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The goal of the English as a Second Language (ESL) classroom is to foster English language and literacy skills in English language learners (ELL).  It is necessary for non-native English speakers to acquire basic skills such as word recognition/vocabulary and reading comprehension in order to succeed in school, as most school subjects require some form of reading.  Therefore, the purpose of this study is to determine effective methods of English language acquisition for ESL students in the elementary classroom – specifically, the effect of reading aloud on this particular group of students. Furthermore, the study will investigate the overall effects of a teacher’s role during reading aloud on the vocabulary acquisition and comprehension of ESL students.  

  In the past, research has shown that reading aloud to children benefits literacy development (Elley, 1989).  Read aloud consists of teacher reading a teacher-selected text out loud and students listening to the text (Fountas & Pinnell, 2000).  In most read aloud events, teachers select books from various genres that are more difficult in reading level, therefore students are able to benefit from these read aloud events because they are exposed to books that they normally would not choose on their own. Further benefits of reading aloud include fostering enjoyment of literature, building listening skills (Lickteig & Russell, 1993), learning of new words (Brabham & Lynch-Brown, 2002; Elley, 1989; Ulanoff & Pucci, 1999) as well as improving comprehension skills (Brabham & Lynch-Brown, 2002; Beck & McKeown, 2001).  Students in past studies have shown improvement in vocabulary as they are exposed to new words through read aloud events.  Similarly, read aloud has been shown to improve students’ reading comprehension skills, with comprehension defined as bringing meaning to a text that is read (or heard) by decoding individual words, then connecting them to whole sentences and then to whole paragraphs and pages of text.  Reading aloud creates a prime setting for teachers to model comprehension strategies as well as word acquisition skills for language development in ESL students. 

Although the majority of studies have demonstrated benefits in reading aloud, research effects have been limited to native English-speaking students - overlooking the needs of non-native English-speaking students.  There is a gap in literature as to whether read aloud advantages for native English-speakers also apply to non-native speakers, who lack full understanding of the English language and have limited vocabulary.  It seems reasonable that listening to stories read in English and being exposed to new words and experiences can be gainful for native English-speaking students, but employing the same idea may appear less beneficial to ESL students.  Immersing ESL students, who have little or no background in English, in a read aloud conducted in their second language may prove more detrimental than beneficial to the students as vast amounts of unfamiliar vocabulary may hinder their comprehension of the text.  The gap in literature widens as it does not address situations where ESL students listen to a teacher read aloud and model strategies solely in English nor do they address students’ level of English proficiency.  ESL students’ level of English proficiency may affect how well they respond to a read aloud (in English)  – with beginning level students possessing little or no skills in reading, writing, speaking and listening in English; while the more advanced level student possess a fluency of English that allows them to participate in the mainstream (English-only) classrooms with little guidance (Canales, 1992).  For this reason, attention was given to the factors surrounding the benefits of read aloud for both native English-speaking and for non-native speaking students.

A major contributing factor to the success of read aloud in English speaking students’ vocabulary acquisition and reading comprehension is the role of the adult or teacher during the read aloud interaction. According to Vygotsky’s sociocultural theory (1978), social interaction between adults and children can have positive effects on children’s development.  Vygotsky argues that adults must direct and organize children’s learning before a child can master specific tasks on his own.  Vygotsky’s theory suggests that in order for children to achieve maximum results in learning, they must engage in quality interaction with adults.  Quality interaction can include, but not limited to the teacher activating students’ prior knowledge about a particular topic, engaging students in higher-level or critical thinking, or conducting guided discussions about the subject at hand.  Rather than presenting an assignment or task without guidance and motivation towards the task, students are provided with opportunities to dialogue with an adult or teacher – creating a learning environment that is quite beneficial to the student.  Thus in application of Vygotsky’s theory, teachers reading aloud in a classroom setting can prove beneficial to students than students reading on their own.  

Consistent with Vygotsky’s theory, researchers identified characteristics of teacher’s and native English-speaking students’ behaviors related to reading aloud and found positive relationships between teacher guidance and children’s involvement (Morrow, Rand & Smith, 1995).  Participation and involvement with the support of the teacher reflect Vygotsky’s (1978) theory that children learn best through social interactions.  The idea of quality social interactions between teacher and student is necessary in order to grasp another Vygotsky concept – zone of proximal development.  Zone of proximal development is a term, which refers to a level or zone between the point at which a child can perform a task with adult guidance and the point, which the child is able to perform that same task, independently.  With appropriate and quality teaching/interaction from a teacher to fill the gap in a child’s zone of proximal development, children can accomplish tasks or acquire new information – such as vocabulary, on their own.  Therefore, providing opportunities for social interaction in the form of read alouds not only creates a model of specific language skills and strategies for the students but also presents teachers with a means to encourage higher-level thinking.  As cited by Morrow, Rand & Smith (1995), the read-aloud events that are most beneficial, are when both teacher and student actively participate in constructing meaning from the text.  In a read aloud, the teacher scaffolds to the student’s zone of proximal development – giving just enough background information and vocabulary in order for the student to comprehend the text as well as accomplish related tasks, independently.  Reading aloud provides an opportunity for teachers to assist students in areas such as literary concepts and language acquisition skills, which may otherwise, be impossible to grasp on their own.

Many experimental investigations have applied the term, scaffolding to read alouds.  Stemming from Vygotsky’s zone of proximal development, scaffolding is (as cited by Smolkin & Donavan, 2001) “a process that enables a child or novice to solve a problem, carry out a task, or achieve a goal which would be beyond his unassisted efforts” (p.99).  Put in layman’s terms, this scaffold is a temporary support which the teacher or adult provides while a student works on a particular task– the harder the task, the more assistance the child needs in order to accomplish it successfully. This support or scaffold is gradually and eventually taken away, once the student is able to master a task alone.  Children are able to receive encouragement and direction while acquiring new skills and strategies as the adult or teacher serves as a safety net in these early stages of children’s learning.   For this reason, scaffolding has been found to play an important role in read alouds.  Brabham & Lynch-Brown (2002) conducted a study with native English-speaking students, which drew from the scaffold theory as well as Vygotsky’s (1986) sociolinguistic theory, which emphasizes the importance of language in learning. Their hypotheses was supported in that certain reading aloud styles, which include scaffolding by teachers, enhances learning outcomes in children.  The scaffolding methods were employed through an interactional reading style, in which teachers simultaneously read and discuss stories with students; and a performance reading style, in which discussion was encouraged before and after but not during reading.  Brabham & Lynch-Brown found that the interactional and performance reading styles showed more significant and consistent gains for vocabulary acquisition than compared to the just reading style (no discussions).  Theses results imply that students’ learning outcomes increase when there are more opportunities to actively engage with the teacher and when teachers provide an ample amount of support through discussion.  

Therefore, regardless of whether students’ first language is English or not, Vygotsky’s scaffolding theory can be applied - utilizing scaffold techniques where teachers can provide support and guidance to student learning can prove beneficial to all children.  In order for students to achieve difficult tasks such as vocabulary acquisition and comprehension, it is essential for the teacher to scaffold the child before and during the actual task.  As evidenced through past studies, the role of the teacher during a read aloud event is significantly and positively related to students’ achievements in vocabulary acquisition. 

Teachers play an important part in students’ comprehension during read aloud.  In order for readers to bring meaning to the text that is being read to them, attention must be given to background knowledge and the role the teacher plays in extracting that knowledge (Beck & McKeown, 2001; Ulanoff & Pucci, 1999).  As cited by Ulanoff & Pucci, success in reading comprehension can be attributed to, but not limited to, possessing background knowledge of a particular subject or experience.  Background knowledge consists of life experiences, which include one’s familial experiences; literary background, which includes one’s experiences with texts over time; and world knowledge, which includes the understandings one has about the world and those around them (Fountas & Pinnell, 2001).  In order for readers to construct meaning from text, they must draw from their prior knowledge of similar situations.  Students come into a classroom with knowledge and experiences that many times, they do not realize they possess.  Furthermore, they do not have the strategies or means to extract relevant information and apply it to the text they are reading or hearing. For that reason, scaffolding is necessary in activating students’ prior knowledge.  Teachers play a key part in comprehension as they supply students with a sense of direction, leading them to make connections between the text and personal experiences.  The teacher scaffolds the student in comprehension by asking questions relevant to the story and modeling appropriate answers.  Studies have found that constructing background knowledge in connection with the text assists readers in comprehension through previewing content as well as activating memory of prior experiences (Tierney & Cunningham, 1984).  Therefore, read aloud events that incorporate discussion about the text prior to reading, benefits comprehension of text.  By presenting children with opportunities to reach into their knowledge about familiar topics, assists reading comprehension as well as motivate them about the story at hand.  Through questioning techniques and scaffolding, teachers are able to trigger students’ knowledge in order to establish a desired background for reading and enhance reading comprehension. 

In contrast to the findings that through scaffolding, background knowledge facilitates comprehension, Beck & McKeown (2001), observed that without appropriate guidance, young children did not link their background knowledge with the story read to them.  The teacher prompted native English speaking kindergarten students for their personal experiences about a particular topic present in the story and although the students were eager to offer information, it was not relevant to the story.  This observation suggests that young children are not able to fully grasp a teacher’s inquiries due to their limited experience in language.  At this age, pre-kindergarten and kindergarten children have just begun to develop and have yet to hone their language skills.  This is also true for non-native English speaking children, especially those with a low level of English proficiency.  Students with little or no experience in the English language and young native English-speaking students need more support and assistance from the teacher in order to grasp new concepts and skills.  

Therefore, teachers should not ask for ideas or present new concepts without explanation and guidance.  Scaffolding in this case, would be in the form of modeling by the teacher.  Students in Beck & McKewon’s study were not given enough direction in order to activate relevant knowledge, resulting in irrelevant and unconnected feedback that does not facilitate comprehension in any way.  Background knowledge did not benefit comprehension because students were not provided with enough information.  Teachers must provide a scaffold that allows limited language students to comprehend the text in a manner that is challenging but not frustrating – within the students’ zone of proximal development.  In this manner, read aloud is made optimal for both ESL and non-ESL students.


A vehicle for scaffolding second language learners is by providing primary language support, or conducting part of a lesson in the students’ first language.  Listening to stories with primary language support has been found to be a way of scaffolding second language learners to acquire new vocabulary (Ulanoff & Pucci, 1999).  Ulanoff & Pucci (1999) tested the effects of reading stories to English language learners with and without the use of scaffolding by implementing two different bilingual approaches that incorporate primary language support.  One method is concurrent translation, which is when the teacher says or reads one sentence/phrase in English and translates the sentence/phrase into the students’ primary language.  For the other, preview-review method, the teacher gives students a preview of the story as well as target vocabulary in their first language, and then the story is read and reviewed in English. 

Results found concurrent translation to be less significant in gaining new vocabulary in students (12%) than even the control group (19%), while the preview-review method resulted in a 57% gain in vocabulary.  Reading aloud using the preview-review method resulted in considerable gains due to the fact that this method effectively employed the scaffold theory, meaning, teachers helped students understand new words using their native language before reading, and reinforcing those words through review after reading.  Moreover, the preview-review method was proven more beneficial than concurrent translation for the reason that concurrent translation does not accommodate to students’ zone of proximal development – this method provides too much information to the student.  The students expect translation of English to their primary language, minimizing the need to listen to the spoken English, thus decreasing acquisition of vocabulary.  Furthermore, without the preview of the vocabulary using their native language in the preview-review method, English language learners were not able to accomplish the task of understanding new words on their own.  Through this method of support and assistance from the teacher, students were able to gain a significantly higher amount of new vocabulary as opposed to students in the control group who did not receive any teacher assistance.  As evidenced in Ulanoff & Pucci’s study, providing primary language support by way of previewing and reviewing vocabulary, serves as a scaffold in English language learners’ ability to acquire vocabulary, thus illustrating that Vygotsky’s theory does in fact, apply to ESL students.  

Although scaffolding has demonstrated multiple benefits to second language learners during read aloud through primary language support, the English proficiency levels of these students may cause a difference in the attainment of benefits through English-only read alouds.  Language proficiency, is referred to by Vecchio & Guerrero (1995) in the National Clearinghouse for English Language Acquisition (NCELA), as the level of competence at which an individual is able to use language for both basic communicative and academic purposes.  English language proficiency level is used to determine a language minority student’s abilities and skills in reading, writing, listening and speaking of English with standard proficiency levels ranging from beginner/low to advanced/high.  

The differences in language proficiency levels may affect ESL students’ ability to profit from scaffolding through read alouds.  Low proficiency level students participating in a read aloud may not benefit from teacher scaffolding in English due to limited experience in the language.  Low-level ESL students’ listening skills are not sufficient in order to benefit from stories read to them in English.  Even if teachers scaffold, in English, by previewing vocabulary or having discussion prior to reading aloud, it is uncertain whether ESL students will gain a significant amount of new skills such as vocabulary acquisition and comprehension.  On the other hand, high-level/advanced ESL students may benefit from read-aloud events in the same ways as their native English-speaking counterparts.  As the ESL student’s language – listening, speaking, reading, writing skills improve and their English proficiency level increases, it allows them to participate in mainstream classroom activities such as read-alouds.  Thus, applying the scaffold theory may prove more beneficial for higher-level ESL students than for lower level students during read-aloud sessions.

Therefore, based on theoretical perspectives and findings of previous research on read aloud and scaffolding, the hypotheses posed in this study are as follows:

1.  Given, teacher scaffolding (in English) during read aloud, ESL students with a higher level of English language proficiency will report higher gains in vocabulary acquisition and comprehension than ESL students with a low level of English language proficiency.

2.  Given, no scaffolding during read aloud, ESL students will report little or no gains in vocabulary acquisition and comprehension, regardless of English proficiency level.

Method

Subjects


240 third and fourth-grade ESL students of diverse ethnicities will be gathered from twelve different schools –from urban and suburban communities.  A written consent form will be obtained from the subjects, the subjects’ school, and from parents prior to participation in the study.

Materials

Books

Two informational storybooks that were employed by Brabham & Lynch-Brown (2002) will be used.  The books will be utilized for the read aloud events due to their richness in vocabulary and interesting information (Brabham & Lynch-Brown, 2002).  Call Me Ahnighito by Pam Conrad (1995) and Everglades by Jean Craighead George (1995) are narrative stories recommended by publishers for children ages 5 to 9 and 6 to 9, respectively.
Scripts

Teacher scripts will be duplicated from the Brabham & Lynch-Brown (2002) study for both the scaffolding and non-scaffolding treatment groups. Subjects in the scaffolding treatment groups will receive scripted introductions to the books, scripted purpose statements for reading the book and scripted guided reading presentations to demonstrate inter-rater reliability.   Non-scaffolding groups will only receive scripted book introductions and purpose statements.

Pretests & Posttests 

Measures of content validity in the form of pretests, posttests and answer keys for both vocabulary and comprehension will also be taken from Brabham & Lynch-Brown’s study - separate vocabulary tests were created for pre/post testing - consisting of 40 multiple-choice items containing 20 vocabulary words from each of the storybooks.  The comprehension tests each contain 17 multiple-choice items from each book. 

Scales

The Language Assessment Scales, Reading and Writing (LAS R/W) will be given to all subjects in order to assess their level of competence in reading and writing English.  The LAS R/W will determine the “high” and “low” English proficiency levels of subjects, with the 40th percentile rank level or better being “high” and below the 40th percentile rank, “low”.  Validity of the LAS R/W has been established in the Mental Measurement Yearbook as predicting three levels of proficiency in reading, writing, and reading and writing combined.  Reliability on the other hand, may be questionable as the number of test items is small.  However, the LAS R/W addresses that factor through an alternate form of reliability by correlating forms within the scale.  Test scorers for the LAS R/W will undergo training in order to establish the inter-rater reliability.

Procedure


On a regular school day, student participants will be assigned to classrooms in their respective schools and will be administered the LAS R/W scale to determine whether their English language proficiency level is “high” or “low” according to the scale’s cut off point of 40th percentile.  The level of English language proficiency will not affect assignment of subjects in conditions; rather, each child will be randomly assigned a number to be used on all forms, scales and tests.  Therefore, all participants – teachers and students, will be blind to the level of English proficiency. After level of proficiency is established, subjects will be randomly assigned to classrooms in each (approximately 120 subjects) of the two treatment groups –read aloud with scaffolding or read aloud without scaffolding.  

Twenty pre-service teachers enrolled in a graduate elementary education program will participate in and receive training for the read aloud events and administration of pretests and posttests in this study.  Teachers will be randomly divided into two groups in order to receive appropriate training for each condition and will not have knowledge of the other group.  Each training session will consist of a four-hour class (based on Edna Greene Brabham’s implementation) over a two-week period.  All teachers will become familiar with the two storybooks, tests, relevant scripts and general procedures in conducting a read aloud.

The study will begin with pre-service teachers administering vocabulary pretests to the subjects in each treatment group before reading the first book.  Test instructions and questions will be read orally.  Students will record answers independently, on test answer sheets.  Following the pretest, the procedures in the scaffolding treatment groups will be as follows: The subjects will be given an introduction to the book, purpose for reading the book, and scripted questions and explanations of concepts and target vocabulary words as well as a 5 minute discussion prior to reading the first book.  Teachers will encourage the discussion based on scripted comments (Brabham & Lynch-Brown, 2002).   Verbatim oral reading of the first book Call Me Ahnighito will follow scripted pre-reading activities.  After reading, scripted questions and discussion will be conducted by teachers for approximately 20 minutes.  

The procedure for the non-scaffold groups will differ slightly in that students will only receive an introduction to the book, and purpose for reading the book.  Then, discouraging any discussion, teachers will read verbatim from the first book.  Following the read aloud, teachers will again discourage any comments or discussion and instruct students for approximately 20 minutes, they are to silently write or draw their responses to the story in an independent manner. 

Since research has found rereading to improve vocabulary acquisition and comprehension, three readings will be given for each book using the fore mentioned scripts.  The rereading sessions will occur over three consecutive days for both the scaffold and non-scaffold conditions.  Following the third reading, vocabulary posttests and comprehension tests will be administered by the teachers in each group.  Teachers will read the test directions and items orally.  Students will independently mark their answers.  All tests will be scored according to the answer keys employed by Brabham & Lynch-Brown (2002).

The same procedures will be implemented for the other book, Everglades, in the following week.      

Discussion
The results of this study support the hypotheses that scaffolding high English proficiency level ESL students during read aloud would produce more gains than low proficiency level students.  Results showed a significantly higher gain in both vocabulary acquisition and reading comprehension for the high-level group than in the low-level group.  Furthermore, the group without scaffolding demonstrated significantly smaller or no gains in vocabulary and comprehension than both the high and low-level groups with scaffolding. 

The outcome of the research suggests that with teacher, scaffolding during read aloud events, students with an advanced or higher English language proficiency level benefit more than 
beginner or lower level ESL students.  As demonstrated in the study, the lower-level ESL students showed small gains in vocabulary and comprehension, implying that beginner second language students may need further scaffolding, perhaps in the form of primary language support.  As mentioned in the literature review, Ulanoff & Pucci’s study (1999) implemented scaffolding methods, which provided ESL students with primary language support by way of preview-review.  Therefore, students with little or no skills in the English language require additional assistance in order to grasp read aloud exercises, with primary language support as a viable method. Simply submerging beginners in an English-only classroom without prior explanation in their first language reveals insignificant gain, as evidenced by the results of this study.  Therefore, accurately assessing and evaluating English proficiency level is crucial in order to place the language minority student in appropriate classes and provide for their language needs.

Similar to the findings of Beck & McKeown (2001), the results of this study suggest that the low proficiency level students did not have adequate language skills in order to comprehend the information provided to them.  Even though the group received teacher scaffolding in the form of explanations of target vocabulary and pre-reading discussions, the students were not able to accomplish the post-tests with much success.  Novice English learners do not possess the functional abilities to understand spoken English nor the abilities to read, write or speak the language (Canales, 1992).  Consistent with Beck & McKeown and the present study’s findings, both students with low English proficiency and native English speaking students whose language development is at an early stage do not benefit from situations presented to them at a higher language proficiency level.  Both of these groups require supplementary methods of scaffolding to the listening element already in place.  A possible scaffold supplement to the read aloud experience for beginner English learners may be to utilize visual cues and aids.  The use of props, visuals, manipulatives, and gestures will engage students and provide them with level-appropriate clues to meaning during read aloud.  

The findings also suggest that language minority students with an advanced level of English are able to participate in mainstream English-only classroom activities such as read alouds, with some teacher guidance.  Advanced proficiency level English learners possess developed language skills and are able to comprehend complex expressions of the English language (Canales, 1992).  Therefore, at the same age/grade level, non-native English speaking students with high-level English proficiency are able to attain the same benefits as native English speaking students during read alouds.  Furthermore, teachers of mainstream classes are able to scaffold ESL students and dominant language students alike without concern of whether the ESL students require additional support in the form of translators or extensive visual aids. Whether by means of pre-reading discussion or explanation of vocabulary, students who receive appropriate scaffolding demonstrate increases in language skills such as those attained through reading aloud.   


Consistent with Vygotsky’s theory as well as Brabham & Lynch-Brown’s (2002) implementation of the just-reading style, students in the group without scaffolding exhibited little or no gains in the vocabulary and comprehension post-tests compared to the scaffolding groups.  Findings confirm that teacher explanations and pre-reading discussions have a positive effect on students’ learning of words and meaning construction.  Therefore, without quality social interaction between teacher and student, students lack active participation as well as guidance in order to benefit from the read aloud.  Reading aloud without scaffold forces students to perform a task, which in this case, is to acquire unfamiliar vocabulary and comprehend difficult text – without teacher’s assistance, resulting in poor performance.  Particularly with lower level ESL students, the lack of any form of scaffold during an English read aloud may prove reading aloud to be an unproductive and pointless teaching method.           

In the event that the major hypothesis was not supported (that advanced level ESL students in the scaffolding condition did not report significantly higher gains in vocabulary and comprehension than beginner level students and students in the no-scaffold condition), possible causes may be attributed to the research design.  One possible limitation of the design may be due to the sample of subjects – the students gathered for the study were perhaps not representative of the entire second language community.  Although students were evaluated according to “high” and “low” proficiency levels, these levels could be irrelevant due to the vast difference in cultural backgrounds.  The subjects’ cultural background compared to the American culture may be so far removed from one another that they did not find the storybooks relatable to their own culture.  So, even though the high-level ESL students are proficient in English, the content of the texts might have been too dissimilar from their own culture, which resulted in low comprehension.  Moreover, the reading level of the storybooks used in the study may have been too difficult and complex even for the high-level ESL students, resulting in low vocabulary acquisition.


Another possible cause for the high proficiency level ESL students not attaining more vocabulary and comprehension with scaffolding during read aloud may be due to human error on the part of the teachers.  Although teachers underwent training and were provided with scripts that were to be read verbatim, errors could have occurred through teachers’ omitting parts of the script or carelessness in conducting the read aloud.  However, for this to impact results, most or all teachers must have made errors while performing the tasks asked of them. Therefore, the limitation would most likely be attributed to the script itself, or the quality of the training sessions.  


Future research concerning scaffolding through reading aloud will be helpful in identifying the optimal teaching strategies for implementation with development of English literacy in ESL students.  One suggestion for further study is to employ different book types for reading aloud – not limiting books to informational/non-fiction types like those used in the present study.  Perhaps choosing books that were more relevant to the subjects’ cultural background would be helpful, or books that were more imaginative so that all children would be able to appreciate them.  Further study in scaffolding and read aloud could focus on an older age group – perhaps secondary school students or even adult English learners.  Although read aloud is a technique used primarily with younger children, older students may reap the same benefits if the research was appropriately designed and conducted for the age group.  

In conclusion, effective scaffolding, such as the method implemented by the present study should be identified and employed to facilitate vocabulary acquisition and reading comprehension in order to guide English learners toward second language literacy.  Vygotsky’s scaffold theory has been proven to be a significant asset to the educational community through past and current research, therefore efforts through future research and study in the area of scaffolding will prove to be helpful for second language learners and all learners alike.  
References

Beck, I. L. & McKeown, M.G. (2001) Text Talk: Capturing the benefits of read-aloud experiences for young children.  Reading Teacher, 55, 10-29.

Brabham, E.G. & Lynch-Brown, C. (2002) Effects of teachers’ reading-aloud styles on vocabulary acquisition and comprehension of students in the early elementary grades.  Journal of Educational Psychology, 94, 465-473.

Canales, J. (1992) Innovative practices in the identification of LEP students.  Proceedings of the Second National Research Symposium on Limited English Proficient Student Issues:  Focus on Evaluation and Measurement [On-line].  Available: http://www.ncela.gwu.edu/ncbepubs/symposia/second/vol2/innov-appendix.htm

Elley, W. B. (1989) Vocabulary acquisition from listening to stories read aloud. Reading Research Quarterly 24, 174-187. 

Fountas, I.C. & Pinnell, G.S. (2001)  Guiding Readers and Writers Grades 3-6 – Teaching Comprehension, Genre, and Content Literacy.  Portsmouth, New Hampshire: Heinman.

Lickteig, M. J. & Russell, J. F. (1993) Elementary teachers’ read-aloud practices.  Reading Improvement, 30, 202-208.

Morrow, L.M., Rand, M.K., & Smith, J.K. (1995)  Reading aloud to children: characteristics between teachers and student behaviors.  Reading, Research and Instruction, 35, 85-101.

Smolkin, L. & Donovan, C. (2001).  The contexts of comprehension: The information book read aloud, comprehension acquisition, and comprehension instruction in a first-grade classroom.  The Elementary School Journal, 102, 97-119.

Tierney, R.J., & Cunningham, J.W. (1984).  Research on teaching reading comprehension.  In D. Pearson (Ed.), Handbook of Reading Research. New York: Longman.

Ulanoff, S.H.. & Pucci, S.K. (1999) Learning words from books: the effects of read aloud on second language vocabulary acquisition.  Bilingual Research Journal, 23, 409-422.

Vecchio A., & Guerrero, M. (1995). Handbook of English language proficiency tests.  National Clearinghouse for English Language Acquisition (NCELA).   [On-line].  Available: http://www.ncela.gwu.edu/miscpubs/eacwest/elptests.htm#Definitions

Vygotsky, L. (1978). Mind in Society: The development of higher psychological processes. Cambridge, MA: Harvard University.

