is a kind of play. 

something you do because you like it. Graduaiiy you discover it's a 

speciaily good kind of play, less trouble than dressing up, but just as 

exciting for irnagining you are someone else and somewhere else (p. 1 1). 

The child who plays at readùig by imitating what readers seem to 

do is in a better position to begin to read than those whose first step is 

insacution in the alphabet. He is discoverhg what is in this activity that 

attracts and pleases him, and he is showing that he is prepared to try it for 

himself (p. 23). 

Katie showed her annoyance when 1 aied to help her out in her reading. 

She did not want any interruptions in her performance as a teacher and as a reader. 

Katie's behavior was similar to w hat Fox (1 985) found about chiidren who had 

extensive experience of k i n g  read to. She found that these children perceived 

their narrations as unintempted performances. 

"Let me do it!" also signifed Katie's insistence on assurning ownership. 
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She wanted to read the books her own way, to consmict her own meaniog. 

Not oniy did Katie assume ownership, she ais0 assumed leadership. She 

decided on which books to cead, how many books to & as well as how many 

urnes she would read those books. She expected me to sit there and follow her 

lead. It was interesting to note that in her study of early readers, Thomas (1985) 

found that early readers made up games that centred around literacy episodes and 

their parents always followed their lead in these games and word plays. Did this 

suggest that when children take an active role in their learning, they sometimes 

want to be the leader and expect to be followed? 

Katie assumed owneahip when she was making her book. As an author 

she did not need any help in searching for a topic to write about. It was in writing 

her book that she demonsuaied another one of her meaning-making strategies - 

she brought her personal experiences to the stories she wrote. Writing about what 

was significant in her personal life became a meaningfid üteracy experience in 

school. She had made the connection between her home life and her school Life. 

She gave me the impression that she was very efficient in the way she went about 

making her book She knew exactiy what she wanted to do. Her book-making 

was a demonstration that "children operak most effectively in situations that make 
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hurnan sense to them" (Tchudi, 1985, p. 463). 

How meaningfid was storytime for Katie? I tried to answer this question in 

ternis of the research questions raised eariier. 

The Research Ouestions 

The first research question was: Were the chîidren comecting with 

books? If not, why might this bave been so? 

Was Katie connecting with books? Iudging fiom the observationai data 

which showed that Katie was constantly fdgeting and moving around whiie the 

story was king read, it did not appear that she was. Would the fact that she 

seldom showed interest for more than 5 consecutive minutes suggest that she had 

problerns concentrating or sitting stiII? This did not seem to be m e  because when 

she was working on her crafts, 1 noticed that she was very persistent in finishing 

what she had started. When she was ptaying teacher, she was not distracted by the 

other children and she insisted on reading di the books that were available for that 

purpose. When she was making her book, she was on-task for thirty minutes. 

This suggested that Katie could concentrate and could show engagement when it 

was someihing that she wanted to do. 



Effects of Red-Alauàs 

men Katie chose to Men, she could answer questions regarding story 

content and vocabulary, as well as make reasonably accurate predictioas. So it 

was not for lack of understanding that Katie failed to show an interest in books. 

Katiels lack of book handling experience as indicated by her not knowing 

where to start reading could irnply that she did not have a lot of opportunities to 

listen to the language of books before entering kindergacten. Butler (1979) listed 

the acquisition of book language and Iiterary conventions as one of the 

characteristics of children who wouid develop an interest in reading. S he indicated 

that it was the language in books which helped her developmentaily delayed 

granddaughter, Cushla, make tremendous gains in her language and cognitive 

developments. "It seerns clear that access to such a wealth of words and 

pictures ... has contributed enomously to her cognitive development in general and 

her language in particular" (p. 102). Butler dso Listed the ability to idente with 

the characters in the stories as another quality of a reader. One of the reasons why 

Cushla was able to establish an emotional bond with books was because she 

identified with the chatacters in the stories so that "it was the characters 

themselves who went with her into the dark and lonely places that only she knew" 

(p. 102). Could it be that Katie's lack of book language and her inabiiity to identifj 
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with the cbaracters in the stories hindered her from connecting with books? 

Butler also descnid how Cushla connected her everyday experiences with 

what happened in the stories that she read. It was this ability to see the comection 

between the world as depicted in books and the experiences in the real world that 

made books interesting and relevant Butler noted that cbildren who had managed 

to build an emotional bond with books seemed to share this characteristics of king 

able to experience what White (1956) referred to as the "backward and forward 

flow between books and Me" (p. 64). Both Butler and White noted that it was this 

interaction with storïes which ennched the lives o f  young readers, and it was this 

interaction which enabled readers to see the devance and rneaingfulness of books 

to their lives. 

It would seem appropriate to suggest then that Katie's Iack of engagement 

dunng storytime could be due to the fact that the books that were read aloud did 

not hold any personal meaning for her and so failed to arouse her interest. It could 

be that the materials for read-aloud were not meaninml in temis of their subject 

matter. The u ~ t s  that dealt with camping and the f m  meant linle to Katie 

personaliy because she had never gone camping and neither had she been to a 

fami. Not only had Katie been missing out on hearing the language of books 
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before entering kindergarten, she had not lived many of the experiences that tbe 

authors of children's books had descrikd. 

White (1990) noted that it was the inability to see the connectioa between 

books and bis Me experiences that prevented her student, Jevon, fiom k ing  

interested in the read-aiouds which occurred in her classroom. She had corne to 

realize that rnerely exposing her students to books wouid not cause them to fall in 

love with stories. 

1 usualiy silenced the snidents' interruptions to get on with the reading. 1 

wanted to expose the children to as many books and authors as possible, 

but in doing so, I ofkm left them no opportunit- to make connections (p. 

20). 

Katie, like Jevon, had not made the connections between the books that were read 

aloud and her own personal life. Indeed, there seemed to be a few similarities 

between Katie and levon. Both children were considered to be "at risk" students, 

Jevon had to repeat kindergarten and Katie was identified as one of the 'blowest'T in 

her class in ternis of academic performance. However, on closer examination, 

White was able to look for evidences of Jevon's Iearning. Likewise, Katie 

appeared to be a different kind of leamer when she interacted with me individuaily, 
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and 1 was able to see evidences of her Ieaniing. What kind of a learner was Katie? 

The answer to this question wouid be related to the second research question: 

Loolriag at the descriptive üteracy protües of the participants, what con we 

understand about the way cbildren construct meaning; and how would story- 

reading support their Iearning? 

There appeared to be two different profiles of Katie. When seen as part of 

a large group during read-alouds, Katie seemed to be fidgety, immature, unable to 

concentrate or sit still. Sometimes she was even disruptive when she bothered 

other students around her. During centre time, she was constantly off-task and she 

was unable to cornpiete her booklet. This deficient profüe seemed to suggest that 

she was a student who was not functioning to her full potential. 

However, there was another profde of Katie which suggested that she was 

a learner who was constantly trying to make use of her meaning-making strategies 

and who was constantly trying to problem solve. For instance, when Katie was 

trying to craft the noise-maker ("a shaker" as she called it), she did not have to 

take out dl the straws when she found that it was the pasta shells that made the 

noise. The fact that Katie twk out everything that did not make a noise showed 



Effects of Read-Alouds 

she was able to recognize that, given the limited space in the shaker, anytbing 

extraneous would affect the effectiveness of her shaker. Katie had taught me that 

children could self-correct and could arrive at their own solutions when they were 

engaged in problem-solving ac tivities. 

What kind of a learner was Katie? She was imaginative and creative. She 

was able to think of a game just by looking at a piece of papa with the number "2" 

on it. S he was attistic. Her aesthetic appreciation was manire for her age, and she 

had very good artistic abilities and fine motor sWls. Katie was persistent. Even 

though it was the fmt tirne 1 met her, she managed to get me to paint just by king 

persistent in her request. Her persistence helped her to accomplish her tasks. 

M e n  she made her bracelets and other crafts, she knew what she wanted to do 

and she would not change her mind even though someone suggested something 

else. 

How did Katie construct meaning? She asked questions. She queried the 

meanings of words when she was working on her counting book. She asked how 

things were done. One time w hen Miss B. was handing back some artwork. she 

noticed a painting done by one of the students, and she asked that student, "How 

did you do îhat?" Katie was willing to look to her pers for help. 
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When Katie was playing teacher, her meanïng-making strategies included 

making use of the illustrations and contextual cues to heIp her create a story as 

she attempted to read She also used her past experiences in reading to help her 

make connections from one story to another. She demonstrated that sbe could do 

many of the things that a ceacier would do. She was aiso wiliing to take risks. Her 

readiness to tackle the task of reading aloud a book she had not seen before meant 

that she was not afraid to take risks. Why did Katie show engagement when she 

was playing teacher? It was something she wanted to do. It gave her a sense of 

empowement, of king in control of the situation. She wanted to make al1 the 

decisions: what to read, how to read, how many times to read. There was also 

intrinsic motivation for Katie to play teacher because it was a fun thing to do. 

Playing teacher was a game. Katie had taught me that for children to enjoy 

learning, learning had to be fun. She had taught me that children needed to have 

some, if not all, control of the leaming situation. She wanted to be involved in the 

decision making and the design of the learning expenence. What was Katie able to 

do when she was engaged in playing teacher? She was able to pick up a brand 

new book and tell a story by looking at the pictures. She was also able to retell 

known stories in her own unique style. 
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Why did Katie show engagement when she was m a h g  her own book? It 

was an opencnded Literacy invitation. There were no restrictions or requiremenu. 

What was ffitie able to do when she was engaged? She managed to turn it into a 

meaningful Literacy experience. She wrote about things that were of personal 

sipificame. She was able to make connections between her home Life and her 

school Iife. Katie had taught me that chiidren needed to have ownenhip of their 

writing. They needed to be able to decide on what to write and how to write it. 

In con- Katie was not engaged when 1 fmt saw her do her journal 

writing. She was writing down words without looking at what she was doing. 

She was more interested in talking with ber neighbor than in her w r i ~ g .  Even 

when 1 asked her to red what she had written, she was not paying attention and 

failed to recognize she had lefi out the final letter in a word. Katie was not 

engaged in journal writing when it was something she had to do in order to satisfy 

the teacher's demands. Her beart was not in it. 

Neither did Katie show engagement when she was working on her 

counting book. She did not have a clear idea of what she was expected to do as 

she had to keep asking the question, ' m a t  does that Say again?" many tirnes. 

Katie was having so much difficulty with the booklet because it was a 
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decontextualized Literacy experience. There were no contextual dues to help her 

make sense of the activity. Kaiie did not have the incentive to finish drawing the 

pictures because those were not the picnues that she wanted to do. She had to 

draw piglets when she did not know what a piglet looked üke. She had expressed 

interest in baby duiosaurs, baby teddy bears and baby kangms ,  but these were 

not the "nght" kinds of animais for the booklet. She demonstrated disengagement 

when she scribbled, daydreamed, broke her p e n d  in two, and when she had to 

think of a new game to amuse herself. She was disengaged because w hat she was 

doing was done to meet the teacher's requirements. It was not somethùig she was 

interested in doing. Katie did not have ownenhip of this literacy experience and 

she demonstrated that one of the conditions for engagement was ownenhip. 

My last interaction with Katie was when 1 asked her to teU me a story 

orally. She did not show much excitement in her reteUing. But when she was 

asked to produce the story in book forrn, she jumped at the idea and painstakingiy 

produced the fUst page of the book. Why was the= a ciifference in Katie's 

response? Oral storyteIling was not something that Katie was used to doing 

whereas drawing was her favorite activity. Katie wanted "to do the whole book" 

because drawing was her area of strength. She couid utilïze her artistic abiiities to 
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express what she couid not do through her oral language. Katie chose her 

preferred mode of expression to portray the story of Goldilocks. Katie had taught 

me that one of the ways to help children become engaged was to find out what 

their areas of strength were and to build on them. 

How would story-reading support ffitie's Iearning? Katie made use of her 

meaning-making strategies when she read. Story-reading aiIowed her the 

opportunïty to be an active consmictor of howledge. Reading the stories also 

gave her a sense of success as a reader and the confidence to stay on-task wben the 

whole class practised reading their yearbooks. Treiease (1989) pointed out that 

story-reading, especidy the rereading of f d a r  texts, w d d  irnprove the 

childtenrs vocabuiary, sequencing and memory skilIs. Having Katie make her own 

version of famiiiar stories not oniy built on her artistic abilities and printing skills, it 

aiso dowed ber k d o m  and control as an author and iiIustrator- It was a 

meaningfbl way to utilue the knowledge of book Ianguage which she had gained 

fiom the read-alouds as weU. "The best - prtiaps the oniy - way to assure 

optimum development for ail students is to build on their language and iiteracy 

abilities." (Goodman, 1996, p. 146). 



Bemy and aif Frieids 

'Wouid you üke me to read you this story?" I held out a copy of a 

Berenstain Bears book about basebail to Benny, hoping that the iilustmtions on the 

cover would entice him. 

"No, thanks," Benny replieci, backing away. 

"But yesterday you dressed up as a basebaii player- You want to play 

baseball when you grow up," 1 reminded him. 

"Josh dressed up as  a basebali player too." 

"Then I wili read the book to Josh and to Paul as well," 1 penisted. Paul 

was B~MY'S best fiiend They did everything together. 1 touched Benny's a m  as 1 

spoke, hoping that he would change his rnind. Or was I wing to prevent himfiom 

nrnnliigaway? 

"No. 1 dont want to read it today." 

This had to be the f i  time that 1 had invited Benny to read with me. He 

was the oniy studeat who tumed d o m  my offer every tirne. and he titeraiiy tried to 

escape. 

Why had Benny been refishg g offers to read with him? 

+ I r * *  
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Benny was a good student, cooperative and weU-behaveb 1 noticed that 

Bemy enjoyed b ~ g i n g  objects to school for "hide-and-tell". hiring storytime, he 

would sit quietly in the fmit row ksi& his best friend Paui. Though his eyes 

were fixed on the book that the teacher was reading, 1 could not teii if be was 

foiiowing the story because he seldom volunteered to answer the teacher's 

questions or offer any comments. 1 did not see any excitement or a giint in his 

eyes as the stories were being read. Benny did not show much engagement during 

dent reading. When the class was listening to stories in the Library, Benny would 

sit quietly in the last row, but he did not pay much attention to what was king 

read as he kept looking around at the other activities that were taking place in the 

Library . 

Bemy's mother, Mrs. K. volunteered in the class~oorn once a weck. Mrs. 

K. was fnendty and helpful. When I asked if it was aU nght to record my 

conversations with Benny, she did not object but cautioned that "Benny is a man of 

few words. You might not be able to get anything out of him". When 1 asked if 

she read with Benny at home, sbe explained bat  her husband did most of the 

reading with B e ~ y  while she was responsible for helping their older daughter who 
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Effects of Read-Afouds 

had problem with ber reading a few years ago. "Now she is doing O.K. and since 

we let her go last time, we certainly don't want to let Benny go this time. So his 

Dad is working with him. He gets fnistrated because Benny doesn't remember his 

alphabet.." 

Mrs. K. was aware that the kiridergarten children's report car& would 

contain an assessrnent of their knowledge of the Ietters of the alphabet. shapes and 

their ability to count. Getting Benny to leam the alphabet was a cause of 

fiustration for both parents and child 1 asked if Bemy showed any resistace 

when they tried to read with hirn. 

"There's resistance ody when Benny has to leam the alphabet." 

Mrs. K. could not tell me what Benny's favorite books were. Nor could 

she remember the names of some of the books in her house. She knew, though. 

thai there were alphabet books as well as books on shapes and numbers. There 

appeared to be an absence of "reai" books - books with stories that could fue the 

imagination of the reader, stories that had heroes with whom the reader could 

build an emotional bond. 

Why are there children who do not want to read? ...If, for instance, we 
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insist that he has to get every word nght, sound out lener by letter or 

remembered exady, then teading becomes for him the performance of 

these rituais ... until it becomes meaningless (Meek, 1982, p. 84). 

a *  

1 asked Benny what his favorite books were "Chipmunks. Dinosaurs," he 

replied 1 noticed there were dinosaur books in the reading corner. But my offer 

to read them with Benny was once again potitely refiised. 

At the end of the day, after Miss B. had finished reading seved books that 

had to do with the fann, Benny raised his hand. But he was not called on to ask a 

question or make a comment because it was time to get ready for home. Benny 

was usually very quiet and he seldom volunteered to say anything without king 

asked. Today when he did want to speak up, he did not get a chance to. 

* * *  

When the chïidren were geniog ready to read theu yearbooks, Benny 

Iooked amund and spotted Jane sitting in the tast row. He moved from where he 

was sitting (in the f i t  row right in front of the teacher) to where Jane was and sat 

d o m  beside ber. He watched Jane closely as she pointed to every word and he 

followed her. Benny certainly used a good suategy in dealing with the demands of 
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this Literacy task, and he knew exactiy who the strong reader was that could give 

him the support he needed. 

S % * *  

A Big Suprise 

1 asked Benny to teil me the story of The Three Little Pigs as 1 put a copy 

of the book before him. 

"Once upon a the," Benny began as he pointed to the tiny print on the fmt 

page (information regarding copyright). Then he got stuck because there were no 

illustrations to help him continue. So he tumed to the second page and started 

again, "Once upon a time ..." m e n  he came to the part where the wolf huffed and 

puffed, Benny took a deep breath and reenacted the scene. He used different 

tones of voice for the three pigs. He ended his story with "and he Iived happüy 

ever after". 

1 was amazed by Benny's dramatic performance, with its actions and sound 

effects. He had certainly intemaiized elements of the style and discoune modes of 

the authon of fairy taies (Fox, 1985). 

When Benny's mother came to volunteer, 1 told her how impressed 1 was 

with Benny's retelling of the story. Her reply was, "He certainly knows more than 
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what he lets on. He should let Miss B. know what he knows." 1 presumed she 

was thinking about Benny's report card. What 1 was excited about was Benny's 

ability as a storyteller. 

Benny's sense of story was evident in his journal. Besides the letters of the 

alphabet, the only words written there were the colour words which he copied 

from the poster on the wall. Benny could not identifjr any of the words he had 

wrïtten. However, he could remember al1 the details in his drawings as he gave me 

a cornmentary on his journal. 

"These are 2-headed and 3-headed monsters. 1 saw them in a book.,. 

"See these teepees? Therems this Indian store that we went to ... 

"Do you see the Easter bunny? That's the Easter basket in my hand ..." 

AU children corne to school with a rich sense of story (Peterson & Eeds, 

1990). IfBenny coukü dictate his stories to an aduit, wouldn 't his journal be a 

detight to read? 

* * * *  

'7 Like This Book!" 

Just as 1 was about to give up any hopes of getting Benny interested in 

67 



reading with me, something exciting happened. 

Nine days before the end of the school year, amed with 3 books that 

centered on hockey, I invited Bemy, dong with his best fiend Paul, and John, to 

read with me in the library. W e  read Carrier's The Hockey Sweater. There were 

big smiles on al1 of their faces as we nad. Paul kept pointing to the details in the 

iIlustrations and sharing with us how he enjoyed the humour. There were tirnes 

when they al1 talked at the same time and I had to ask them to take tums. They 

had certainly taken over the commentary! Since the story ended with the hero 

saying a prayer in a church. we wondered if his prayer had been answered. The 

boys decided they would each write their own version of the ending to the story. 

The next day as we were trying to decide which of the two remaining 

books to read fmt, Benny announced, "This is a Canadian book!" pointing to the 

maple leaf sticker on the spine of the book. Paul quickly checked the other one 

and said, "This one is also a Canadian book." The boys decided to read Morgan's 

The Maeic Hockev Skates fint Again, everyone was eager to express their 

reactions to the story. They shared what their wishes would be if they had three 

wishes. 
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Effects of Rend-Almids 

'1 want to be the best player in the Jets," Benny declared. 

"You have to pay to play on the Jets team," Pau. was quick to respond. 

Then it was Paul's turn to Say what his wish would be. 

"1 want to be the best player," he said. 

It turned out aU three boys wanted to be the best player. 

When we came to the part where Joey told his brother he had magic skates, 

they decided that "ifs reai magic". 

Then someone hesitantly whispered, "it's fiction." 

'*Thse can st.üi be magic," John insisted. 

"Yeah. It's real magic," the other two happily agreed. 

Yes, they knew it was not a true story but they also believed in magic. The 

appeal of the magical - wasn't that what fairy tales were al1 about? 1 was rerninded 

of the children in Paley's ( 198 1 ) kindergarten c l w  who could reconcile apparent 

contradictions because of theû belief in magic. From the child's perspective, "the 

real power is in the wish" (p. 29). 

"1 like this book!" Benny miied when we finished reading, and he nibbed 

his hand back and forth on the cover of the book, 

"1 like this book!" he repeated. For the fast time 1 saw pleasure and delight 
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as he fondly patted the book. 

It was exhilarating to see how B e ~ y  could Anally "find himself in a book 

(Moss, 1977, p. 140) as he identified with the hero. He had experienced what it 

was like to "make a bond with the author in a special way which contributes to his 

affective growth and to the way he feels about himseif" (Barton, 1977, p. 358). 

Magic weaves in and out of everything the children Say and do. The 

boundaries between what the cMd thinks and what the adult sees are never 

clear to the adult, but the child does not expect compatibility. The child 

himself is the ultimate magician. He credits Cod and Iesser powers, but it 

is the child who confimis the probabilicy of events. If he can imagine 

something, it exists (Paley, 198 1, pp. 29-30). 

The boys behaved differently than when they were in the classroom during 

storytime. There, the children were not supposed to interrupt the reading without 

fmt raising their hands. They were not supposed to be b e n g  with each other. 

Hem, the dynarnics were different. The boys felt free to interrupt and diey took 

their time studying the ülustrations. Iust king able to handle the pages made a 

difference to how they would respond to the story. 

"1 want to see that book again," Paul said as I was about to put it away. 
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He told me he had a copy of the book at home, but he still wanted to look at the 

pictures one more the.  

Then we read The Moccasin Goalie. John kept pointing out the detaüs in 

the iilustrations which the rest of us tended to overlook. Ever since the time he 

showed me the details in The Piggybook3 John never ceased to impress me with his 

keen observational skills. No details seemed to escape his notice. 

"Can you give me your books when they are old?" he asked me when we 

had finished reading the hockey books. 

John's request reflected a real need in the reading comer - there were no 

books that dealt with sports. Quite a few of the kindergartners had soccer, 

baseball, or swimming as extra-curricular ac tivities. Children interes ted in sports 

would be hard-pressed to find material in the reading comer that would entice 

them to read. It could be that there were sports-related books in the reading 

corner, but during the weeks that 1 was in the classroom, 1 did not notice any. 

Benny's love of books would not have been evident if 1 had not brought in those 

three books. 

Ever since the day we read The Hockev Sweater, whenever 1 extended an 
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invitation to read, Bemy would glaûiy accept. 

* * * *  

Interestingly enough. B e ~ y ' s  best friend Paul was someone whose mother 

had regularly read to him "from the cradle onwards" (Fox. 1985, p. 374). He had 

heard most of the stories which the teacher read to the class and he owned many of 

the books which she had used for her read-alouds. 1 asked him what he thought 

about storytime in kindergarten. 

"Itls boring," he replied. 

"y?" 

"You just sit there and there's nothing to do." 

"What do you think wodd make it more interesting?" 

Paul thought for a while. "Put on a play. There are only two Urnes when 

we have a play. One is Christmas and one is the Wizard of Oz." He was refemng 

to the play which the school had put on a few weeks ago. 

The students in Paley's (198 1) kindergarten class read and acted out stories 

fiom pic- books and fajr tales, as well as stories which the children had made 

up. Paley found that dramatizing those stones helped her to understand the 

children's point of view, and understanding the ctiildren's perspectives enabled the 
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teacher to help them make connections. 

Paul's comment about sitting there with nothing to do reflected how the 

children were passive iisteaers durhg storytime. He wanted a more active role in 

the story-reading event, more involvement with the stories. 

* * * *  

Someone brought a book for show-and-tell and asked the teacher to read it 

to the whoIe class. Mer reading the fmt few pages, Miss B. asked, "Does the 

story remind you of something?" Paul raised his hand and said, "It reminds me of 

Babe". ("Babe" was the name of a movie that had been released recently.) Paul 

was making connections between the stories that he knew. 

* * * *  

Paul's mother, Mrs. TI, came to volunteer in the classroom once a week. 

She told me about the story-reading that occurred in her house, thereby giving me 

a portrayal of Paul's literacy behavior at home. She had an intuitive understanding 

of the importance of reading real books to her t h e  children. She started reading 

to them when they were toddlers. As soon as Paul could sit still, not even a year 

old, Mrs. T. started reading with him. 

"Paul mes stories about sports, action stories," she said. "A few 
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books he can read by himself. There are littie ünes that he knows by heart. 

Occasionaily. he pretends he's reading- Pve aoticed it cecentiy. Paul mes 

to look at books even after I've read to bim. Paul tells me which one he's 

not interested in- Some books not as actiondated he doesn't seem to be 

as interested* E s  "desert island books are the Berenstain Bears and the 

Franklin books. These two he reads over and over." 

"Does Paul tell you a story?" 1 asked her. 

"I'm not sure. He's not redy  a storyteller." 

"Does he write?" 

"1 don't expect him to write. He Iikes to draw." 

Did the parents assume that Paul was too Young to be able to tell or write a story? 

Could it be that Paul found it difficult to make up a story because of the lack of 

opportunity to practise teUing and writing one? 

"Paul spends about 10 minutes or so reading everyday," said Mn. 

K. "Paul's energetic, unless the book captivates him, he would rather be 

outside piaying bal1 than be sining indoors reading a book. He gets to read 

one story before going to M." 

"Does Paul ever get 'lost' in a book?" 1 asked his mother. 
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"Sometimes," she said "Sometirnes he's very interesteci, very 

focused" 

"How do you suppose children can deveIop a love for reading?" 1 

asked. 

'Whenever they are ready, developmentally ready. They have to be 

ready for i t  Take my oldest daughter. She wasn't interested. Then aii of a 

sudden shers grasped the concept It was Wre over-night. She's made the 

comection. It took her a long time to grasp the concept My middle 

daughter loved to read since she was grade one. She caught on right 

away." 

"Why is it that some ch i ibn  manage to buiid a bond with books 

whereas &ers merely show interest?" I asked her. 

"Pm sure we didn't do anything different with the three children," 

Mrs. T. reflected "1 have to confess 1 don't read. 1 read magazines and 

uewspapers. But 1 dodt Lice reading books. Pm not sure why my middle 

daughter is so much more interested in reading than her sib tings. Maybe it 

had to do with her personality. She ükes her own time alone. It was the 

Zittie House on the M e '  series that got her interested in books. She 
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read the whole series in a matter of days. She was even dressing üke a 

pioneer. She put henelf into i~ She becarne part of the story." 

Mrs. T. had just described what Meek (1982) was taking about when she 

wrote that "Iiteracy has powemil consequences; not the Ieast is thaî it changes 

one's view of oneseif and the world (p. 2l). Mrs. T. thought she had treated aii 

her children the same way, and yet oniy her rniddle daugter showed an intense 

interest in books. Was she saymg that some children were bom with a 

predisposition to develop a He-long Iove of reading? 

+ * * *  

John was the oniy student who chose to read during fiee tirne (and it 

happened oniy once). When 1 asked him about the book. he said, "1 found it." It 

tumed out that the tibrarian had riead the same book to the whole class a few 

weeks ago. 'Tt's a hinny book. Can you read it to me?" It was cNed The 

-book. As 1 was reading, John kept intempting me by commenting on the 

details in the Uustrations and explaining how these details would change in the 

pages ahead. I couid hardy finish a single page without king  intempted by his 

commentaries. 1 waited for him to finish taking before 1 went on, but as soon as 1 

began, he wodd intempt me again. It seemed as  if I was fighting for my chance 
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Effects of Reud-Almcds 

to read and he was fighting for his chance to teLi me about the illustrations. 1 was 

tempted to remain quiet had it not been for the fact that he kept asking me to read 

the words. 

'7 found if' implied that John had been searchnig for the book He was 

eager to read it again. 

John gladly accepted my offen to read with him. Each time he picked out 

a book, 1 wanted to know if he had read it before. He would invariably say no. 

And yet while we were reading. he would tell me a i i  the details in the story even 

before we got to the right page. He obviously had read the book before. When he 

said he had not read it, did he mean he could not read the words? Did he tbink he 

had to decipher aU the words More he could read? Did it mean that for John, 

Iooking at the picaires did not count as reading? Did Katie think that Miss B. had 

to read to her because she could not read the words herself? Yet at the beginning 

of each aftemoon, the children had to choose a book from the book corner for 

silent reading. They would read for about five minutes until everyone had settied 

down. 1 found the chiidren's perception of reading intriguing. 

When I first offered to read with John, his reply was. "Are you going to 
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read it to me now?" 1 wondered why he was so surprised that 1 wouid be willing 

to read to hirn then. Was it sornething that was too gwd to be bue? 

John quickiy wcnt to the book corner. 

'What kind of book would you üke to read?" 1 asked him. 

"A dinosaur book," There were 3 or 4 dinosaur books on the racks, but he 

did not pick them. He chose The hessed Up Book- 

'Pon't you want these dinosaur books?" 1 pointed to the ones on display. 

'1 want to read this one," he insisted, holding on to the one he picked. 

1 thought perhaps he chose that one because he could not read it on his 

own whereas he could read the dinosaur books by himself. It m e d  out 1 was 

wrong because he knew the details in that book just as he had known the details in 

The Piggvbook. What impressed me most was that The Dressed UD Book had 

references to other stories, and a child needed to be f ' l i a r  with these other 

stories before he couid understand and appreciate what the author was referring to. 

John was a reader who could maice use of his past reading experiences to help him 

connect with what he was reading. Somehow John gave me the impression that he 

had read aimost alI the books in the book corner. 

Fumiliari@ and love of reading. Do they go hand in h d ?  
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L was hoping John wouid be able to tell me a story since he was so familia, 

with the books in the reading corner. However, 1 was disappointed. John, iike the 

other three participants, was not interested in teiiïng any story. But as I asked 

about the pictures in his journal, he explauied what some of the images meant In 

one of the entries he talked about a poisonous sun and magic fish. What he told 

me was reaiiy an imaginative story. John went on to Say that his mother would 

take him and his brother to the cottage on the weekends. The beach was very 

close by. He and his brother could just walk there and they would go swimming 

and fishing. Without king aware of it, John was letting me know that the 

inspiration for this journal entry came Crorn his personal experiences. 

Once again there was this sense of story in John's journal writing, just as 

there was a rich sense of story in Benny's journal entries. 

* * * *  

John was a persistent child. One &y Miss B. was completing a List of 

words for things that were found on the farm. The children were eager to 

conmbute their suggestions. After cailing on severai students, Miss B. announced 

that it was Ume to do a mecent activity. When John raised his hancl, Miss B. said, 
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'We are not doing any more wotds. We don't have time." 

'Tm going to Say something else," John pmtested. 

'We are not doing any more words," Miss B. cepeated. 

"I'm going to Say something else," John insisted. 

"What were you going to say?" 

"My grandpa has a C m ,  but he doesn't have any animais." 

"What kind of a fann does he bave?" 

"1 don't know," 

Miss B. then expiained to the children the different types of f m .  But 

John was not paying attention. 

It seemed as though John had to Say what he wanted to Say, otherwise he 

would not rest. Thinking about the things that were on the farm led John to think 

about the things that were rnissing on his grandpals f m .  John was relating his 

personal expenence (the farm that he knew about) to the word picture that was 

king painted by the other students. Here John appeared to be the kind of leamer 

who could compare and connect what he had aiready known to what was king 

taught. 



' W c h  do you like better, the teacher reading to you in a srnali group, or 

reading to the whole class?" 1 posed this question to each of the 3 boys as weU as 

to Katie on different occasions. 

'To the whole class," was the unanirnous reply 1 received. 

'why?" 

"So everybody can iisten to it" 

There was a sense of community that existed when the teacher read to the 

whole class and as Weaver (1994) had pointed out, ~ad ing  and talking about 

books created a bond among the children. Yet it was interaction in a smail group 

that led Katie and Benny to become interested in books. For Katie, the niniing 

point came when she had my undivided attention as she played teacher. Likewise 

Benny discovend his emotional attachent to books when he was part of a smaii 

group. The idea of reading to children in smaü groups did not appeai to Miss B. 

either. even though she recognized that Katie would benefit more on an "one-on- 

one" basis. 

* * * *  

On the last day of school, 1 leamed that Miss B. bad bought 50 new books. 
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Effects of Rend-Alouds 

Anxious to find out if she had bought any books on sports, 1 rushed to the book 

corner. There on display were beautifully illustrated books, mostly in watercolor, 

and judging by adult standards, their aesthetic appeal was obvious. 1 was 

disappointeci, however, that there was not a single copy of the three books which 1 

had read to the boys. 

1 had shared with Miss B. how the boys enjoyed the three hockey books. 

The teacher assistant was also pcesent and sbe made a remark which 1 thought was 

pertinent, "My thcee older children are girls and 1 find that the books 1 have at 

home are for girls. So when 1 read to my son, 1 dont have too many books for 

boys, especially books about sports and cars." 

What is a good book? The adult's idea of a good book is very often at 

odds widi that of a child's. Barton ( 1977) had pointed out that there was no 

narrowing of the gap between what the adult saw as desirable and what the 

children chose to enjoy, so that there appeared to be "a crucial mismatch between 

the adult's expectation of the impact of books upon the child and the child's actual 

response" (p. 357). Moss (1977) had told the story of how for years she couldn't 

understand why an unappealing, artisticaily wonhless book couid hold such an 

attraction for her adopted daughter. It was years later that it suddenly dawned on 
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her that her daughter had identified herself with the iost kitten which was taken 

home and cared for the same way her adopted daughter had been taken home and 

cared for. The "lesson" Moss had learned was that "for a book by itself is nothing 

- a film shown in an empty cinema: one can only assess its value by the iight it 

brings to a child's eye" (p. 142). 

That leaming is a collaborative enterprise could be seen in the spontaneous 

discussions that occurred when the boys were mding the hockey books. The way 

the boys shared their reactions to the books confirmed what had k e n  pointed out 

by Wells (1986), that meaning making in conversation is a collaborative activity. 

When the boys were wondenng about the possible conclusion to The Hockey 

Sweater, their understandings and predictions were shaped by each other's 

interpretations (Newman, 1990). 

In their eagemess to express their opinions. the boys took over the 

commentary. This confirmed what Tchudi (1985) had wrïtten about children 

gradudy taking over the commentary in the story-reading event. How the boys 

reacted to the illustrations also confirmed what Tchudi had found about children's 
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first commentaries - that they tended to respond fust to pictures, what was going 

on in the illustrations, the looks on the characters' faces, their motives, and their 

intentions. The boys did not comment on the language in the text This, as Tchudi 

had pointed out, would corne in later commentaries as children became more 

mature. 

It was interesting to note that none of the participants brought books from 

home to share with the rest of the class. It was not clear if the literary tastes of the 

participants were made known to the teacher. The h a t i c  change in Benny's 

attitude towards books after he had read The Hockey Sweater demonstrated how 

crucial the choice of read-aioud maiends was in children's response to reading. As 

reported in the literahue review, White (1990) pointed out that her student Jevon 

(who grew up on a farm) failed to show an interest in books because there was a 

shortage of books written for rural children in her classrwm. Lücewise there was 

a shortage of sports-related books in Benny's classroom. For Jevon, "literacy 

began when he first heard language in a way that connected him and his experience 

io it; it began when language first took on persona1 meaning" (p. 3 1). The same 

could be said for Benny as well. 

Looking at the way the boys responded to reading, one could see evidence 
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of the love of reading and the emotional boad with book describecl in Butler's 

study (1979). John in particuiar dernonstrated his love of books by his eagerness 

to tell me about the details in the stories and by the fact that he had 'Yound" the 

book which had been read to the class earlier. Paul's mother was able to identifi 

what his "desert island" books were, those were the books he would read over and 

over again. Even B e ~ y  expressed his emotional attachrnent when he repeatedly 

said, "1 tike this book!" The enthusiasm shown by the boys when they read and 

talked about the hockey books was consistent with the idea expressed by Trelease 

(1989) in the literature reviewed earlier that "a child h e m  a story on at least three 

different levels: intellectuai, emotional and social" (p. 68). They were responding 

to the stories on the emotional and social levels. The fact that the boys (and Katie 

too) knew what fiction was and that they were famiiiar with the literary 

conventions such as "once upon a time" showed that they were hearing stories on 

an intellectml level as weil. 

Paul's mother had the assumption that children needed to be "ready " in 

order for them to be interested in books. However, it was not clear what this 

"readiness" consisted of and what precipitated its development In the literature 

reviewed earlier, there was no indication that children needed to be "ready" in 
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order to be attracted to books. Paul's mother was right, though, that a chiid would 

develop an interest in books as soon as he or she had "grasped the concept" or 

"made the connection". In other words, making the co~ection involved a child 

taking an active role to construct meaning before he or she couid see the relevance 

of books. 

There also seemed to be the assumption that when reading to kindergarten 

children, the size of the group did not matter. Both Paul's mother and Benny's 

mother thought that a smalier size group would be more suitable for students in 

higher grades because they would benefit fiom the gmup discussions. Was this 

because parents thought kindergartners were too young to have much ideas to 

contribute as far as discussions were concemed? 

Writing about the different approaches to read-alouds. Barrentine (1996) 

had pointed out that children do not l e m  by passively absorbing idonnation, and 

she had suggested ways w hereb y teachers could conduct interactive read-alouds so 

that students could become engaged to interact with each other and with the 

teacher in response to the text. However, she had not mentioned whether the size 

of the class would have an effect on such interactive nad-alouds. It would appear 

from this study that smail size reading groups such as the one the three boys were 
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in would be more suitable for interactive read-aiouds. 

Since the focus of this snidy was to examine the effects of read-alouds 

from the children's perspectives, some of the questions raised in Chapter II 

conceming the teacher will not be dealt with here. Questions such as how the 

teacher handIed the read-aiouds, whether she could tK described as a "co- 

responder" or as a "master of the literacy craft", and how she handled 

nonconsensual interpretations wiU not be addressed in this study. 

The Research Ouestions 

Were the ctùidren conuecting with books? If not, why might t k  have 

been so? 

At the beginning of this study, Benny appeared to be a quiet and passive 

listener during storytime. There was no indication of any excitement over the 

stories that had been read. Not only was B e ~ y  not intensted in reading with me 

in school, he showed resistance to having to read the alphabet books at home. 

Why was 1 uwuccessful in my initial attempts to entice Benny to read with me? 

Could it be that his part experiences with books had given him the impression that 

books were boring and meaningless? Benny's attitude towards books changed 

after he had read the hockey books. AU of a sudden Benny realized that he could 
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identify with the heroes in the stories. There was a magical appeal in the stories. 

Books began to hold personal meaning and celevance to his everyday experience. 

Prior to this, Benny had not been connecting with books because he had not corne 

in to contact with stories which could cause his imagination to sou, stories which 

had characters with whom he could identify. 

Paul was always glad to accept my offea to read with him. From talking 

with him, 1 knew what his favorite books were and how he enjoyed his reading 

time with mom at the end of each &y. He seemed to give me the impression that 

some of the excitement in the stories that were read aioud in ciass had been 

diminished because he had already heard those storïes More. 

John was the one who demonstrated his love of books most clearly by his 

eagemess to have me read to him, by his familiarity with the books, and by the fact 

that he had been looking for the book which hd been read to the whole class. 

From rny conversations with him, it appeared that he did not have someone to read 

with him at home. Could that be anotber reason why he was so familiar with the 

details in the books from the reading corner - those were the books that he could 

get his han& on? The way he moved from the back of the room to right in front 

of the übrarian was a powerful demonstration of his engagement and of the appeal 
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of stories, 

Lookhg at the descriptive literacy profihs of the participants, what 

can we undeistaad about the way chüdren construct meanhig; and how 

wodd story-reading support their leprning? 

What kind of a leamer was Benny? uistead of showing his boredom by 

bekg disnrptive, Bemy sat quietiy and was able to hide behind the facade of king 

a good student even though his mind was not on the books that were read aloud. 

Benny had good strategïes when he had to deal with the task of reading the 

yearbook. He knew who the strong reader was that could give him the support he 

needed and he chose to sit ksi& Jane and watched how she tackIed the task of 

reading. Another one of Benny's meaning-making strategies was to make use of 

the iliustrations to help him retell the story of The Three Little Pies. Benny was an 

accomplished stocyteUer. He showed a strong sense of drarna when he re-enacted 

the scene where the wolf blew d o m  the house of the littie pig. His knowledge of 

the conventions of stories ad&d to the effectiveness of his storytelling. When 

Benny talked about his journal entries, the fact that he couid remember why he 

drew those pictures (some of hem were done four months earlier) showed that he 

had put careful thought into his journal writing. He had expressed, through the 
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use of picnires, what was significant in his daiiy expeciences. On the other han& 

he could no longer iâentify any of the words wbch he had copied fiom the board 

or from the posters on the waiis because he had not Iearned to read those words 

and because those words did not signify anything spcial to him Benny had taught 

me that children would remember images that had significance to them, regardiess 

of whether those images were p i c m  or words. 

Why did Bemy show engagement when he read the hockey books? Apart 

from the fact that the books had to do with one of Benny's favorite sports, the 

apped of the magical played an important part in winning Bemy's affection. The 

informai and relaxed atmosphere of this Iittle ~ a d i n g  group also helped Benny to 

freely express his ceactions to the stones. When B e ~ y  wrote his own ending to 

The Hockev Sweater, the opinions of his two fnends helped him to arrive at his 

own conclusion about the outcome of the story. There was this feeling of king 

part of a group of boys with similar intetests that facititated Benny's engagement. 

Looking at John's journal, 1 had the impression that he was not someone 

who iiked to draw. Most of the entries had only a single hny drawing in a corner 

or in the middie of the page. On some of the pages, John wrote down the date, but 

left the rest of the page blank. However, there was one entry that stood out It 
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had dark peuci. marks ail over the bottom of the page. That was John's eIaborate 

rendition of the waves. Swimming on top of the waves were four fish. He rPferred 

to them as the "magic fish". At the top of the corner was the poisonous sun, 

personified with amis and legs. John was able to weave a story out of his 

experiences d o m  at the cottage. The drawing came alive because he put his 

feelings into i t  John had taught me that he could do an outstanding job in his 

journal writing if he couid tell stories based on his everyday experiences. 

Paul derived a great deai of p l e a s a ~  from studying the facial expressions of 

the characters and Iaughing at the impiicit humour of The Hockev Sweater. He 

pointed out the humour in the iIlustrations of The M@c Hockev Skates and asked 

to look at the book again even though he had a copy of it at home. He had shown 

me that children need time to absorb what is in the ülustrations, to enjoy the 

pleasure of looking at the picnires. They need to touch the pages and examine the 

picnires closely. IIiustrations no< ody help children to make meaning, they sustain 

the children's interest 

Paul was someone who could make connections between the stories he bad 

heard because Listening to one story reminded hîm of another one that he had corne 

across. 
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Sunilarly, John was able to connect what he had known from one story to 

another one that he was reading. It was his knowledge of the references to other 

books that helped him to understand and appreciate The Dressed Up Book. Iohn 

was aiso able to compare what he had already known to what was being taught 

because he noticed that his grandpa's f m  was different from the fann that the 

class had k e n  taking about 

It appeared then that Paul, Iohn and Katie couid al1 make use of their past 

experiences in reading to help them make meaning and to make connections. 

S tory-reading supported their learning by helping them to connect what they had 

known to what they were learning. The boys constructed meaning with help From 

their peea. It was the discussion among the boys that helped shape their 

understanding and interpretation of the hockey books. Story-reading became a 

coUaborative learning activity as they shared their reading experiences. 



Effects of Read-AIOU& 

CBAPI'ERIV 

cONCLusIONs 

It was not possible for me to find out the effects of read-alouds just by 

observing the participants in a group setting. It was only when I interacted with 

each of them individuaiiy that I began to see what they are able to do as a result of 

the read-alouds. The children in this study h d  show chat they would not fidi in 

love with books simply by k i n g  cead to ceguiarly. Children needed to see that 

stories were meaningful and relevant befom they could build an emotional bond 

with books. Simpty delivering the text was not enough, the role of  the teacher 

should be to support and facilitate the meaning-making strategies that children 

were capable of using. When the children decÏded to take an active role in the 

story-reading event, they became engaged and interacted personaiiy and 

interpersonaüy in response to the text When they were engaged, they became 

fluent on a known text and experienced what reading success was like. They 

adopted the behavior of a reader and made their own decisions as language users. 

They drew on their past experiences in reading to help them make co~ections 

from one story to another. They were able to reteil stones in their own unique 

styies. When they were engageci, they took over the commentary. They built on 
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each other's ideas so thaî story-reading became a collaborative leaming 

experience- 

Mqjor Themes that Emerged 

1. Oral dom-telling 

I posed the question, "Would you Iike to tell me a story?" to all four of the 

participaûts and none of them seemed to be willing or able to do so. (The oniy 

exception was Benny who could retell a bown story only when he had the book in 

front of him.) AU of the participants gave me the impression that they could not 

rnake up a story or they did not know how to tell a story from scratch. They could 

only teil me a story when they had a book in front of hem, and even then some of 

hem had difficulty narrating a story From beginning to end without help. Their 

reluctance did not appear to be due to the Iack of exposure to stories since Miss B. 

had regularly read to them. Even Paul, who had extensive and early experience of 

hearing stories read aloud, was unwilling or unable to teil a story of his own. His 

mother had thought that "he's not really a story-teller". It was not clear whether 

the participants' di"culty in oral story-telling was due to the Iack of know-how or 

the lack of practice or both. It could be that the children in this study had never 

been given the invitation to relate a known story or create a new one orally. On 
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the other hanci, Fox (1985) found that in her shidy of children who had extensive 

experience of king read to, the participants did not seem to show any hesitation or 

diffculty in their oral monologue when they responded to the request, 'Wouid you 

iike to teil me a story?" Did these children have plenty of previous experience in 

story-making? Paley (1990) wrote of the stories told by the children in her 

kindergarten class. Her students did not seem to have any difficulty teiiing or 

making-up their own stories either. What was it that made it easy for these 

children to tell their stories? Occasionaüy Paley herself would make up stories to 

tell to her class. Did it mean that the teacher had to mode1 story-making in order 

for the children to be able to do the same? 

When the participants were asked to explain what some of the drawings in 

theû journais meant, their explmations were acnially imaginative stories based on 

their everyday experiences. The drawings were demonsaations of the rich sense of 

story that each of the participants had. These children were trying to tell stoties 

through their drawings. Their sense of story was also evident when the boys 

created their individuai versions of the ending to The Hockev Sweater and when 

Katie made her own version of Goldilocks and the T h e  Bears. It may weil be 

that children need props to tell oral-stories. They need to read or respond to a 
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book, or use their journal drawings, or other props such as a tent (there was a tent 

erected in the classrmm whcn the teacher taught a unit on camping) to help them 

teU their stories. 

2. ffiowledne of litenam conventions 

Al1 the participants knew what was the term "fiction" meant They knew 

that faj. tales start with "Once upon a time" and end with "They lived happiiy ever 

after". They learned also that the illustrations support the stories, and they 

Frequently referred to the illustrations as a way to construct meaning. 

3. Rereadin~ of favorite storïes 

The kindergarten teacher did repeated readings of fairy tales and favorite 

texts. For instance, Ginrzerbread Man had k e n  read twice and Brown Bear Brown 

Bear had ken read "many times". When Katie played teacher, she wanted to read 

some of the books over and over again. Trelease (1989) explained why children 

enjoyed rereading f ' a r  books. 

rereadings of the familiar coincide with the way chiidren lem.. . they are 

most cornfortable with the famili ar... the repetition irnproves their 

vocabulary, sequencing, and memory skilis. Research shows that 

preschoolers often ask as many questions and sometimes the same 
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questions, after a dozen readings of the same book because they're leaming 

language in increments - not aii at once. Each reading often brings an inch 

or two of new meaning to the story (p. 48). 

Meek (1982) pointed out that children experience a feeling of success through 

repeated readùigs of the same books. "Reading familia. books and stories bring 

Buency, which is a feeling of knowuig oneself to ôe a reader, and not simply 

freedom from error" (p. 43). Children corne to identiQ themselves as readers 

because of their ability to read familiar texts. Ali four participants had learned the 

text of Brown Bear Brown Bear. In fact, the teacher said that the whole class had 

leamed to read it. The impact of this community of readers was that the children 

felt a sense of belonging and acceptance. There was also a sense of loyalty 

because ail four participants wanted the whole class, not just a few selected 

students, to have a chance to hear and enjoy the stories. The children wanted 

read-alouds to be done as a whole class event because this was how it had always 

k e n  - it had become a habitua1 mutine. 

4. Famiüaritv with the text 

John was familiar with the details in most of the books in the reading 

corner, so much so that he kept intempting me with his commentaries when 1 was 
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reading with him. The spontaneous discussion that occured when the boys read 

the hockey books showed that when chilcken are familiar with the topic, they take 

over the commentary in their response to üteratwe. Paul knew his stmies weil, 

and his mother mentioned that ''there wcre iittie lines chat Paul knew by heart". 

She noticed also that occasionally Paul "pretended to tead". She did not mention 

if Paul insisted on having an "unintempted performance" the same way Katie did. 

Familiarity with the text gives children the confidence to attempt to read. Katie 

had shown me how important it is for children to have unintempted performances 

in order for them to grow as Ianguage users. When children cm read without 

interruption, they sense a feeling of k i n g  the leader, of king in control of the 

reading process. 

S. Choice of favorite books 

AU four participants had definite ideas about the kind of books they liked 

and disliked. Katie chose her books when she played teacher. John knew which 

ones to pick fiom the reading corner. Benny's attitude towards books changed 

when we read the books that he liked. Paul's mother reported that he let her know 

which books he preferred. Tkre were some books which she would have liked to 

read to him. but she knew that he would not show any interest because he was 
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interested in sports and action-related books. 

Fox (1985) highlighted fmiliarity with cenam texts and choice as the two 

major factors that accounted for the fact that children with extensive book 

experience had intemalized the elements of the Ianguage, style, and discourse 

modes of the authors of children's books. She believed that these two important 

aspects of learning played a crucial part in teaching the children what authon do to 

make stones. 

6. Active role and control 

The participants wanted an active role in the story-reading event. To make 

story-time more interesting, Paul suggested putting on a play which was a creative 

response to literature. The boys demonstrated their desire to have more control 

when they took over the cornmentaries. Ail four participants wanted to have a Say 

in the choice of books, Katie showed us that children need more control over their 

ieaming. She enjoyed playing teaching because it let her have control over her 

reading. Katie operated efficiently when she wrote her own book, and she 

demonstrated that children need to have ownership of their literacy experiences 

when they do their journal writing and centre activities. 



7. The issue O€ time 

There was not enough time for the children to make comments or ask 

questions at the end of the read-alouds, especidly when these were done right 

before the end of the school day. On different occasions both Katie and Benny had 

raised their han& &er the read-aiolids, but they did not get a chance to speak up 

because of the lack of time. Mer-reading discussions couid not be fuUy developed 

due to tirne constraints. 

Impiications 

Before undertaking this study, 1 had the assumption that it was natural for 

children to be attracted to books. It was my assumption that as long as there was 

an adult to read with hem, and as long as children could understand what the 

stories were al1 about, then they would enjoy king read to. 1 had assumed that it 

did not matter what kind of stories were king r d .  However, Katie and Benny 

had shown me that some children had to corne into contact with the "right" kind of 

books before they would show an interest in reading. 

hE3tIWctiojId I J I D D ~ ~ O K M  

It was only when 1 taiked with each of the participants that I began to see 

what ihey could do as a result of the read-aiouds. 1 came to realize that one of the 
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most important things a teacher can do is taking the time to t a k  with each student 

and getting to know him or her on a more persona1 level. Knowing the children 

and numiring their needs as well as building on their strengths are more important 

than merely teaching them skilis. 1 will plan the school day in such a way that will 

aUow me to spend at least five minutes W n g  and gemng to know one student. 1 

will find out what the children's interests are and dmw their attention to books that 

are relaied to their interests. Through meaninal conversations with the students, 

I will corne to appreciate how stories are seen from their perspectives. 

As the children in ibis snidy had indicated that they wanted a more active 

role in the story-reading event, 1 will capitalize on students' active participation. 

This can be in t e m  of the choice of reading-materials - letting them have the 

freedom to choose books for read-alouds. As Paul had suggested, I will give 

students opportunities to role play themes from their favorite stories, or pursue 

other follow-up activities that allow students to explore stories in personai and 

exciting ways. 

Since the tuming point for Katie came when she decided to play teacher, 1 

will give each student an oppominity to be the teacher, a chance to read to the 

whole class. The fact that playing teacher appealed to Katie impiies that teaching 
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Effectc of Red-Aiouds 

is most effective when it is done as a garne. 1 will integrate word games, riddles, 

and other non-cornpetitive games that require team effort and cooperation into the 

cumculum. As Katie enjoyed king able to read familia. passages. 1 will help 

students discover the satisfaction of king a reader by having them lem to read 

favorite texts. Katie was able to make al1 the decisions regarding what books to 

read and how often to read them while she was playing teacher. This implies that 

students shouid be able to make choices and decisions when they take part in 

literacy experiences. 

Some of the books Katie read when she was playing teacher were new to 

both of us. The fact that she could make up the story by looking at the 

illustrations showed that she had narrative competences. To build on this area of 

her smgth, I could audiotape her reading, transcribe it, and then ask her to read 

her own story. One of the ways to help children develop their narrative 

competences is to let them Listen to the audiotape of theu own reading and 

storytelling. 

Katie showed me that she needed more time to make sense of the text and 

she wanted to create her own version of the text as she read. The implication is 

that when children read 1 have to wait and let them show me how they make use 
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Effecfs of Red-Alotids 

of the iliustrations and contextual clues to help them constmct meaning. Instead of 

jumping in to help them out when they are stuck on certain words, 1 wiii give them 

enough tirne to process the information available and 1 wiii be üstening for 

understanding and meaning-consmiction rather than solely for accurate word 

identification. 

Another reason for KatieTs engagement was the fact that she could have 

my undivided attention. Some children find interaction with a helping adult on an 

one-on-one basis more benefcial than working in a goup situation. I wiii plan the 

school day so that 1 can read with at Ieast one child. Another way to cater to the 

literary tastes of each child is to bring in students from higher grades to be "book 

buddies" who can read with my students Uidividuaüy. 

Katie knew exactly what she wanted to do when she was asked the 

question, 'Would you üke to make a book?'because it was an open-ended literacy 

invitation. On the other hand, Katie had great diff~cuity figuring out what to do in 

her counting book because it was a decontextualized üteracy exercise. The 

implication is that the design of literacy activities should be open-ended and that 

children be given the &dom to make decisions and choices, and be able to have 

ownership of their work. 
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When Katie was given the oppottunity to write her own version of 

Goldilocks, she responded with enthusiasm She had heard the story more than 

once, and having a copy of the book in front of her also helped. Asking students 

to write theu own versions of familiar stories helps to demonstrate to them the 

interrelatedness of reading and writing. 

For students like Katie who are interested in art, 1 c m  buiid on their 

aesthetic engagement by drawing their attention to the different styles of popular 

illustrators. 1 can also intduce them to wordless picture books written by 

authors such as Peter Spier and encourage these students to make their own 

pictwe books. 

B e ~ y  was able to connect with books when he saw himself having the 

same aspirations as the heroes in the stories and when he took part in the 

spontaneous discussions of our littie reading gmup. 1 will form small-size reading 

groups, let the students choose their partners and reading materiais. Groups can 

be made up of students with sirnilai interests. A srnaIl group makes it easier for 

children to handle the book and study the iilustrations more closely. It provides 

opportuniries for more interaction which in turn helps to support richer individual 

responses to stories. Children who are shy will fee1 more at ease to speak up in a 
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s m d  group. Furthemore, the fact that the boys took over the comentary 

implies that children aie capable of conducting their own after- teading discussions 

without direct intervention on my patt These discussions not oniy hetp students 

to personaiize story meaniag, they also help me to explore the connections that the 

students bave made. 

There were occasions when students wanted to ask questions or make 

comments at the end of the read-aiouds, but thcy were unable to do so because of 

the Iack of time. This implies that adequate time should be set aside for read- 

aiouds so as to fully develop during-reading and after- ceading discussions. In 

order to facilitate discussions, read-alouds which had norxnally k e n  done as a 

whole class activity cm be conducted aiso as a centre activity. 

It is through observing the iiteracy behaviors of the students closely that I 

can identify theu meaning-making stratepies. Keeping a journal of my 

observations wiü help me mate the context whereby students can l e m .  

ïm~lications for Parents 

Paul's mother should be commended for her intuitive understanding of the 

impofiance of readuig to her chiidren, di the more so since she herself was not an 

avid reader. More often than not, it is the parents rather than the tacher who play 
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a key role in childmi's üteracy development because they know their childrea weiI 

and are in a better position to heQ them make connections between books and 

their persmal experiences. Parents can cultivate a He-long love of books in their 

children by reading to them and by modeiing the use of oral and written language 

at home. For those parents who are not aware of the importance of reading real 

books to their children, information can be sent home in the form of monthiy 

newsletters giving suggestions of appropriate titles of books for parents to read 

with their children at home- Parents can be made aware of cesources available Ï n  

books nich as Tretease's The New Read-Aloud Handbook, Meek's Leamhg 

Read, and White's Books Before Five, Parents can volunteer in the classroorn and 

read with individual students. They can participate in smaiI reading groups. To 

build on the sense of story that is evident in childreo, parent volunteers cm be 

enlisted to help transcribe students' journal entries, or students can dictate their 

stories to parent volunteers. 

Questions for Future Researcb 

Several new questions can be raised as a resuit of this study. 

1. Shouid read-alouds be conducted as a whole class event, should they be 

done in smali groups, or both? Does class size have an effect on the 
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responses of individual chiIdren to read-alouds? 

2. How can active participation and engagement in read-aiouds be 

encouraged for shidcnts in mal1 and large groups? 

3. What can we find out about children's meaning-makuig strategies as a 

result of hearing stories read aioud? 

There is aiso a need for longitudinal studies of the effects of read-aiouds on 

a larger nurnber of children. Funher studies can also be done on each of the major 

themes mentioned eariier in the conclusions, 
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