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ABSTRACT 

 Current research supports the effectiveness of embedding explicit vocabulary instruction 

within the preschool classroom read-aloud. However, much of the book reading research has 

made use of story books rather than informational text. This study was conducted to understand 

the outcomes of using informational books to teach targeted vocabulary to preschool children 

during book reading.  A quasi-experimental design was used to investigate the effects of two 

read-aloud strategies, using informational books, on preschoolers’ acquisition of novel 

vocabulary words. The results revealed statistically significant differences in the amount of 

words learned during the read aloud of an informational book in which vocabulary instruction 

was embedded.  As a result of participating in vocabulary instruction embedded within an 

informational book read-aloud, preschoolers were able to learn the targeted words. Results 

indicate the effectiveness of teachers using an interactive approach with informational books 

when planning read-alouds to support vocabulary development.  
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CHAPTER ONE 

INTRODUCTION 

 

 The purpose of this study was to determine if preschool children who participate in an 

interactive classroom read-aloud with informational books learn more words than children who 

participate in a performance-style read aloud.  While current research supports the effectiveness 

of embedding explicit vocabulary instruction in the context of book reading, much of the 

research has made use of story books rather than informational books. This study was conducted 

to understand the outcomes of using non-narrative informational books to teach targeted 

vocabulary to preschool children during the classroom read-aloud.   

Early Vocabulary Development 

 Early vocabulary development is a critical component of early learning, and vocabulary 

knowledge and reading achievement are closely related. Children with larger vocabularies are 

more capable readers and they know more strategies for figuring out the meaning of words than 

less capable readers (Graves, 2006). Oral language and receptive vocabulary in the early years 

are significant predictors of later reading comprehension (Snow, Burns & Griffin, 1998) and 

kindergarten vocabulary is a significant predictor of 4th grade reading comprehension (Senechal, 

Ouellette & Rodney, 2006).  However, children begin reading instruction with varying levels of 

vocabulary development, and socioeconomic status impacts children’s vocabulary knowledge; 

children from low-income families have less than half the vocabulary of the more affluent peers 

(Hart & Risley 1995).  Therefore, it is essential for preschool teachers to support all children’s 

vocabulary growth prior to their entry into school and formal reading instruction.  
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Reading Aloud  

As a context for vocabulary development, reading aloud to children provides many 

opportunities to teach new words. It is an opportunity to expose children to decontextualized 

language, a critical component of learning to read (Dickinson & Snow, 1987; Snow, Burns & 

Griffin, 1998) as well as an opportunity to expose children to Tier 2 words (Beck & McKeown, 

2007). These are words that are not part of a child’s everyday conversations but occur frequently 

in books. Tier 2 words serve to enhance and specify word meanings across a variety of contexts, 

and are distinct from content-specific words (Tier 3) such as photosynthesis and chrysalis. For 

example, a child may have learned the word ‘hungry’ (Tier 1) from regular daily conversation, 

but may not be familiar with ‘famished’ (Tier 2) unless hearing it within the context of book 

reading.  Reading aloud to children, however, is not sufficient for increasing their vocabulary. 

The read-aloud must also be an opportunity for rich and reciprocal language interactions between 

teachers and preschoolers (Wasik & Bond, 2001) which includes the teacher’s use of open-ended 

questions and comments, as well as opportunities for repeated exposure to words and their 

definitions. 

 

Informational Books 

While Duke (2000) and others have reported teachers’ preference for reading aloud story 

books and a scarcity of informational books in the classroom, informational books can also 

provide an exposure to decontextualized language (Pappas, 1991) and have an appropriate place 

in early childhood classrooms (Duke, 2003).  Since Nell Duke’s influential study in 2000 and the 
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adoption of the Common Core State Standards, there is an increased emphasis on the use of 

informational text in the classroom.  

Story books and informational books differ in many ways, including their purpose, their 

sentence structure and vocabulary. Quality picture story books include a narrative or story 

structure, as well as other literary elements such as characters, plot, theme and setting. 

Illustrations within story books can serve many functions including establishing the setting, 

expanding the plot or conveying details about the characters. This richly imagined narrative 

provides a context for understanding words embedded within the story. In contrast, informational 

books, whose purpose is to convey facts and increase knowledge of a specific topic, offer a very 

different context. Informational books typically do not contain a narrative structure, a setting or 

other literary elements found in story books. The written text is expository, with a focus on 

accuracy and clarity. Informational books can have a variety of text structures that the author 

uses to convey facts and information, such as structures that are organized around descriptions, 

comparison/contrast, cause and effect and problem/solution.  Illustrations function as a further 

clarification of the presented facts.  Because of the differences between narrative and expository 

texts, and the scarcity of book reading research that has made use of informational books, the 

present study examined the effectiveness of explicit vocabulary instruction using informational 

books.  

Limitations of the Research 

While literacy research has revealed the effectiveness of classroom strategies to support 

children’s language and literacy development, there is a continued need to understand the effect 

that exposure to a variety of genre during classroom book reading might play in language and 

literacy development (Pappas, 1993; Duke, 2000; Yopp & Yopp, 2006). Studies have primarily 
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included the use of story books, rather than informational books, to assess the effectiveness of 

intervention strategies (Whitehurst, Arnold, Epstein, Angell, Smith & Fischel, 1994; Wasik & 

Bond, 2001; Beck & McKeown, 2007; Pentimonti & Justice, 2010). Similarly, few studies have 

examined the use of informational text in the preschool classroom (Pentimonti, Zucker & Justice, 

2011); the research has focused mainly on kindergarten, first grade and the later grades. The 

present study sought  to determine if a teacher’s use of informational books, in an intentionally 

planned, interactive classroom read-aloud, has any effect on children’s vocabulary development 

as compared to a similar use of story books.  

Research Question 

In this study I investigated the use of informational books in vocabulary instruction that is 

embedded within book reading in the preschool classroom.  Specifically, I sought to explore if 

preschoolers can learn targeted novel words when they are presented during the reading of age-

appropriate informational, non-narrative books. In addition, because the study was conducted in 

both a classroom of three-year-olds and a classroom of four-year-olds, I also investigated the 

effects that age might have on child outcomes.  

1. Do preschool children who participate in an interactive classroom read aloud with 

informational books learn more words than children who participate in a 

performance-style read-aloud? 

 

2. Is the child’s age a factor in the effect of an interactive read aloud of an 

informational book? 

Hypothesis 

It is predicted that the teacher’s use of an interactive approach and her instructional strategies 

are the primary influence on whether children learn targeted vocabulary words, and that the type 
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of book—fiction or nonfiction--will not make a significant difference in children’s acquisition of 

targeted vocabulary. My hypothesis is situated in both Vygotskian theory, and the empirical 

evidence which suggests that when teachers intentionally plan explicit vocabulary instruction 

within a classroom read-aloud, using an interactive approach that prompts children’s engagement 

with the text, children are able to learn new vocabulary. I believe that the teacher, in her systematic 

planning and implementation of the read-aloud, is a major influence on whether children learn 

targeted vocabulary words, and expect to find that children can learn new words through the use 

of informational books.  

Methods 

 The study consisted of 23 participants in two preschool classrooms at a child care center 

in the Mid-Atlantic region of the United States.  The 23 children were members of two different 

classroom groups, 10 in a pre-kindergarten class and 13 in a preschool class. A quasi-

experimental design was used (this design is discussed in detail in Chapter 3). The design 

included a pre-test and post-test, comparing group design using the existing classroom groups. 

Each classroom group received the treatment condition of embedded vocabulary instruction 

using an informational book, and the comparison condition of interactive book reading of a 

second informational book.  

 Prior to the start of the treatment, a random sample of the particpants took a pre-test to 

determine if any of the targeted vocabulary words were familiar. Following the treatment, 

participants were tested to determine how many words had been learned.  During the two-week 

treatment phase, I also observed the teachers implementing the treatment during book reading in 

each classroom on each day and recorded observations of their implementation to complete a 

Teacher Fidelity rubric (see Appendix F). 
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Implications of the Study 

 The effectiveness of book reading to support vocabulary development has been 

investigated in numerous studies during the past two decades. However, in recent years with the 

increased emphasis on the use of both fiction and informational books in the classroom, it is 

important to note that most of the book reading research has made use of story books. 

Determining the effectiveness of using informational books will provide valuable information to 

teachers for planning vocabulary instruction during book reading. If findings show that 

preschoolers are able to learn targeted vocabulary when teachers read informational books, 

teachers can more effectively plan book reading to not only teach vocabulary but to also expose 

children to both narrative and expository writing styles.  

 

 

 

 

 

 

 

 

 

 



 

7 

 

CHAPTER TWO 

REVIEW OF LITERATURE 

Introduction 

 The present study is informed by several strands of research which are reviewed in this 

chapter. These strands include early language and literacy, book reading as a support for 

vocabulary development, and research that identifies the benefits of providing informational text 

in early childhood classrooms. While early literacy research has identified oral language as a 

foundational skill and a continuing influence on reading success, and there is ample evidence to 

support reading aloud as a context for vocabulary development, there remains unanswered 

questions regarding the type of text—narrative or expository--hat is most effective to use when 

planning explicit vocabulary instruction for preschool children. Thererfore, in this review of the 

literature, research which supports the benefits of exposing children to both story books and 

informational text will also be presented. 

Theoretical Framework 

When seeking answers about the effectiveness of teacher-directed activities in a 

preschool classroom, sociocultural theory provides a useful framework and serves as a lens to 

explore the questions posed in this dissertation. Sociocultural theory was developed by Lev 

Vygotsky in the Soviet Union during the early part of the twentieth century, and advanced 

original ideas about the cultural, social and historical influences on development. Scholars have 

since extended and expanded upon his original ideas (Bodrova & Leong, 2007).  

The social context of learning is a critical component of sociocultural theory and can be 

defined very broadly within a sociocultural framework, and can take into consideration not only 
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broad historical and cultural influences (Au, 1998), but also the social interactions that an 

individual has on a daily basis, such as the activities that occur within a classroom between 

students and between teacher and students. It can also include a consideration of the influence of 

broader social structures such as the influence of families on a child’s development.  

Because of this emphasis on the social context, Vygotsky focused on the collaborative 

nature of learning and described learning as inherently social.  Learners are engaged in authentic 

tasks in collaboration with others who are more competent members of the culture, or 

community of practice, e.g. the classroom.  The concept of a cognitive apprenticeship is 

especially relevant to a sociocultural approach and suggests a relationship similar to the 

traditional master-apprentice role that is common in skilled trades (Collins, Brown & Holum, 

1991). This concept describes the learner as benefiting and learning from the more capable 

members of the classroom, both peers and teacher. The support received enables the 

inexperienced learner to grow to mastery within the classroom.  

In addition to this emphasis on the role of social context in development and learning, 

another component of sociocultural theory is Vygotsky’s conceptualization of the zone of 

proximal development (ZPD), the ‘place’ where learning and development occurs. This 

hypothetical and ever-changing region can be understood as the difference between a child’s 

independent level of ability and the level of ability that he can achieve with the assistance of an 

adult or more competent peer. Teaching within the child’s ZPD requires the teacher to use 

individualized support, or scaffolding, to help the child to complete a task that is beyond her 

current level of ability. For Vygotsky, effective instruction includes scaffolding strategies that 

are focused in advance of current capability and designed to be within the child’s ZPD 

(Vygotsky, 1978).  
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Teachers’ use of scaffolding strategies in the classroom contribute to increases in 

language learning for children (Pentimonti & Justice, 2010), and ample evidence exists which 

identifies scaffolding strategies that positively influence early language and literacy development 

(Whitehurst, Epstein, Angell, Payne, Smith & Fischel, 1994; Snow, Burns & Griffin, 1998; 

Wasik & Bond, 2001; Mol, Bus & deJong, 2009). In a preschool classroom, reading aloud to 

children supports the social construction of vocabulary knowledge because, during read alouds, 

teachers engage in conversations with children to enhance their understanding of words within 

the shared social context. My dissertation study includes the implementation of specific 

scaffolding strategies to teach targeted vocabulary in the context of a daily read-aloud and is 

explained in greater detail in a later section. Briefly the scaffolding which the teachers in the 

study use includes: 1) explaining word meanings in child-friendly language, 2) providing 

multiple examples and contexts and 3) asking children to identify both correct and incorrect uses 

of the targeted words.  

Early Literacy 

Literacy development is a complex and lengthy process that occurs gradually throughout a 

person’s lifetime (Adams, 1990).  In their seminal study, Whitehurst & Lonigan (1998) described 

a developmental model for emergent literacy. While previously learning to read had been 

characterized as a point-in-time event in a child’s development, with many and diverse skills that 

were required before formal instruction could effectively occur, the term ‘emergent literacy’ 

provides a different conceptualization where there is no distinct demarcation between pre-

reading and reading. Rather than a clear boundary, the image of a continuum is most appropriate 

when describing the process whereby a child becomes a reader and writer. 
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Although literacy development is a lifelong process, a child’s early years are crucial for 

building a foundation for learning to read and write. The preschool years are a time of rapid 

growth in all domains of development, and the abilities and knowledge that children acquire in 

these early years are precursors of later success with learning to read (Snow, Burns & Griffin, 

1998). There are several skills which are especially important as predictors of later success and 

these include both decoding and comprehension skills.  

To be successful readers children must possess the abilities needed to decode written 

language, such as knowing the letters and the sounds that each one makes, knowing the 

connection between letters and sounds, understanding punctuation as well as the ability to 

remember in the short term the sequence of the written text. Concurrently, children must also 

have strong oral language skills to be able to comprehend the text that they are reading; oral 

language is one of the best predictors of early literacy success through first grade (Dickinson, 

Golinkooff & Hirsh-Pasek, 2010). Hence, the contextual and semantic knowledge which a child 

brings to the reading experience is critical (Adams, 1990; Snow, Burns & Griffin, 1998; 

Whitehurst & Lonigan, 1998). Both processes—decoding and comprehension-- are fundamental 

to the reading process. While children need to have the ability to unlock the code of written 

language, they also need a knowledge of concepts and knowledge about the world in order to 

successfully read written text. Simply matching spoken sounds to letter names is not sufficient; 

comprehension is a critical factor as well. A child may be able to sound out the word ‘wrench’, 

but it will have little meaning beyond a string of sounds if the child has no previous experience 

with or knowledge of this particular tool. 

While decoding skills which are predictors of later reading success include print awareness, 

phonological awareness, and alphabet knowledge, oral language has an important role to play as 
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a component of early literacy development (Snow, 1991; Dickinson & Porche, 2011). It is a 

child’s language ability which permits him to make meaning of written text, and children need to 

bring a strong knowledge of words and concepts to the process of learning to read. While all the 

components of early literacy are important, the present study focused specifically on vocabulary 

development, one aspect of oral language. In the following section, a review of research related 

to oral language is presented. 

Oral language and Vocabulary Development 

Oral language plays a foundational role in learning to read, and skills that children learn in 

the preschool years are crucial to later reading success (Snow, Burns & Griffin, 1998; Whitehurst 

& Lonigan, 1998; Senechal, Ouellette & Rodney, 2006). Without a mastery of early language 

abilities, children are at risk for later reading failure, and those who enter school with poor 

language and early literacy skills can have a difficultly catching up with their more capable peers 

(Snow, Burns & Griffin 1998). Oral language is not a singular capacity, but rather a combination 

of several different components that are fostered by different experiences (Snow, 1991). During 

the years before formal reading instruction begins, children need to develop five areas of oral 

language including 1) syntax, or grammar, which refers to understanding that the order of words 

create meaning; 2) morphology, which is about manipulation of small units of meaning, such as 

the endings that are added to words to indicate the past tense of a verb; 3) phonology, or 

knowing that sounds are combined to make words; 4) pragmatics, which refers to the ability to 

succesfully use language socially in conversation with others; and 5) semantics, or word meaning 

(Roskos, 2009).  

It is this fifth area, semantic and  word meaning, that is of particular relevance to the present 

study. Vocabulary—knowledge of word meanings--is an important component of oral language 
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development and a predictor of reading comprehension. Beginning readers approach the printed 

text armed with the vocabulary that they bring to the reading process. They need to be able to 

translate print into known words and concepts that they understand. Children who know the 

meaning of many words, i.e., have a large vocabulary, are more likely to become proficient 

readers than those who know fewer words (Vasilyeva & Waterfalll, 2011). Children who enter 

first grade with larger vocabularies often perform the highest on measures of reading 

achievement  at the end of first grade (Byrnes & Wasik, 2009). Therefore, vocabulary 

development is a critical component of  early language development for preschoolers as they are 

acquiring the prerequisite skills needed for beginning reading instruction. In the following 

section, principles of word learning (Harris, Golinkoff and Hirsh-Pasek, 2011) are reviewed. 

Children learn words that they hear most often, and which are presented in meaningful 

contexts.  In the preschool classroom, teachers have a role to play in creating an environment in 

which children are exposed to new words in a meaningful way. Dickinson and Porche (2011) 

examined the long-term effects of the language that preschool teachers used in the classroom on 

children’s later reading achievement, and identified features of effective teacher-child 

interactions.  They found teachers’ language fosters vocabulary development in ways that can be 

detected at the end of kindergarten and that enhanced fourth grade reading comphrehension.  

This study revealed that the most effective verbal interactions between teachers and preschoolers 

occurred during free, or child-directed, play in the classroom when teachers engaged in extended 

conversations on a specific topic, while encouraging the children to elaborate and extend their 

thoughts and ideas. Dickinson and Porche (20011) speculate that this requires the child to 

produce more complex sentence structures and creates an individualized teaching opportunity, 

especially when teachers are active conversational partners and responsive to children’s 
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individual verbal interactions. Similarly, teachers’ use of sophisticated vocabulary, not only 

during free play, but also when reading books aloud,  predicts language learinng and 4th grade 

reading comprehension. This early exposure to sophisticated vocabulary is critical because later 

reading comprehension requires that children have knowledge of more complex and abstract 

words that they will encounter in written text (Dickinson & Porche 2011).  Reading aloud 

provides an instructional opportunity for teachers to talk about words and their meanings, a 

practice that is correlated to later reading achievement (Dickinson & Smith, 1994). 

Similarly, Silverman and Crandell (2010) found that there are classroom practices, during 

read aloud and at other times of the classroom daily routine, that are associated with greater 

vocabulary growth, and that there are different effects of these practices on children with higher 

initial vocabulary knowledge than for children with lower initial vocabulary knowledge. 

Effective practices include having the children act out and illustrate words during read-aloud 

time, applying words in new contexts, defining words explicitly in rich context, and word study. 

Acting out and illustrating words during read-aloud time was positively related to vocabulary 

growth for children with low intitial vocabulary knowledge, but negatively related to growth for 

children with higher intitial vocabulary knowledge. When children were supported in using 

words in new contexts, gains were reported for all children but higher gains were achieved by 

students with higher vocabulary knowledge. Defining words explicity during story reading is 

highly recommended and showed positive effects for all children. When words are defined 

during non read-aloud times, children with higher vocabulary knowledge show greater gains. 

These results are important because they suggest that in planning effective vocabulary 

instruction, a one-size-fits-all approach is not beneficial because children with different levels of 

vocabulary knowledge respond differently to various instructional strategies.  Teachers need to 
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take into consideration the intitial vocabulary knowledge of the students and plan accordingly. 

Senechal, Thomas & Monker (1995) found individual differences in the way that children also 

learn words incidentally from stories depending on their vocabulary knowledge. In their study, 

they found that children with larger vocabularies learned more new words during non-interactive 

read-alouds in which children were passive listeners or were asked to label picture using the new 

words than did the children with smaller vocabularies.  

In order to learn new words, children need to be provided clear definitions.  While teacher 

practices during the informal, child-directed times of the preschool daily routine have a 

significant influence on later language and reading outcomes, there is evidence to also support 

intentional, explicit vocabulary instruction, especially with children who may be at risk for later 

reading difficulties. In their  meta-analysis, Marulis and Neuman (2013) found larger effect sizes 

for instuction with at-risk children that was explicitly planned to teach targeted vocabulary and 

which was more comprehensive than is required for most preschool children. Comprehensive 

instruction maximizes instruction by providing multiple opportunities and contexts to hear and 

use target words. Neuman and Dwyer (2009) describe an explicit, intentionally planned read-

aloud which includes a sequence of scaffolded instruction that involves 1) the identification of 

target words prior to the read-aloud; 2) defining and clarifying word meaning; 3) providing 

practice for the children to use the target words and 4) ongoing progress monitoring.   

Additionally, Beck & McKeown (2007) examined the effects of explicit vocabulary 

instruction that is embedded in classroom read-alouds. When young children hear books read 

aloud, they are exposed to more complex sentence structures and more sophisticated vocabulary 

that they not only hear in everyday conversation, but also in the books that beginning readers are 

able to read on their own. Beck and McKeown (2007) identify word selection as an important 
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part of a teacher’s planning process when developing vocabulary instruction.  They advise a 

focus on Tier 2 words, or those words that mature speakers use and that are characteristic of 

written text. Knowledge of Tier 2 words provide children with more refined and specific labels 

for broad concepts that they already are familiar with. For example, “lawn” is a refinement of the 

concept of grass. In their 2007 study, Beck and McKeown examined the effects of Rich 

Instruction on kindergarten and first grade students acquisition of Tier 2 words and found 

signficant effects on word learning. Rich Instruction consisted of a sequence of strategies used 

while reading aloud to children: 1) providing a child-friendly definition of targeted words; 2) 

providing multiple examples and contexts other than what is described in the story; 3) requiring 

students to identify appropriate and innappropriate uses of the word; and 4) asking students to 

construct their own examples. Compared to a group that had received no vocabulary instruction, 

the students who had participated in Rich Instruction learned significantly more targeted words. 

In a second study, Beck and McKeown (2007) examined the effects of More Rich Instruction on 

word learning. The More Rich Instruction intervention included the Rich Instruction that the 

students in the first study participated in, but was supplemented on several additional days by 

instructional activites to provide additional exposure and to further reinforce acquisition of the 

targeted words. Results revealed that More Rich Instruction produced gains that were twice as 

large as the Rich Instruction, and suggest that explicit instruction can effectively enhance young 

children’s vocabulary development. 

Explicit vocabulary instruction may support gains in children with lower receptive 

vocabulary. Coyne, Simmons, Kame’enui and Stoolmiller (2004) examined the effects of explicit 

vocabulary instruction during story reading on kindergarten children with low receptive 

vocabulary. They reported findings that suggest that the explicit teaching of new vocabulary 
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words during storybook reading may help to narrow the vocabulary gap that exists between 

children who are at risk for reading difficulties and their peers. In their study of at risk 

kindergarten children, explicit instruction of new vocabulary incorporated  the use of engaging 

books, rich interactive discussion, and performance-oriented readings with small groups of 

students. Carefully selected target words were defined in simple terms in the context of a story 

that children were exposed to multiiple times. In comparison to a control group of students with 

higher receptive vocabulary, the students with lower vocabulary demonstrated greater gains.  

While children may learn some words through incidental exposure (Senechal, Thomas & 

Monker, 1995), rich instruction is more effective. Maynard, Pullen and Coyne (2010) evaluated 

the effectiveness of rich instruction of targeted words as compared to incidental exposure with 

first grade students within repeated story book readings. Maynard, et al defined rich instruction 

as a method to directly teach the meanings of target words within the context of story reading, as 

well as by providing children exposure to the target words in multiple and varied contexts 

beyond the story. Multiple exposures were provided as target words were defined by the teacher 

prior to each reading, and children were asked to listen for the words within the story. The 

sentences which contained the words were re-read and defined. When re-reading the sentence 

again, children were asked to pronounce the word and teachers again provided a definition.  The 

teacher also provided follow-up activities that encouraged the children to use and and discuss the 

target words, such as recognizing target words, formulating sentences with the target words and 

responding to sentences containing the target words.  Within these follow-up activities, teachers 

used open-ended questions to extend and elaborate the children’s intitial responses and 

demonstrate understanding of the words. In this study of first graders, Maynard et al (2010), 

compared children who received rich instruction to children who heard simple definitions of 
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words that appeared in the story, and to children who heard the words incidentally in a story 

without any direct teaching or discussion of new words.  Results revealed that rich instruction 

was more effective than both basic instruction and incidental exposure. 

The effects families’ socioeconomic status on language development 

In addtion to the opportunites for langauge development that are provided in the preschool 

classroom, families also have a role to play in children’s vocabulary development. Research has 

revealed that children from families of low socioeconomic status (SES) are among those children 

who are especially at risk for delays in oral language. 

In their seminal study, Hart and Risley (1995) identified a high degree of variability not only 

in vocabulary development, but also in the amount of language to which children of different 

socioeconomic levels are exposed. Their findings revealed that three-year-old children from low 

SES families had smaller vocabularies than did children from higher SES families, and their 

vocabularies grew more slowly. Hart & Risley (1995) reported that by age 3, children from low-

income famlies hear 30 million fewer words than their more affluenct peers. These findings are 

especially important when considering the long term effects of smaller vocabularies, as revealed 

in Hart and Risley’s study. Measures of vocabulary development at age 3 predicted measures of 

language skill at age 9-10, and vocabulary use at age 3 were predictive of measures of language 

skill at age 9-10. Additionally,  Hart and Risley (1995) reported huge differences among families 

of different SES levels in the type of langauge that occurred between parents and children.. 

Children of professional families were more likely to hear encouraging and affirmative words. In 

contrast, children from lower income families heard more words that were negative and 

prohibitive, such as scolding.  
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More recent research has further clarified the type of language that is most beneficial to 

supporting children’s vocabulary development, challenging the idea that simply talking more to a 

child is sufficient.  Rather than simply talking more to children, children from low-income 

families benefit from having turn-taking conversations in the context of play and authentic daily 

experiences (Ramirez-Esparza, Garcia-Sierra & Kuhl, 2014) which provides a meaningful 

context for speech that is specifically directed to a child, rather than simply speech that may be 

occuring in the background and simply overhead by the child.  

While Hart & Risley’s 1995 study highlighted delays that could be seen at age 3, more recent 

research has described a much earlier point at which SES differences in oral language emerge. 

By the age of 18 months, children from lower-SES families have significantly lower vocabulary 

scores than children from higher-SES families; by 24 months, there is a 6-month gap between 

higher and lower SES groups in skills critical to vocabulary development (Fernald, Marchman & 

Weisleder, 2013).  

The literature on SES differences is important to the present study since it was conducted in a 

classroom where all the children have been identified as low-SES, as determined by their 

eligibility for subsidized child care. The literature underscores how important it is that preschool 

experiences available to children from lower-SES families offer rich opportunities for the 

quantity and the type of verbal interactions that suppport their vocabulary development (Snow, 

Burns & Griffin, 1998; Hindman, Skibbe, Miller & Zimmerman, 2010). 

Reading aloud and vocabulary development 

Reading aloud is an important instructional activity in preschools classrooms, and Becoming 

a Nation of Readers: The Report of the Commission on Reading (Anderson, Hibbert, Scott and 



 

19 

 

Wilkinson, 1985) claimed that “the most important activity for building the knowledge required 

for eventual success in reading is reading aloud to children” (p. 23). Although there are strong 

advocates for reading aloud as a way to promote early literacy development (National 

Association for the Education of Young Children, 1993; Snow, Burns & Griffin, 1998), there is 

ample evidence to suggest that the mere act of reading aloud to preschoolers will not 

automatically prevent later reading difficulties (Teale, 2003). While many preschool teachers 

report reading aloud to their students on a regular basis and is a primary component of the typical 

preschool daily routine (Stone & Twardosz, 2001), evidence exists which demonstrates that what 

matters most to children’s early literacy development are the interactions that occur between 

adult and child while a book is being read aloud (Dickinson & Smith, 1994; Whitehurst, Arnold, 

Epstein, Angell, Smith & Fischel, 1994).  

In order to benefit children’s oral language, specifically vocabulary development, read-

alouds are most effective when teachers use an interactive style of reading aloud that actively 

engages children with the book (Teale, 2003).  Through participation in an interactive read-

aloud, children perform significantly better on measures of oral language (Dickinson & Smith, 

1994; Wasik & Bond, 2001; Lefebvre, Trudeau and Sutton, 2011).  In their 1994 study, 

Dickinson & Smith examined data from the Home-School Study of Language and Literacy 

Development, a longitudinal study of children from low-income families from the age of 3 

through 4th grade. They found distinctive approaches to preschool classroom book reading, and 

identified those that had long term effects on children’s vocabulary and story comprehension. 

The three approaches to reading aloud include two that made use of decontextualized language in 

the context of the read-aloud, and one that included very little talk, and which was limited to 

contextualized language. The first approach, which Dickinson and Smith describe as ‘co-
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constructive’, embedded the teachers’ comments and questions during the reading, with very 

little before or after. In a second approach, teachers made use of a performance-oriented style, 

where the emphasis was more on the enjoyment of the read-aloud as a performance. This 

approach also made use of teacher talk, but rather than during the reading, it occurred before and 

after the book was read. In each of these approaches the questions and comments required 

children to think beyond the text and make predictions and inferences, encouraging them to 

become active participants in a conversation during the read-aloud. In contrast, a third approach 

to reading, called didactic-interactional, was characterized by very little talk, or talk that was 

contextualized. Teachers’ comments and questions were recall and labeling types of questions 

that required very little analysis by the children. Dickinson & Smith (1994) found that the two 

approaches that included the opportunity for the children to think analytically during the read-

aloud resulted in enduring effects on the 4 year old’s vocabulary; lower vocabulary development 

was associated with the didactic-interactional approach.    

In a 2007 study, which corroborated results of Dickinson & Smith (1994), Silverman (2007) 

found that a read-aloud approach that featured only contextualized language was less effective in 

supporting vocabulary knowledge of kindergarten children, than engaging children in an active 

analysis of word meaning during story reading. Silverman (2007) compared contextual 

instruction, which focuses on the words in the context of the story, with two other approaches to 

reading aloud—analytical instruction, which makes use of decontextualized talk, and anchored 

instruction, which integrates comprehension and decoding skills as the teacher draws attention to 

letter knowledge and letter sounds, as well as word meaning. Greater effects were found for the 

use of analytical and anchored instruction on children’s expressive vocabulary.  
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Wasik and Bond (2001) also studied the effects of a distinctive read-aloud style on children’s 

language development. In this study, two approaches to reading aloud were compared. Teachers 

in the intervention group were trained to use an interactive read-aloud approach in which 

teachers explicitly define targeted vocabulary words prior to reading, and give children 

opportunities to use the new words.  Teachers made use of open-ended questions to encourage 

children to engage in analytical thinking as they engaged in book-related talk with the group 

during the read-aloud. To further support the acquisition of targeted vocabulary, teachers in this 

group supplemented the interactive read-aloud with additional instructional activities in the 

classroom. In the various interest areas in the preschool classroom, the children were able to play 

with materials that represented words and concepts from the story.  For example, when the 

featured book was The Carrot Seed by Ruth Kraus, props such as a toy rake, a shovel, a watering 

can and seeds were to the classroom to further reinforce the acquisition of the targeted 

vocabulary.  The teachers also planned small group activities in other key learning areas, such as 

art and science, which further reinforced word learning.  In contrast, teachers in the control group 

had not been trained in using an interactive approach to reading aloud, nor asked to extend the 

book themes and vocabulary to other areas of the classroom.  Results revealed that the children 

in the intervention group not only acquired the targeted vocabulary, but also showed gains in 

their overall expressive vocabulary as measured by the Peabody Picture Vocabulary Test-

Revised (PPVT-R). 

In their 2011 study, Lefebvre, Trudeau and Sutton compared the effects of interactive read-

aloud interventions on the language and literacy skills of low-income preschool children. In 

addition to the intervention group, a control group of higher-income children who did not 

participate in the intervention were included. In addition to targeting vocabulary, the read-aloud 
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also included a focus on targeted print awareness and phonological awareness skills. As part of 

the vocabulary acquisition strategy, the approach used by teachers during the interactive read-

aloud prompted children to actively participate in a conversation about the story. The teachers’ 

use of decontextualized talk encouraged the children to think beyond the book by asking them to 

make inferences about what the characters may be feeling or experiencing throughout the story, 

giving explanations for occurrences in the story and making predictions about what will happen 

next. Specific words were targeted and the teachers elaborated on them in several ways to 

support vocabulary acquisition:  by defining the words or providing a synonym; by showing an 

illustration of the concept and also by using the word in another context. Teachers also provided 

additional explanations by making connections between the targeted words and the children’s 

background experience. Results revealed that language post-test scores of the low income 

children exceed those of their higher-income peers who had not participated in the read-aloud 

intervention.    

It should be noted that in studies to examine the effectiveness of reading aloud to support 

vocabulary development, scant attention is paid to the genre of book being read. Story books are 

the genre of book most frequently used by researchers, and therefore, research is largely focused 

on children’s responses to narrative text.  The present study sought to expand on current research 

by examining the effects of book genre, specifically informational text, on preschool children’s 

ability to learn targeted vocabulary words from books read aloud in the classroom. In the next 

section a review of the research on these two genres will be present 

Reading aloud: storybooks vs. informational text 

In the past 10 years, there has been an increased emphasis on including informational text in 

early childhood classrooms as part of the read-aloud as reflected, for example, in the recently 
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revised Pennsylvania Learning Standards for Early Childhood: Pre-Kindergarten (OCDEL, 

2014) which include language arts standards that align with the Common Core State Standards, 

and which specifically require teachers to expose preschoolers to informational text.  An 

influential study by Nell Duke (2000) which documented both the predominance of story books 

and the dearth of informational text used in first grade classrooms, was a main impetus for this 

increase, and will be described in the following section. Similar studies have since examined the 

dominance of storybooks and the lack of informational books in preschool classrooms and will 

also be presented.   

Before describing Duke’s 2000 study of informational text in first grade classrooms, a 

definition of this literary genre is necessary. While storybooks are fictional narratives, 

informational books are those books whose primary purpose is to provide factual information 

about a topic (Lynch-Brown & Tomlinson, 2005).  The list of possible topics is quite extensive 

and can include nature, people and cultures, history, discoveries and how things work, hobbies, 

crafts, how-to books, sports and recreation (Ziefer & Tyson, 2010). Informational picture books 

for young children often feature a unique format that distinguishes them from story books.  In 

some informational text, text is not always presented in a linear way; it is often arranged in 

headings and as captions which accompany the illustrations. Since the purpose of informational 

text is to provide factual knowledge, photographs and illustrations that are realistic 

representations of the topic are predominant because the focus is in exact information. In 

addition, informational books must be accurate and include the significant facts on the specific 

topic. The facts must be current and support any generalizations that the author makes (Ziefer & 

Tyson, 2010).  There are some informational books that can be considered “hybrid” texts, which 

do tell a story while still maintaining their primary purpose of providing information about a 
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topic.  One example of a hybrid informational book is Red-Eyed Tree Frog (Cowley, 1999).  In 

this book, the photographs and text are organized around a very simple story of a day in the life 

of a tree frog. It has a beginning, a middle and end, and contains an element of tension which 

strengthens the narrative arc while still providing accurate facts about red-eyed tree frogs. Most 

informational books, however, dispense with a story including a plot and focus instead on 

verifiable information about its’ subject, such as What Do You Do With A Tail Like This? 

(Jenkins & Page, 2003), The Cloud Book (DePaola, 1975) and My Hands (Aliki, 1990).  

In contrast, while informational books frequently are written in an expository style, story 

books feature a narrative structure which includes a plot with a beginning, middle and end. 

Storybooks include a setting in which a story evolves place which can be realistic or magical and 

imaginative.  A story book contains characters who engage in activities, meet challenges and 

interact with each other, often through dialogue.  In contrast, informational books frequently 

feature a focus on facts which are supported by both the text and the illustrations.  

While stories can engage children’s imagination, informational books engage their curiosity 

and interest in the world around them, as well as increase their factual knowledge (Pappas, 1993; 

Mantzicopoulus & Patrick, 2010; Mantzicopoulus & Patrick, 2011).  They contain vocabulary 

that is specific to a book’s topic, as well as sentence structure which is not commonly found in 

everyday conversation (Reese & Harris, 2012). Informational books provide answers to 

children’s questions about the world around them, and can help to build the background 

knowledge that will support their later success with reading (Yopp & Yopp, 2000).  Reading 

informational books aloud can also provide an important instructional opportunity to explicitly 

teach these new content-specific words in a meaningful context (Leung, 2008). Unlike most 

research on vocabulary acquisition from reading aloud books to preschoolers, Leung examined 
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the effects of hearing informational books read aloud on children’s ability to learn words related 

to science concepts.  Her study explored the effect of repeated interactive readings of three 

informational books that focused on the topics of light and color. A total of 32 target words were 

selected from the three books and each book was read aloud three times. Teachers used 

interactive strategies such as clarifying concepts, using gestures and body language to promote 

understanding, providing definitions and using open-ended questions to engage children in a 

conversation about the concepts. Hands-on activities were also planned to further support 

children’s acquisition of the targeted words.  Results revealed that children’s participation in the 

interactive readings of the informational books and hands-on science activities resulted in 

increases in their expressive vocabulary, as well as the acquisition of the targeted vocabulary.  

Additionally, when informational books are read aloud in the classroom, the content of 

teachers’ comments and questions can place an increased cognitive demand on children as 

compared to story books. In their 2012 study, Hamett-Price, Bradley & Smith observed 

preschool teachers reading both a story book and an informational book to a group of children, 

and recorded teacher talk during the read-aloud of each genre. Teachers showed consistency in 

the amount of talking that occurred across the two genres. Teachers who talked a lot while 

reading a story book were more likely to also talk a lot while reading an informational book; 

teachers who talked very little when reading a story book, also did so when reading an 

informational book. Differences between the two genres were reported regarding the type of 

questions and comments that teachers made during the read-aloud. During the read-aloud of 

informational books, results revealed that teachers are more likely to ask questions that require 

the children to make inferences, and to help them understand the content by drawing 

comparisons to real life and asking them to distinguish similarities and differences.  
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Despite the benefits of using informational books in the classroom, there is a lack of 

informational books used in the classroom, and teachers are not often including them in 

classroom read-alouds, as revealed in Nell Duke’s 2000 study.  Duke situated her research within 

the context of the critical role that informational literacy has for an individual’s success not only 

in schooling, but also in the modern workplace and community, and challenged the belief that 

informational text was not age appropriate or of interest to younger readers (Egan, 1993). In her 

study, Duke observed 20 first grade classrooms over the course of school year in the 

metropolitan Boston area; ten were in schools within the highest SES school districts, and 10 

were in the lowest SES districts. During her observations she recorded her observations of the 

content and amount of the print on the classroom walls, the print materials accessible to children 

in the classroom library and any print-related classroom activities.  Print within classroom 

display included lists of classroom rules, lunch menus, labels, lists of class jobs, posters showing 

names of colors or shapes, and the printed alphabet. Printed materials in the classroom library 

included books and magazines, and were coded for genre. Print-related activities included work 

sheets, graphs and math word problems. 

Results of Duke’s study revealed that there was a lack of informational text in classroom 

displays, classroom libraries and in written language activities. Specifically there was a marked 

scarcity in the low-SES classrooms.  While narrative texts were predominant, informational text 

was rarely found on classroom walls, was uncommon in the classroom libraries and very seldom 

used in written activities. It is also important to note that Duke found that in 7 of the 20 

classrooms there was no time at all spent on activities that exposed students to informational text.  

These findings point to not only the actual scarcity of informational text, but also to the failure of 

teachers to take advantage of the many classroom opportunities to expose children to 



 

27 

 

informational text in preparation for informational reading and writing. Of special interest is, of 

course, the fact that for students in low-SES the scarcity of informational text was extreme. As 

students progress through the upper elementary grades and beyond, reading in the content areas 

will be primarily presented in informational texts. Duke (2000) contends that early exposure 

provides needed experience with the unique structure of informational texts and the cognitive 

demands that it places on the reader.  

Preschool classrooms also offer a limited accessibility to informational text. Pentimonti, 

Zucker & Justice (2011) presented evidence that highlighted the missed instructional 

opportunities that exist in early childhood classrooms when teachers fail to provide a balance of 

narrative and informational books to their students. Their study not only identified the genre of 

books that preschool teachers read aloud, but also identified instructional foci of the books. 

Using book lists provided by the teachers, each book was categorized as narrative, informational, 

mixed (hybrid), or other, which included genres such as poetry and biography. Additionally, an 

instructional focus was assigned to each book according to 6 categories: language play, alphabet, 

nursery rhymes, math concepts, multicultural and popular culture. Findings converged with the 

2000 study by Duke and revealed that narrative text predominates in preschool classrooms. 

85.8% of the books were story books, .054% were informational, .085% were mixed and 0.003% 

belonged to the ‘other’ category. Using books to address learning goals in key learning areas was 

also limited. For example, of the 426 texts analyzed, only 31 books focused on math concepts.  

Informational books provide a strategy to tailor a read aloud to support children’s mathematical 

thinking, and when teachers limit their book selection to story books, opportunities for 

supporting a wider range of instructional goals are missed. 
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These studies reveal several important findings. The scarcity of informational text in 

classrooms appears as early as preschool and young children have limited experience with 

hearing informational books read aloud. This evidence highlights the importance of exposing 

children to informational text during classroom read-alouds for several reasons. Not only do 

informational books offer exposure to a wide range of content-specific novel words, but children 

are more likely to select books from the classroom library if they have heard the books read 

aloud by the teacher (Yopp & Yopp, 2006) which can establish a pattern for future reading 

preferences. If the classroom read aloud is a significant context for exposing children to words 

and sentence structure not typically encountered in daily conversation, then informational texts 

may have an important role to play in introducing new vocabulary and forms of writing unique to 

the genre (Pappas, 1991; Oyler, 1996; Duke & Kays, 1998; Pappas, 2006).   

Despite the potential benefits of exposing children to informational book that have been 

identified, most of the research on book reading has made use of story books in their research 

methodology (Whitehurst, Arnold, Epstein, Angell, Smith & Fischel, 1994; Wasik & Bond, 

2001; Beck & McKeown, 2007; Pentimonti & Justice, 2010), resulting in a lack of research 

which explores the impact of genre on children’s literacy (Pentimonti, et al, 2011). Questions 

remain about the effect of reading informational books aloud and whether children learn new 

vocabulary more easily from this genre. In consideration of this increased emphasis, it will be 

important for research to determine if there are unique benefits of using informational books, 

rather than the more frequently used story books during classroom read-alouds, to support 

children’s vocabulary development. Results of such research can have an impact on curriculum 

development, as well as the decisions that teachers’ make when selecting books to read aloud. 
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The present study includes the use of informational books in an attempt to fill in the missing 

piece of informational text research by examining the effects of genre on vocabulary acquisition. 
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CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

In this study I investigated the effect of two read-aloud strategies using informational 

books in vocabulary instruction that is embedded within book reading in the preschool 

classroom.  Specifically, I sought to explore if preschoolers can learn targeted novel words when 

they are intentionally taught during an interactive reading of age-appropriate informational 

books. In addition, because the study was conducted in two different classrooms with both three 

and four-year old children, I also explored the extent to which the effect of an interactive 

informational book reading depended on children’s age.  

Participants 

Teachers. The teachers in each of the two classrooms are both full-time staff members at the 

site. Teacher A has an Associates degree in Early Childhood Education, has 15 years of 

preschool teaching experience, and is also the director of the facility. Teacher B has a CDA and 

has 10 years of preschool teaching experience. 

Children. Twenty five preschoolers participated in the study. The mean age is 3 years, 8 

months, with the children ranging in age from  36 months to 5 years, 1 month. The children 

attend two preschool classrooms in a child care center located in northeast Philadelphia and 

100% of the children are eligible for subsidized child care and free or reduced lunch. Forty-

five% of the children are Hispanic, 25% are African American and the remaining 30% are 

Caucasian.  English is the first langauge of all the children.  

Teacher permission. Prior to participating in the proposed research, teachers were informed 

in writing and in-person about the study. They were asked to sign consent forms and given a 
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right to refuse patticpation in the study.  All of the permission letters were submitted and 

approved by Temple University’s Institiutional Review Board (IRB). The consent letter is 

included in Appendix A.   

Child permission. Additionally, an informational letter was presented to a parent of each of 

the children participated in the study, which explained the research and requests their consent. 

Only those children whose parents gave consent participated in the study. Daily attendance 

sheets were collected on the days that the intervention occur to ensure each child’s full 

participation in the study. The program director had informed me that occasionally children 

withdraw from the program due to loss of funding, unemployment, or because the family moves 

out of the area. While the program works diligently to fill any empty enrollment slots when a 

child leaves by enrolling a new child, data was collected only on those children who completed 

all the activities of the proposed study. Also, if a family declined to participate, they had the right 

to refusal and would not continue to remain in the study. Parent consent letter is included in 

Appendix B.  

Setting 

The study was conducted at Beautiful Beginnings, located in northeast Philadelphia, which is 

licensed by the Department of Public Welfare.  Beautiful Beginnings is a privately owned 

daycare center and  is open from 6:30 AM until 6:30 PM and serves families whose children are 

6 weeks through 5 years of age. There are 6 classrooms serving 54 children with 9 full time staff.  

The site participates in Pennsylvania’s system for quality improvement Keystone STARS, and 

currently has achieved a STAR 3 rating. Achieving STAR 3 means that early childhood 

programs have met a set of standards including those related to professional qualifications and 

professional development hours; a classroom Early Childhood Environmental Rating Scale 
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(ECERS) score of not less than 4.50; the implementation of both a developmental screen and a 

research-based child assessment tool; as well as standards related to the administrative and 

financial components of the program. Class size is limited to 20 students per one teacher and one 

aide.   

Intervention 

Overview 

This study was implemented within a classrooms’ typical daily routine, over the course of 

two weeks. There were two conditions in this study and both Teacher A & B implemented each 

condition. The two lead teachers in each of the preschool classrooms implemented the treatment 

strategies in their respective classrooms on Monday, Wednesday and Friday of each week, using 

methods introduced during a training workshop prior to the start of the treatment. Details of the 

teacher training are provided in Appendix C.    

The study was conducted as two experiments in which teachers alternated each week in 

using two read aloud strategies: a performance style, which does not include embedded 

vocabulary instruction, and an interactive read aloud style with embedded vocabulary 

instruction. The read-alouds included two books and a total of six target words in each book, 

with teachers reading each book three times per week for 20 minutes each day. Teachers were 

provided with books and lesson plans  to implement the intervention.  Lesson plans are included 

in Appendix D. 

Book choice 

Spectacular Spiders and Beautiful Bats, both informational books by Linda Glaser, were 

chosen because they were considered, by this researcher who teaches an undergraduate 
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Children’s Literature course and also by my committee, to be age appropriate and interesting to 

children. The child care director/lead teacher was interviewed before the intervention to 

determine whether she thought books were suitable for the students and to avoid books they had 

already read in their classrooms. Both of these books align with a classroom theme, 

“Halloween”, which is planned for the month of the proposed study.  

Word choice 

Beck and McKeown (2007) stress the importance of word selection and advise a focus on 

Tier 2 words, words that are not likely to be encountered in everyday conversation or those 

words that mature speakers use and that are characteristic of written text, but are not part of 

content-area instruction (Tier 3 words) . Knowledge of Tier 2 words provide children with more 

refined and specific labels for broad concepts that they already are familiar with. For example, 

“lawn” is a refinement of the concept of grass.  For the present study, these guidelines were 

followed. Similarly, words that were likely to be unfamiliar to the children were chosen.  A list 

of the target words are in the Appendix.  

Vocabulary interactions 

Lesson plans were provided for each day of instruction and are included in Appendix D.  

While the lesson plans provide a detailed script for the teachers, the table below describes a 

general overview of the sequence of the instructional activities that occurred during the read-

aloud each day. 
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Table 1: Instructional Sequence 

 Teacher A—4 year olds Teacher B—3 year olds 

Week 1/ Reading 1   

Teacher A will read aloud 

Spectacular Spiders by Linda 

Glaser, using interactive 

methods that were introduced 

during the training workshop. 

The first day’s lesson will 

require the teacher to read 

aloud and discuss the 

assigned text with children by 

asking children questions that 

focus on understanding the 

text. See lesson plans for 

detailed strategies. 

 

 

Teacher B will read 

Spectacular Spiders by Linda 

Glaser, using a performance 

approach, reading the book 

without implementing any of 

the interactive strategies 

introduced during the teacher 

training. 

 

This will be repeated on Day 

2 and Day 3. 

Week 1/ Reading 2 Before reading the book, the 

teachers will conduct a lesson 

about the key words from the 

text by introducing the target 

words one at a time and 

provide an age-appropriate 

definition. Then during the 

read aloud, when a targeted 

word appears, teachers define 

the word, and will ask 

children to repeat each word 

and provide the definition. 

 

Week 1/ Reading 3 During this read-aloud, when 

a targeted word appears the 

teacher will pause and ask the 

children to supply a 

definition, which she will also 

repeat (or provide, if the 

children are unable). 

 

 

In the second week of the proposed study, an identical format was implemented with 

Teacher A implementing the performance approach to reading aloud  a second informational 
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book, Beautiful Bats by Linda Glaser, and Teacher B reading the same book using the interactive 

approach introduced during the training.  

 

Training 

Prior to the implementing the instructional strategies, I trained the teachers during a 3-hour 

workshop on the methods they used to teach the targeted vocabulary.  As a result of the training, 

teachers were able to implement an interactive approach during the daily read-aloud using an 

interactive method similar to Text Talk (Beck & McKeown, 2007). This adapted method 

included several steps: 1) Teachers read and discuss the assigned text with children by asking 

children questions that focus on understanding the text. 2) Teachers conduct a lesson about a few 

key words from the text by introducing the target words one at a time and provide an age-

appropriate definition; when a targeted word appears during the read-aloud, teachers will define 

the word, then ask children to repeat each word and repeat the definition. 3) During the final 

reading of each book, when a targeted word appears the teacher will pause and ask the children 

to supply a definition, which she will also repeat (or provide, if the children are unable). 

During the training, teachers became familiar with the text that they’ll be reading aloud, and 

were informed of the specific vocabulary words that will be targeted. Teachers were also 

provided with the child-friendly definitons of each targeted word which they used during the 

read-aloud activities. An opportunity to practice the strategy and receive feedback was included 

in the workshop.  The training also defined and described the performance-style approach to 

book reading in which no teacher comments or questions are included, and in which no 

vocabulary words are specifically targeted. 
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Measures 

Pretest. Five children from each classroom were randomly selected and administered an 

assessment of the targeted words to determine if the children know any of the words in advance 

of the intervention. The assessment, which uses a format similar to the Peabody Picture 

Vocabulary Test-Revised (PPVT-R) is included in Appendix E. 

Posttest. At the conclusion of the intervention, each child’s acquistion of the targeted words 

was assessed individually using a tool in which one page per targeted word which included 4 

photographs, including one that depicts the targeted word, one that is slightly different and two 

that are very different from the targeted word. This assessment is included in Appendix E.  Two 

additional pages based on words not targeted in the intervention, which also contain 4 

photographs arranged in the format just described, was also included in the post-test to serve as 

practice pages to enable children to become familiar with test procedures. Results of this 

ssessment were analyzed to determine the effects of the intervention on each child’s acquisition 

of the targeted vocabulary words.  

Teacher Fidelity  

Both teachers were observed during each read aloud that occurred over the course of the two 

week study. This enabled an evaluation of implementation fidelity to determine if the teachers 

were teaching the targeted vocabulary words, and conducting the read-aloud,  exactly as it was 

presented during the training workshop. The Teacher Fidelity rubric, which is included in 

Appendix F, evaluated the teachers’ ability to not only accurately follow the scripted lesson 

plans, but also the extent to which they engaged in meaningful verbal interactions with the 
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children, how effectively they used verbal and non-verbal cues to maintain children’s attention 

and the effectiveness of their read-aloud techniques. 
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CHAPTER FOUR 

RESULTS AND ANALYSES 

 

Overview 

 The purpose of this study was to investigate the effect of interactive book reading using 

informational text on preschoolers’ ability to learn vocabulary words. Specifically, I sought to 

determine if preschool children were able to learn targeted vocabulary words from an interactive 

read-aloud of an informational book, and to investigate the relationship between age and 

children’s vocabulary acquisition.  

The study was conducted as two experiments. Experiment 1 occurred in the first week of 

the study in which Teacher A read Spectacular Spiders by Linda Glaser using an interactive 

approach, and Teacher B read the book using a performance style. While the performance style 

required teachers to simply read the book aloud without targeting words, commenting on the 

book or posing questions to the children, the interactive approach required the teachers to follow 

the scripted lesson plan (Appendix D) that had been provided during the teacher training 

(Appendix C) which occurred at the start of the study. The lesson plan identified the specific 

words to target and provided child-friendly definitions for the teacher to use to teach the targeted 

words. Additionally, the lesson plan provided a series of questions that teachers would ask the 

children to further reinforce word meaning and to provide additional opportunities for children to 

hear and interact with the targeted words. Following the 3 days of instruction, children in both 

classrooms were then tested (Appendix E) to determine the number of targeted words that they 

had learned.  

Experiment 2 occurred in the second week of the study and was identical to Experiment 

1, except for two differences. In Experiment 2, Teacher B used the interactive approach, and 
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Teacher A read the book performance-style. A second difference regards book selection. The 

informational book used in Experiment 2 was Beautiful Bats by Linda Glaser. Then, just as in 

Experiment 1, all children in both classrooms were tested to determine the number of targeted 

words that they had learned.  

 Research question #1 asked:  Do preschool children who participate in an interactive 

classroom read aloud with informational books learn more words than children who participate 

in a performance-style read-aloud?  

 I hypothesized that children who participated in informational book read-alouds in which 

teachers use an interactive approach would learn the targeted words, as compared to those who 

participated in a performance-style read-aloud. An interactive approach is a read aloud in which 

the teacher uses questions and comments before, during and after the reading to engage the children 

with the text. A performance style is an approach in which the teacher simply reads the book aloud 

without encouraging verbal interactions from the children. There is ample evidence which supports 

the effectiveness of teaching new words during interactive story book reading. The research 

reveals that when teachers intentionally plan explicit vocabulary instruction within a classroom 

read-aloud, using an interactive approach that prompts children’s engagement with the text, 

children are able to learn new vocabulary. I believe that the use of an interactive approach to 

reading aloud is the major influence on whether children learn targeted vocabulary words, and 

expect to find that the use of informational books will support word learning, in alignment with 

the studies that used story books in examining the effectiveness of interactive read-alouds .  

 Research question #2 asked: Is the child’s age a factor in the effect of an interactive read 

aloud of an informational book? 
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 I hypothesized that four-year-old children would learn more words than the three-year- 

olds during book reading because of their additional experience with whole-group book reading 

as a preschool routine. Typically developing four-year olds are better able than three year olds to 

participate in whole group activities as they have a greater ability to attend and focus on the 

teacher, to regulate their own behavior and understand the requirements of being part of a group.  

Results 

Research Question # 1 - Do preschool children who participate in an interactive 

classroom read aloud with informational books learn more words than children who participate 

in a performance-style read-aloud with informational books?  

First, it is helpful to look at descriptive statistics to understand the potential effects of the 

intervention.  Table 2 shows that in Experiment1, children with Teacher A, using the interactive 

approach, had a final score of 5.20, whereas children with Teacher B, using a performance-style 

approach, had a score of 1.92. In Experiment 2, children of Teacher B, using the interactive 

approach, had a mean score of 2.31, whereas children of Teacher A, using a performance-style 

approach, had a score of 2.30. 
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Table 2 

Means, Standard Deviations (SD), and Sample Sizes on Vocabulary 

Test by Teacher and by Instructional Condition 

 Group M SD N 

Experiment 1 

 

Teacher A 

 

5.20 

 

1.55 

 

10 

Teacher B 1.92 1.26 13 

Experiment 2 

 

Teacher A 

 

2.30 

 

1.54 

 

10 

Teacher B 2.31 1.11 13 

 
   

 

 

An independent samples t-test showed that the mean of the intervention group in 

experiment 1 (ie, Classroom A), was significantly greater than the mean of classroom B, t(21) = -

5.608, p<.001. 

These results revealed that the interactive condition yielded better learning in Experiment 

1, but not Experiment 2.  In turn, these findings raised questions about why this emerged, 

particularly whether child age and teacher fidelity might play a role. 

Research Question #2- Is the child’s age a factor in the effect of an interactive read aloud 

of an informational book?  

As a first step to explore whether children who were older scored higher on the post-test, 

I conducted Pearson correlations between age and each of the test scores reported, an interactive 

condition and a performance condition. Age was significantly correlated with score, such that 
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older students had higher scores on the interactive condition (r = .65, p < .001). However, age 

was not correlated with the performance condition score (r = .30, p = ns [not significant]). 

To test whether the effect of the intervention varied with child age, I conducted an 

analysis of covariance (ANCOVA), running a separate model for each experiment. The model 

for Experiment 1 included main effects for the intervention and for age, as well as an interaction 

between the intervention and age. Results of this model showed that there was no interaction 

between the intervention and age, F(1, 19) = .142, p = .710.  I repeated this process for the data 

from Experiment 2, finding that, again, there was no interaction, F(1, 19) = .436, p=.517 

Thus, these models showed no interaction between age and the intervention. This means 

that the effectiveness of the intervention is not due to differences in the children’s age as I had 

hypothesized. 

 Follow-up analysis: Given that the previous analyses showed differences across 

experiments that were not accounted for by child age, I explored one additional, emergent 

possibility: Does child knowledge in the interactive condition depend in part on teacher fidelity? 

 First, I examined teacher fidelity scores in the intervention (i.e., interactive condition). In 

order to insure that the teachers were implementing the interactive book reading according to 

lesson plans, teachers were observed during each of the interactive book readings and 

observational notes were recorded.  The written observations were used to score a Teacher 

Fidelity rubric (Appendix F) and rubric scores are illustrated in Table 3.  

Observations. Teacher A was observed on each of the three days in which she conducted 

the interactive read aloud. She was able to not only implement the book reading with fidelity, she 

also demonstrated effective classroom management techniques and utilized classroom support 
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staff to maximize the instructional value of the read-aloud.  On each occasion, she accurately 

followed the scripted lesson plan that had been provided to both teachers during the training they 

had received at the beginning of the study. During the book reading she provided verbal 

feedback to children when they responded to her questions and comments. She maintained 

children’s attention to the book through both her verbal and non-verbal interactions, such as 

calling individual children by name and maintaining eye contact with the children.  If any of the 

children acted inappropriately, she relied successfully on the classroom assistant to re-direct the 

student so she was able to continue reading with no interruptions.   

Teacher A was well prepared, not only by learning the scripted questions and comments, 

but also by having all the necessary visual aids accessible and ready before the lesson began. Her 

read-aloud technique also included holding the book in such a way that all children could see the 

illustrations, and children were seated in a way that permitted an unobstructed view. It was 

evident that the children had learned the behavioral expectations for book reading time in this 

classroom. They responded immediately to Teacher A’s simple directions (“Criss Cross, 

Applesauce”; “1-2-3: Eyes on me”) and little time was wasted getting the children to sit properly 

and focus their attention on the teacher.  Their quick response was evidence that these procedures 

had been effectively taught and children were very clear about what was expected of them during 

book reading. 

Teacher B was also observed on each day of the interactive book reading and 

observations were recorded to score the fidelity rubric. This teacher did not adhere to the lesson 

plans that were provided during the training she had received at the beginning of the study. 

During the read-aloud on the first day she held the script aloft to read from it, and held the 

children’s book in her other hand. Retraining occurred before the second and third read-aloud but 
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she continued to read aloud from the script; her primary attention was on the script rather than 

the book or the children. When children responded to her questions or comments, she frequently 

delayed her response until she checked the script. Her responses were limited to statements such 

as ‘good job’ and ‘that’s right’, and she did not elaborate on any of the children’s comments. 

Because her focus was mainly on the script, she was not visually scanning the group of children 

to assess their attentiveness and engagement.  

Teacher B was not well prepared and did not have the visual aid materials accessible and 

ready prior to the read-aloud. For example, a set of paper towel tubes had been provided to 

illustrate the concept of ‘hollow’. When she read this targeted vocabulary word, she stopped 

reading to go to her desk to get the paper power tubes. The children remained seated and their 

eyes were on the teacher during each of the read-alouds, but they were mostly silent during the 

book reading or they limited their responses to one word answers or comments. The classroom 

assistant was present during each of the observed read-alouds and rather than being of assistance 

and supporting the children’s active engagement, she frequently called out to them to remind 

them to sit up straight or to ask if they needed to use the bathroom. There were two occasions 

when she was talking to the children while Teacher B was reading and it was difficult to hear 

what either one of them was saying.  

Teacher Fidelity Rubric. Teacher A, the teacher in the four-year-old classroom, scored 

higher than Teacher B. The scores listed are those obtained out of a possible score of 3.  
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Table 3 

Teacher Fidelity rubric 

 score 

 

Teacher A 2.9 

Teacher B 1.4 

 

 

Next, I examined whether teacher fidelity predicted child vocabulary in the intervention. 

Because there was a difference in teacher fidelity, I analyzed the relationship of teacher fidelity 

to vocabulary learning. Table 4 shows that the mean score for Teacher A for the interactive 

condition was 5.20, and for Teacher B was 2.31. Descriptively, teacher A’s students scored 

better than the Teacher B’s students in the interactive condition, suggesting that higher fidelity 

would yield strong vocabulary learning.  

 

Table 4 

Means, Standard Deviations (SD), and Sample Sizes on Vocabulary 

Test by Teacher  

 Group M SD N 

Interactive 

Condition 

Teacher A 5.20 1.55 10 

Teacher B 2.31 1.11 13 

Total 3.57 1.95 23 

__________________________________________________________ 
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CHAPTER FIVE 

DISCUSSION 

 

Overview 

 

Early vocabulary development is a critical component of early learning, and vocabulary 

knowledge and reading comprehension are closely related. Children with larger vocabularies are 

more capable readers and they know more strategies for figuring out the meaning of words than 

less capable readers (Graves, 2006), and kindergarten vocabulary is a significant predictor of 

fourth grade reading comprehension (Senechal, Ouelette & Rodney, 2006). Therefore, it is 

essential for children to enter school and formal reading instruction with a strong vocabulary. 

However, children begin formal reading instruction with varying degrees of vocabulary 

development; children from low-income families begin school with fewer exposures to words 

than their peers and with smaller vocabularies (Hart & Risley, 1995). It is essential for preschool 

teachers to support all children’s vocabulary growth to make sure they have the strongest 

possible vocabulary foundation prior to formal schooling.  

Findings 

The present study examined the effectiveness of two read-aloud strategies using 

informational books to teach new words to preschoolers.  Results supported the earlier findings 

related to story book reading, and revealed that preschool children are able to learn vocabulary 

words during an interactive book reading of informational books.  

Research Question # 1 – Do children who participate in an interactive classroom read-aloud with 

informational books learn more words than children who participate in a performance-style read 

aloud?  
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Because of the significant differences found between an interactive approach and a 

performance-style read-aloud, this study further reinforces the value of teachers using the 

interactive read aloud as a strategy to teach new words. Since reading aloud is an important 

component of the daily routine in preschool classrooms, it represents a critical opportunity for 

vocabulary instruction.  In order to maximize the instructional value, advance planning is 

required. In the present study, teachers targeted specific Tier 2 words from the book and 

provided explicit, child-friendly definitions before the read-aloud. When children had the 

opportunity to further engage with the words through the teacher’s questions and her 

encouragement to the children to recall word meaning during the read-aloud, they learned more 

words than simply hearing a story read to them. Given the small sample size, and the group 

differences, the results suggest that the interactive approach may be very effective for increasing 

children’s vocabulary knowledge. 

The results of this study also revealed that informational books can be used during an 

interactive read-aloud to teach preschoolers new words. With the increased emphasis on 

including informational books in early childhood classrooms, it will be important for teachers to 

understand that reading aloud informational books is not only appropriate, but can also be an 

effective instructional tool for teaching new vocabulary. In the present study, informational 

books provided the context for learning words that children wouldn’t necessarily hear in daily 

conversations, but rather were words that are more likely to appear in written text (Tier   2). 

Because previous studies suggest that preschool teachers have a preference for reading aloud 

story books (Pentimonti, Zucker & Justice, 2011), the present study supports efforts to plan 

professional development opportunities for preschool staff that raises awareness of the value of 

reading aloud informational books.  
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Research Question #2- Is the child’s age a factor in the effect of an interactive read aloud of an 

informational book? 

Age was not a significant factor in children’s word learning in the present study. Results 

revealed that there was not a significant difference between the ability of 3-year-olds and 4-year-

olds to learn targeted vocabulary during an informational book reading. A larger sample size 

would permit an examination of the differential effects of age, and potentially identify 

adaptations that may be needed when teachers read informational books aloud to children 

younger than four.   

The present study reveals the importance of teacher fidelity in implementing interactive 

read alouds as there were significant differences in the teachers’ implementation of the 

interactive condition. Children in Teacher A’s classroom learned significantly more words 

during the interactive read aloud than did the children in Teacher B’s classroom. Teacher A did 

not vary from the scripted lesson plans that had been provided, and responded interactively to 

children’s’ comments and answers to her questions. They received reinforcement when correct 

answers were given as she repeated their responses and offered praise for correct answers. She 

made effective use of visual aids and demonstrated ease in reading aloud as she was frequently 

scanned the group, alert to any children who may have needed re-direction to focus more on the 

book reading. In contrast, Teacher B did not consistently follow the scripted lesson plan, and was 

not tuned into the children during the book reading. When a child gave a response, she did not 

consistently reinforce their correct answers nor did she maintain awareness of the group’s 

engagement with the book. Her focus was mainly on the book and see seldom scanned the group 

to assess their participation. Due to a lack of preparation before the read aloud started, Teacher B 
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needed to interrupt the read aloud to get the visual aids from another part of the room thereby 

disrupting the lesson.   

Limitations of the Study 

 The findings and implications of this study must be considered in light of its limitations. 

The limitations include a small sample size, the short duration of the intervention, differences in 

the amount of time spent implementing each strategy, and differences in teacher fidelity.   

The first limitation affects the generalizability of the findings to other populations due to 

the small number of participants. The 23 participants were representative of many neighborhood 

child care programs in Philadelphia (i.e. from families of low socioeconomic status, English as 

primary language). Although I found that using an interactive approach to reading informational 

books had a positive effect on vocabulary learning, caution must be used in generalizing these 

findings to other populations.  Additionally, due to the child care program structure, I was not 

able to randomly select participants because the children had already been placed in their 

classrooms.  Because of this lack of true experimental design, claims of causality are weakened.   

An additional limitation relates to the longitudinal effects of the study.  Due to the short 

duration of the study, I was unable to determine the lasting effects that the intervention may have 

had on children’s vocabulary learning.  The study was conducted over a period of two weeks, 

with the book reading occurring on three days each week. Children were assessed at the end of 

the two-week period and while results revealed that they were able to learn the targeted words, a 

longer duration would permit an examination of the children’s ability to retain their word 

knowledge over time.  
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There also is a limitation related to the amount of time that the teachers spent on 

implementing each of the instructional approaches. The interactive approach lasted 20 minutes 

and exposed children to vocabulary throughout the read-aloud. During the training, teachers were 

instructed to read aloud using the performance-style for an equal amount of time. I only observed 

the interactive approach, so I was unable to document the exact amount of time that was spent on 

the performance-style approach. If it was considerably less time, then an assumption could be 

made that the children received more exposure to the targeted vocabulary in the interactive 

intervention thereby influencing their word learning.  Therefore, results need to be interpreted in 

light of these time differences.  

A final limitation relates to teacher fidelity. The findings reveal that Teacher A’s children 

learned more words during the interactive condition than the children in Teacher B’s classroom. 

Through observations of each of the book readings in both classrooms, it was easy to see that the 

interactive intervention was conducted very differently in each classroom. The teacher in the 

four-year-old class was well prepared prior to the read aloud and was able to present the lesson 

without referring to the script she had received during the training. She used multiple strategies 

to maintain the group’s attention to the book and effectively assessed their learning throughout 

the read-aloud. This teacher also began emphasizing the children’s use of new words with the 

addition of vocabulary charts posted in the classroom. Although this was not part of the 

intervention being investigated in the present study, it was an additional activity that she added to 

the curriculum as a result of participating in the study.  In contrast to this teacher’s approach to 

reading aloud, the teacher in the three-year-old classroom repeatedly read from the script and her 

main focus was on the book, rather than engaging authentically with the children. They were 

behaving appropriately, i.e., sitting quietly with eyes on the teacher, but the teacher did little to 
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engage them in learning. When incorrect responses were made, she did not provide correction 

and made little eye contact with the group during the book reading.  

Suggestions for Future Research 

 My interest in future research related to vocabulary development and informational book 

reading is influenced by two studies: Duke (2000) and Wasik and Bond (2001). Duke conducted 

a very influential study that simply investigated the presence of informational text in first grade 

classrooms.  Possible future research related to my study asks a similar question: Are teachers in 

child care classrooms planning interactive read-alouds using informational books to teach 

preschool children new words?  Since the present study suggests that informational books can be 

an effective instructional material to teach new vocabulary words, future research can reveal if 1) 

child care teachers using book reading as a planned strategy to teach vocabulary, and 2) 

informational books are being used to do so. Because reading aloud is such a widespread practice 

in preschool practice, it is important to get a picture of what teacher practices are actually 

occurring and raise awareness of the potential benefits of intentionally planning for vocabulary 

instruction during read-alouds. 

 In the Wasik and Bond (2001) study of interactive book reading and vocabulary learning, 

they found that not only did preschool children learn the targeted words, but their receptive 

language ability was higher, as measured by the Peabody Picture Vocabulary Test-III (PPVT-

III). They speculated that this may be due to a generalization of methods learned for the study to 

other aspects of their teaching. Wasik and Bond observed that as a result of participating in a 

training to provide multiple exposures to the targeted words by using them during daily center 

time in the classroom, and implementing a vocabulary-focused intervention, the teachers were 

placing a greater emphasis on their verbal interactions all throughout the day in the classroom. I 
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find this carryover effect worthy of further investigation and saw slight evidence that there was 

some carry over in the four-year-old classroom following my study. During a visit to this 

classroom, I noticed a chart hanging on the wall near the story time rug which had not been 

present prior to the start to of the study. It was labeled “Words We Know” and the teacher used it 

to record words that she heard the children say while they worked and played. The words listed 

were all Tier 2 words and were ones that were used spontaneously by the children, not in 

response to the teacher’s questions. Future research might look at changes in the total language 

environment and increases in both the teacher’s and the children’s word consciousness following 

an intervention such as the one I conducted, to determine if these longer term changes to teacher 

practice have an effect on children’s word learning.  

 An additional opportunity for future research is related to the limitations of the present 

study. Results revealed that there was not a significant difference between the ability of 3-year-

olds and 4-year-olds to learn targeted vocabulary during an informational book reading. Future 

research, making use of a larger sample, could examine the differential effects of age, and 

potentially identify adaptations that may be needed when teachers read informational books 

aloud to children younger than four.   

Finally, previous studies which made use of story books have examined the relationship 

between children’s receptive language ability and their ability to learn new words during book 

reading. Future research on the use of informational books to teach new vocabulary might 

include an assessment of children’s initial receptive vocabulary and subsequent analysis to 

determine a possible correlation between receptive language levels and their ability to learn new 

words.  
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Educational Implications 

Based on the findings of the present study, educational implications emerge. These 

include 1) planning for interactive read-alouds which embed intentional vocabulary instruction; 

2) choosing informational books as well as story books to read aloud and 3) teaching procedures 

that reinforce the behavioral expectations which support children’s engagement during book 

reading. 

As demonstrated in the study, children were able to learn new words when the teacher 

intentionally focused on teaching vocabulary during the read-aloud. Following the guidelines of 

the lesson plan, teachers targeted specific words from the text, provided child-friendly 

definitions, and provided several opportunities for children to engage with the new words 

through repeated readings. As teachers plan for book reading, it is recommended that they 

approach this important component of the daily schedule with the same degree of intentionality 

and plan for an interactive read-aloud, in contrast to a performance-style read-aloud in which 

there is not an instructional focus and does not necessarily require advance planning. As they 

plan, teachers should begin by choosing books with rich, descriptive vocabulary. Many of the 

‘predictable’ books that are favorites of both teachers and children, such as The Very Hungry 

Caterpillar by Eric Carle, are enjoyable to read and serve their own purpose; however, the 

vocabulary used in the text is limited and offers few challenge for word learners.  Teachers can 

make the most of the instructional potential of book reading when a book is chosen for its 

richness of language, and when they identify the targeted words in advance. Similarly, the 

instructional value is enhanced when teachers develop child-friendly definitions and plan for the 

verbal interactions with which they will engage with the children when the new words are 

encountered during reading. 
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 A second recommendation relates to the primary finding of the present study which 

revealed that informational text can be effective in teaching new words during a read-aloud. 

Therefore, teachers are encouraged to expand their book selection to include both genres. 

Because of the increased emphasis on informational text in the Common Core State Standards, 

many new informational books have become widely available and publishers are challenging 

conventional beliefs that non-fiction is dry and uninteresting to children. Recently, Caldecott 

Medal winners have included an informational picture book. This prestigious award, given to the 

illustrator of the most distinguished picture book published within the year, was awarded to 

Brian Floca for his informational book, Locomotive, in 2014. This is evidence of the level of 

quality that readers have come to expect from informational picture books for children, a quality 

that enhances both their enjoyment and appropriateness for children. 

A final recommendation emerges from the different outcomes that were reported for each 

of the classrooms. In the present study, the children in the classroom in which there was a higher 

degree of teacher fidelity did significantly better on measures of word learning. In this 

classroom, based on my observations, there was evidence that the children had been taught 

procedures for appropriate behavior during book reading. The teacher used many verbal cues to 

re-direct children and she was able to help the children to sustain their attention to the story. 

Therefore, it is recommended that in order to successfully implement an interactive read-aloud, 

teachers spend time teaching the children what it means to sit with the whole group in the 

classroom, and teach procedures to insure that children are focused on the teacher and not 

distracting other children during book reading. Procedures for responding to teacher questions 

should also be taught: will the children be expected to raise hands to respond or can they simply 
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call out the answer? All of these procedural lessons lay a foundation for a successful group time 

in which the instructional potential is maximized. 

In sum, ample evidence exists which identifies interactive story book reading as an 

effective strategy to teach new words to preschool children. The present study extends the 

evidence to include the use of informational books, and it reveals that when teachers 

intentionally plan for vocabulary instruction in the context of an informational book read-aloud, 

children’s vocabulary development is supported. 
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APPENDIX A 

TEACHER CONSENT FORM 

 

 

 

 

 

Title of research: Preschoolers’ Acquisition of Targeted Vocabulary during Classroom Read-

Alouds: Does Book Genre Matter? 

Investigator and Department:  Judy Flanigan, Department of Teaching and Learning 

Why am I being invited to take part in this research? 

We invite you to take part in a research study because you are a preschool teacher at Beautiful 

Beginnings Child Care Center.  

What should I know about this research? 

Someone will explain this research to you. 

Whether or not you take part is up to you. 

You can choose not to take part. 

You can agree to take part and later change your mind. 

Your decision will not be held against you. 

You can ask all the questions you want before you decide. 

Who can I talk to about this research? 

If you have questions, concerns, or complaints, or think the research has hurt you, contact the 

research team Temple University, 1301 Cecil B. Moore Avenue, Philadelphia PA, 19122, 

215.370.2570, judith.flanigan@temple.edu. 

This research has been reviewed and approved by an Institutional Review Board. You may talk 

to them at (215) 707-3390 or e-mail them at: irb@temple.edu for any of the following: 

Your questions, concerns, or complaints are not being answered by the research team. 

You cannot reach the research team. 

You want to talk to someone besides the research team. 

You have questions about your rights as a research subject. 

You want to get information or provide input about this research. 

Why is this research being done? 

Despite the potential benefits of exposing children to informational books, most of the research 

on book reading has made use of story books in their research methodology, resulting in a lack of 
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research which explores the impact of genre on children’s literacy. Questions remain about the 

effect of reading informational books aloud and whether children learn new vocabulary more 

easily from this genre. In consideration of this increased emphasis, it will be important for 

research to determine if there are unique benefits of using informational books, rather than the 

more frequently used story books during classroom read-alouds, to support children’s vocabulary 

development. Results of such research can have an impact on curriculum development, as well as 

the decisions that teachers’ make when selecting books to read aloud. The study in which you are 

being asked to participate will include the use of informational books in an attempt to fill in the 

missing piece of informational text research by examining the effects of genre on vocabulary 

acquisition 

How long will I be in this research? 

We expect that you will be in this research for two weeks. 

What happens if I agree to be in this research? 

This study will be conducted in the context of the regular preschool classroom routine at 

Beautiful Beginnings Child Care.  Teachers will read aloud to the class during morning circle 

time on six days over the course of two week, and provide definitions and comments to help 

children learn new vocabulary words.  At the end of the two weeks, each child will be assessed 

individually by the student investigator using pictures of the targeted words to determine if 

he/she learned the new words.  

Will being in this research help me in any way? 

We cannot promise any benefits to you or others from taking part in this research. However, 

individual subjects may benefit indirectly from taking part in the research because their teachers 

may begin to implement an effective classroom strategy which may potentially support the 

students’ vocabulary development. 

 

What happens to the information collected for this research? 

To the extent allowed by law, we limit the viewing of your personal information to people who 

have to review it. We cannot promise complete secrecy. The teachers and director of Beautiful 

Beginnings Child Care, the IRB, Temple University and its affiliates, and other representatives 

of these organizations may inspect and copy your information. 

 

 

 

 

 

 

 

 

 

 

 



 

64 

 

I have read this consent form and the study has been explained to me. All my questions about 

the study and my participation have been answered. I freely consent to participate in this 

research study.  

 

By signing this consent form, I have not waived any of the legal rights that I otherwise would 

have as a subject in a research study. Please sign below. 

 

Your signature documents your permission to take part in this research. 

 

 

 

 

Your signature documents your permission to take part in this research. 

Checking this box indicates I consent to being videotaped and photographed.           

 

 

This form can be used until this date   

Please print 

 

Name: __________________________________________________ _______________                                       

 

Address:  _____________________________________________________________________ 

 

_____________________________________________________________________________                                     

                                                          

Phone: _______________________________________________________________________                        

 

 

 

 

_____________________________________________________________________________ 

Investigator’s Signature        Date 

 

_________________________________________________________ 

Investigator’s Name (Please Print)      
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APPENDIX B 

PARENT CONSENT FORM 

 

 

 

 

 

 

 

Title of research: Preschoolers’ Acquisition of Targeted Vocabulary during Classroom Read-

Alouds: Does Book Genre Matter? 

Investigator and Department:  Judy Flanigan, Department of Teaching and Learning 

Why am I being invited to take part in this research? 

We invite you to take part in a research study because your child is enrolled in a preschool 

classroom at Beautiful Beginnings Child Care Center.  

If the research involves children, “you” or “your” refers to your child. 

What should I know about this research? 

Someone will explain this research to you. 

Whether or not you take part is up to you. 

You can choose not to take part. 

You can agree to take part and later change your mind. 

Your decision will not be held against you. 

You can ask all the questions you want before you decide. 

Who can I talk to about this research? 

If you have questions, concerns, or complaints, or think the research has hurt you, contact the 

research team Temple University, 1301 Cecil B. Moore Avenue, Philadelphia PA, 19122, 

215.370.2570, judith.flanigan@temple.edu. 

This research has been reviewed and approved by an Institutional Review Board. You may talk 

to them at (215) 707-3390 or e-mail them at: irb@temple.edu for any of the following: 

Your questions, concerns, or complaints are not being answered by the research team. 

You cannot reach the research team. 

You want to talk to someone besides the research team. 

You have questions about your rights as a research subject. 

You want to get information or provide input about this research. 
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Why is this research being done? 

Despite the potential benefits of exposing children to informational books, most of the research 

on book reading has made use of story books in their research methodology, resulting in a lack of 

research which explores the impact of genre on children’s literacy. Questions remain about the 

effect of reading informational books aloud and whether children learn new vocabulary more 

easily from this genre. In consideration of this increased emphasis, it will be important for 

research to determine if there are unique benefits of using informational books, rather than the 

more frequently used story books during classroom read-alouds, to support children’s vocabulary 

development. Results of such research can have an impact on curriculum development, as well as 

the decisions that teachers’ make when selecting books to read aloud. The study in which you are 

being asked to participate will include the use of informational books in an attempt to fill in the 

missing piece of informational text research by examining the effects of genre on vocabulary 

acquisition 

How long will I be in this research? 

We expect that you will be in this research for two weeks. 

What happens if I agree to be in this research? 

This study will be conducted in the context of the regular preschool classroom routine at 

Beautiful Beginnings Child Care.  Teachers will read aloud to the class during morning circle 

time on six days over the course of two week, and provide definitions and comments to help 

children learn new vocabulary words.  At the end of the two weeks, each child will be assessed 

individually by the student investigator using pictures of the targeted words to determine if 

he/she learned the new words.  

Will being in this research help me in any way? 

We cannot promise any benefits to you or others from taking part in this research. However, 

individual subjects may benefit indirectly from taking part in the research because their teachers 

may begin to implement an effective classroom strategy which may potentially support the 

students’ vocabulary development. 

 

What happens to the information collected for this research? 

To the extent allowed by law, we limit the viewing of your personal information to people who 

have to review it. We cannot promise complete secrecy. The teachers and director of Beautiful 

Beginnings Child Care, the IRB, Temple University and its affiliates, and other representatives 

of these organizations may inspect and copy your information. 
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I have read this consent form and the study has been explained to me. All my questions about 

the study and my participation have been answered. I freely consent to participate in this 

research study.  

 

By signing this consent form, I have not waived any of the legal rights that I otherwise would 

have as a subject in a research study. Please sign below. 

 

Your signature documents your permission to take part in this research. 

 

 

 

 

Your signature documents your permission to take part in this research. 

Checking this box indicates I consent to being videotaped and photographed.           

 

 

This form can be used until this date   

Please print 

 

Name: __________________________________________________ _______________                                       

 

Address:  _____________________________________________________________________ 

 

_____________________________________________________________________________                                     

                                                          

Phone: _______________________________________________________________________                        

 

 

 

 

_____________________________________________________________________________ 

Investigator’s Signature        Date 

 

_________________________________________________________ 

Investigator’s Name (Please Print)      
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APPENDIX C 

TEACHER TRAINING OUTLINE 

 

 

Time 
(minutes) 

Activity/Objectives  Materials 

15 Provide a brief description of the proposed 
study and the expectations for the teachers’ 
particpation to enable teachers to describe 
the goals and design of the proposed study, 
as well as their role during the interventions 

Outline of proposed 
study’s procedures 

30 Present slides which will enable teachers to 
describe the importance of vocabulary 
development for preschool children, the 
effectiveness of reading aloud in vocabulary 
development, and the difference between 
story books and informational books 

Powerpoint 
presentation; sample 
books of each genre 

30 Provide a demonstration of the instructional 
strategy to be used in the proposed study to 
enable teachers to identify the steps that will 
be used during read-alouds 

List which details the 
steps to be used in 
the read-aloud 

30 Provide teachers with a copy of the books, 
and a list of the definitions which they’ll use 
to enable teachers to gain familiarity with 
the books and learn the exact wording of the 
definitons; provide a read-aloud checklist to 
use as a self assessment during practice of 
the read-aloud 

Copies of Beautiful 
Bats and Spectacular 
Spiders; list of 
definitions; read-aloud 
checklist 

45 Teachers will have an opportunity to 
practice reading while using the intervention 
strategies, and receive feedback and 
additional training as needed 

iPad to videotape 
practice read alouds; 
read-aloud checklist 

15 Logistics/conclusion: confirm daily schedule, 
and inform teachers that child attendance 
needs to be recorded on each day of 
intervention 

Attendance sheet; 
classroom daily 
schedule 
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APPENDIX D 

LESSON PLANS 

 

 

 

 

Lesson Plans  

Beautiful Bats by Linda Glaser 

 

Vocabulary: 

 swoop 

 soar 

 hollow 

 gentle 

 chatter 

 acrobats 

Week at a glance 

Sessions Focus Instruction  

Day 1 Develop language 
and comprehension 
 
Introduce vocabulary: 
 

Picture walk Beautiful Bats on 
day 1. 
 
Use notes to scaffold and 
monitor comprehension. 

See script on 
page 9 of 
lesson plans. 
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Swoop—p. 5 
Soar—p. 5 
Chatter—p. 16 
 

 
Contextualize and explain 
vocabulary words and provide 
examples. 
 
Ask children to think about 
examples and provide their 
own. 
 
Read aloud Beautiful Bats 
 

See page 3 & 4 
of lesson plan 
 
 

Day 2 Develop language 
and comprehension 
 
Introduce vocabulary: 
 
Hollow—p. 9 
Gentle—p. 20 
Acrobat—p. 20 
 

Contextualize and explain 
vocabulary words and provide 
examples. 
 
Ask children to think about 
examples and provide their 
own. 
 
Read aloud Beautiful Bats 

See page 5 & 6 
of lesson plans 
 

 Integrate vocabulary 
& comprehension 
 
 

Review and assess vocabulary 
words. Use them to enhance 
text comphrension. 
 
Read aloud Beautiful Bats 

See page 7 of 
lesson plans 

 

 

Introduce book with a picture walk (see script on page 9)—day 1 

 

Introduce Vocabulary—day 1 

Say: “Before we read this book, I want to tell you about some words that the author wrote 

in this book. They might be new words for you so let’s talk about a few and then we’ll 

read.” 

swoop soar chatter 

Explain: 
 
In this book, it says that 
bats swoop when they fly. 
This means that they can 
fly down very quickly. 
(gesture with arm to 
demostrate). The only 
living things that can 

Explain: 
 
In this book, it says that a 
bat can soar. This means 
that it is able to fly at times 
without moving its wings.  
 
If you saw a bat soaring in 
the sky, you would see it 

Explain: 
 
In this book, it says that 
bats chatter and chirp.  
This means that they 
make quick, short sounds. 
 
If you heard a bat chatter, 
you would hear the 
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swoop are the ones that 
can fly. Once I was at the 
beach and a seagull 
swooped down and took a 
potato chip right off my 
beach blanket!  It just 
swooped down out of the 
sky! 
 
If you saw a bat swoop, 
you would see them fly 
down towards the ground 
. 
 
Let’s all say the word that 
means ‘to fly down very 
quickly—SWOOP 
 
 

flying like this: (demonstrate 
by holding arms out straight 
and moving around…then 
ask children to demonstrate) 
If the bat was soaring you 
would not see him flapping 
his wings like this: 
(demonstrate by moving 
arms up and down….then 
ask children to 
demonstrate). 
 
 
Let’s all say the word that 
means ‘to fly in the sky 
without moving wings up and 
and down’: SOAR 

making sounds with its’ 
mouth. Sometimes 
squirrels and birds chatter 
also. Sometimes in the 
morning, the birds wake 
me up because of their 
chattering to each other. 
They’re making noises to 
each ‘talk’ to each other. 
 
Let’s say the word that 
means ‘to make quick, 
short sounds.’ CHATTER 

Discuss and 
summarize: 
 
Let’s think about what 
living things can swoop. 
I’m going to name 
something, and then you 
tell me if it can swoop. 
 

 A dog  

 An eagle 

 A bird 
 

 
If you saw a bat suddenly 
fly down and back up 
again, you could say:  
“Look at the bat swoop!” 
 
What’s the word that 
means ‘fly down very 
quickly? 

Discuss and summarize: 
 
Let’s think about some 
things that can soar. I’m 
going to name something, 
and then you tell me if it can 
soar. 
 

 A mouse 

 A frog 

 A plane 
 
If there was a bird flying 
overhead and it was not 
moving his wings up and 
down, you could say: “Look 
at that bird soar.” 
 
What’s the word that means 
‘flying without moving wings 
up and down’? 

Discuss and 
summarize: 
 
Let’s think about some 
things that chatter.  I’m 
going to name something 
and you tell me if they 
chatter. 
 

 A fish 

 A bird 

 A squirrel 
 

If you saw a bat flying and 
then heard it make quick, 
short sounds, you could 
say: “Listen to the bat 
chatter!” 
 
What’s the word that 
means “to make quick, 
short sounds’? 

 

Read Aloud-day 1 
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Say: “Let’s read Beautiful Bats and I want you to listen for these three new words. We’ll 

see if we remembered what they mean.”  

Read aloud Beautiful Bats and pause when reading each of the targeted words, asking 

children to define. 

 

Review Vocabulary—day 2 

Review targeted words—swoop, soar and acrobat—by using discussion questions from day 1. 

 

Say: “Whe we read Beautiful Bats, I want you to belistening for these three new words. 

We’ll see if we remembered what they mean.” 

  

Say: “But before we read this book again, I want to tell you about some more words that 

the author wrote in this book. They also might be new words for you so let’s talk about a 

few and then we’ll read.” 

 

 

Introduce Vocabulary—day 2 

hollow gentle acrobat 

Explain: 
In this book, it says that a 
bat sleeps in a hollow 
tree. That means it sleeps 
in a tree that is empty 
inside the trunk. Once I 
looked inside a hollow 
tree, and there was a 
rabbit sleeping there.  
 
If you saw a hollow tree, 
you would see that there 
is space inside where 
there is no wood. This 
empty part is where a bat 
can go into to sleep. 
(Demonstrate by showing 
a paper towel roll; show 
that there is nothing inside 
so we can look in end and 
see out the other; and 

Explain: 
In this book, it says that a 
bat is gentle. This means 
that bats are quiet and 
careful, and don’t hurt 
anyone or anything. 
 
If you saw someone pick 
up something very carefully 
and slowly, you could say 
“he is being gentle.” If you 
saw someone touch a 
kitten and they were 
pressing it too hard and 
dropped it on the ground, 
that is NOT gentle. 
 
Let’s all say the word that 
means ‘quiet and careful, 
without hurting anyone or 
anything: GENTLE 

Explain: 
In this book, it says that a 
bat is like an acrobat. This 
means that it is like the 
people who can do tricks 
like balancing, swinging 
and hanging upside down. 
I once saw a monkey at 
the zoo who was swinging 
from branch to branch. He 
was like an acrobat. 
 
If you saw a circus, and 
there were people who 
were swinging through the 
air on hoops way up high, 
you would say “I see the 
acrobats”. If you saw a bat 
hanging upside down, you 
could say, “This bat is like 
an acrobat!” 
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because it it empty we 
can put something inside.) 
 
Let’s all say the word that 
means ‘empty inside’: 
HOLLOW 
 
 
 

 
Let’s all say the word that 
means ‘someone who can 
do tricks like swinging, 
balancing and hanging 
upside down’.ACROBAT 

Discuss and summarize: 
 
Let’s think about some 
things that can hollow. I’m 
going to name something, 
and then you tell me if it 
can be hollow or not. 
 

 A leaf 

 A tree 

 A pipe 
 
If you saw a branch from 
a tree lying on the ground 
and you could see in one 
end and out the other, you 
could say that it was 
hollow.  
 
What’s the word that 
means ‘empty on the 
inside? HOLLOW 

Discuss and summarize: 
 
Let’s think about some 
other animals that are 
gentle. I’m going to name 
something, and then you 
tell me if it is gentle or not. 
 

 lion 

 shark 

 bunny rabbit 
 
If you saw someone petting 
a puppy very softly and 
carefully, you could say 
that they were being gentle. 
 
 
What’s the word that 
means ‘being very quiet 
and careful, and not hurting 
anyone or anything ? 
GENTLE 

Discuss and summarize: 
 
Let’s think about some 
other animals that are like 
acrobats. I’m going to 
name something, and then 
you tell me if it is like an 
acrobat or not. 
 

 Monkey 

 Fish 

 Worm 
 
If you saw a monkey who 
was swinging from tree to 
tree, you could say that he 
is like an acrobat. 
 
What’s the word that 
means ‘someone who can 
do tricks like swinging, 
balancing and hanging 
upside down? ACROBAT 

 

 

 

 

Read Aloud-day 2 

 

Say: “Let’s read Beautiful Bats and I want you to listen for these new words. We’ll see if we 

remembered what they mean.”  

Read aloud Beautiful Bats and pause when reading each of the targeted words, asking 

children to define. 
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Integrate vocabulary & comprhension—day 3 

Confirm 
 
Use these questions to review all four vocabulary words. 
 
Which could swoop?  A bird or an elephant? 
 
Which animal would you see soar? An eagle or a worm? 
 
Which one is hollow?  A block or a paper towel roll? 
 
Which animal is gentle? A tiger or a kitten? 
 
Which animal is like someone who can do tricks like swinging, or hanging upside 
down? A monkey or a fish? 
 
Which animal would you hear chatter? A bird or a kitten? 
 
 

Connect 
 
Say: “As I read this book, I want to remember our new words.  When we come to the 
place where the words are written, I’ll stop and I’ll let you tell me what the word 
means.”  
 
As you read book aloud, pause at each targeted vocabulary word and ask children to 
supply the defintion to show their comprehension of the words. Reinforce responses 
or ask children to explain their answers. 
 

Review after reading the story 
 
Vocabulary wrap-up: 
 

 What is the word that means to fly down to the ground very quickly? 

 Which word means to fly without flapping wings? 

 If you say something is hollow, is the inside empty or filled? 

 Which one do you have to be gentle with?  a baby bunny or a rock? 
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 What’s the word that means someone who can do tricks like balancing, 

jumping and hanging upside down? 

 What’s the word that means to make sharp, quick noises?  

 

 

 

Picture Walk Script for Day 1 

 Teacher questions/comments 

Book cover I want to read a book today about an animal that you see pictured here 
on the cover. Who can tell me what this is? 
This book is called Beautful Bats. It was written by Linda Glaser and 
Sharon Lane Holm drew the pictures.  

Ttle page Point to the moon and stars border and ask ‘this bat is flying at what 
time of the day?’  

1 What do you see this bat doing? I’m wondering why he is upside down… 

2 Look at the size of his wings! 

3  

4 This girl is curving her hands to match the way the bats’ wings curve. 
Can you curve your hand? 

5  

6 Point to dotted line. Why is there a curvy line on this page? 

7  

8 Hanging upside down again!  Bats must like to do that. When we read 
the story we’ll find out! 

9  

10 What time of day is it in this picture? 

11  

12 Lots of bats flying together… 

13  

14 Point to the bugs. What are these?  Why do you think they are in this 
book about bats? 

15  

16 What do you think the bat is doing here? We’ll have to read to find out. 

17  

18 Is it still night time here in this picture? 

19  

20 Again! What is this bat doing?   
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Lesson Plans  

Spectacular Spiders by Linda Glaser 

 

Vocabulary: 

 Spectacular 

 Scurry 

 Spiral 

 Whizzing 

 Sunset 

 Liquid 

Week at a glance 

Sessions Focus Instruction  

Day 1 Develop language 
and comprehension 
 
Introduce vocabulary: 
 
Spectacular—cover & 
p. 1 
Whizzing—p. 2 
Liquid—p. 15 

Picture walk Spectacular 
Spiders on day 1. 
 
Use notes to scaffold and 
monitor comprehension. 
 
Contextualize and explain 
vocabulary words and provide 
examples. 

See script on 
page 12 of 
lesson plans. 
Notes can be 
inserted into the 
book. 
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Ask children to think about 
examples and provide their 
own. 
 
Read aloud Spectacular 
Spiders 
 

See notes on 
pages 3 & 4 

Day 2 Develop language 
and comprehension 
 
Introduce vocabulary: 
 
Scurry—p. 11 
Spiral—p.18 
Sunset—p. 17 
 

Contextualize and explain 
vocabulary words and provide 
examples. 
 
Ask children to think about 
examples and provide their 
own. 
 
Read aloud Spectacular 
Spiders 

See notes on 
pages 5 & 6 

Day 3 Integrate vocabulary 
& comprehension 
 
 

Review and assess 
vocabulary words. Use them 
to enhance text 
comphrension. 
 
Read aloud Spectacular 
Spiders 

See notes on 
page 7 & 8 

 

Introduce book with a picture walk (use script on page 12 )—Day 1 

Say: “Before we read this book, I want to tell you about some words that the author wrote 

in this book. They might be new words for you so let’s talk about a few and then we’ll 

read.” 

 

Introduce Vocabulary—day 1 

spectacular whizzing liquid 

Explain: 
 
In this book, spiders are 
called spectacular.  That 
means that spiders are 
really amazing and can do 
wonderful and sometimes 
surprising things. 
 

Explain: 
 
In this book, it says that a 
spider can hear when a fly in 
whizzing by. This means 
that the fly is making a 
buzzing sound as it flys 
around. 
 

Explain: 
 
In this book, it says that 
spiders make liquid silk 
inside of their bodies. 
That means that it is wet 
like water and could be 
poured.  
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If you saw something reallly 
amazing, you could say ‘it 
is spectacular!’.  Like 
fireworks on the 4th of 
July…you might say “OH 
Wow!” if you saw 
something that was 
spectacular. 
 
Let’s all say the word that 
means ‘really amazing’ --
SPECTACULAR 

If a fly was whizzing around 
your head, you would be 
able to hear a little buzzing 
sound and you would see it 
flying around. 
 
 
Let’s all say the word that 
means ‘to make a buzzing 
sound when flying’--
WHIZZING 

If you saw someone 
pouring milk out of a 
cup, you could say “You 
are pouring liquid into 
my cup!” 
 
 
Let’s all say the word 
that means “something 
wet that can be poured”-
-LIQUID 

Discuss and summarize: 
 
Let’s think about some 
things that are spectacular. 
I’m going to tell you about 
something, and then you 
tell me if it is spectacular or 
not. 
 

 A dog who could 
ride a bike 

 A pencil 

 A rocket ship lifting 
off into space 
 

 
If you saw a big parade 
with marching bands, 
dancers and lots of fire 
trucks with their sirens on, 
you could say: That’s 
spectacular! 
 
What’s the word that 
means ‘something is really 
amazing’? SPECTACULAR 

Discuss and summarize: 
 
Let’s think about some 
things that are whizzing. I’m 
going to tell you about 
something, and then you tell 
me if it is whizzing or not. 
 

 A bee 

 A frog 

 A mosquito 
 
If there was a buzzing bee 
flying by, you could say: ‘’a 
bee just went whizzing by.” 
 
What’s the word that means 
‘making a buzzing sound 
when flying’? WHIZZING 

Discuss and 
summarize: 
 
Let’s think about some 
things that are liquid.  
I’m going to tell you 
about something, and 
then you tell me if it is 
liquid or not. 
 

 Apple juice 

 A banana 

 Milk 
 
If there was a puddle of 
water on the floor, you 
could say, “I see some 
liquid on the floor.” 
 
What’s the word that 
means “something wet 
that can be poured”? 
LIQUID 

 

Read Aloud-day 1 

 

Read aloud Spectacular Spiders and pause when reading each of the targeted words, asking 

children to define. 

 



 

79 

 

Review Vocabulary—day 2 

 

Review targeted words—spectacular, whizzing and liquid—by using discussion questions from 

day 1. 

 

 

Say: “Before we read this book again, I want to tell you about some more words that the 

author wrote in this book. They might also be new words for you so let’s talk about a few 

and then we’ll read.” 

 

Introduce Vocabulary—day 2 

scurry spiral sunset 

Explain: 
In this book, it says that a 
spider can scurry. That 
means that it can move 
very quickly. 
 
If you saw a little bug 
scurry along the sidewalk, 
it would be moving very 
quickly. 
 
Let’s all say the word that 
means ‘to move very 
quickly’: SCURRY 
 

Explain: 
In this book, it says that a 
spider makes spirals in her 
web.  That means that some 
of the spider’s web is in the 
shape of a circle, curving 
around and getting bigger 
and bigger. 
 
If you saw a flower that was 
in the shape of a spiral, it 
would look like circles that 
keep getting bigger. 
 
Let’s all say the word that 
means ‘shaped like a circle, 
curving around getting 
bigger and bigger’: SPIRAL 
 

Explain: 
In this book, it says that a 
spider starts to spin a web 
after sunset.  This means 
that it spins a web after 
the sun has gone down 
but it’s not very dark yet. 
 
If you saw the sun very 
low in the sky just before it 
got dark, you would know 
that it is sunset. 
 
Let’s all say the word that 
means “when the sun 
goes down but before it 
gets very dark.” SUNSET 

Discuss and summarize: 
 
Let’s think about some 
things that can scurry. I’m 
going to tell you about 
something, and then you 
tell me if it can scurry or 
not. 
 

 A rabbit 

 A puppy 

Discuss and summarize: 
 
Let’s think about some 
things that are spirals. I’m 
going to show a picture, and 
then you tell me if it is spiral 
or not.(use pictures on 
pages 7-9) 
 

 Rock design 

 Fern 

Disucss and summarize: 
 
Let’s think about a time of 
the day when the sun 
goes down. I’m going to 
say a time of the day, and 
then you tell me if you 
would see a sunset then. 
 

 After dinner 

 In the morning 
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 A worm 
 
If you saw a little rabbit 
move across your yard 
very quickly, you could 
say that it can scurry 
across the yard. 
 
What’s the word that 
means ‘to move very 
quickly’?  

 leaf 
 
If you saw a spider’s web 
with circle shapes, you 
could say that the web has 
spirals. 
 
 
What’s the word that means 
‘shaped like a circle, curving 
around getting bigger and 
bigger’? 

 In the night when 
you’re ready for 
bed 

 
 
 
What’s the word that 
means ‘the time of day 
when the sun goes down, 
but before it gets very 
dark’? SUNSET 

 

Read Aloud-day 2 

 

Say: “When we read Spectacular Spiders, I want you to listen for these new words. We’ll 

see if we remembered what they mean.”    

 

Read aloud Spectacular Spiders and pause when reading each of the targeted words, asking 

children to define. 

 

 

Integrate vocabulary & comprhension—day 3 

Confirm 
 
Use these questions to review all four vocabulary words. 
 
Which would be spectacular?  Fireworks in the sky or a mud puddle? 
 
Which animal would you see scurry? A rabbit or a worm? 
 
Which shape is like a spiral?  A cirlce or a square? 
 
Which animal would you see whizzing by? A squirrel or a bumblebee? 
 
When would you see a sunset? At breakfast or after dinner? 
 
Which one is liquid? An apple or a glass of milk? 

Connect 
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As you read book aloud, pause at each targeted vocabulary word and ask children to 
supply the defintion to show their comprehension of the words. Reinforce responses 
or ask children to explain their answers. 
 

Review 
 
Vocabulary wrap-up: 
 

 What is the word that means making a buzzing sound while flying? 

 Which word means to quickly run away? 

 If you say something is spectacular, is it amazing or is it boring? 

 What word describes a shape that is like a lot of circles curving around? 

 What is the word for somethig that is wet and can be poured? 

 What is the word for the time of day when the sun goes down but it’s not very 

dark yet? 

 

Photos to use on day 2 when explaining ‘spiral’ are on the following pages. 
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Picture walk script 

Page  Teacher questions/comments 

Cover I think that you can tell from the cover of this book what it is about.  What is it?  
Say name of book and author/illustrator. 

Title 
page 

What is this spider doing? 

1 What do you think she is looking for? 

2 Can you guess what these are? 

3  

4 Oh, they are from a spider! 

5  

6 Something is getting close to the spider’s web. What do you see?  What do 
you think will  happen? 
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7  

8  

9 Did the spider eat the fly? 

10 Point to the dragline thread. What do you think this is? We’ll have to read to 
find out. 

11  

12 What do you think this bird wants to do? 

13  

14 What is the boy pointing to? 

15  

16 What’s happening here? 

17  

18 Look at what the spider made!  When we read the book we’ll find out how. 

19  

20 What are these little spiders doing? We’ll have to read to find out. 

21 Do you see what the girl is looking at in the garden?  

22  
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APPENDIX E 

ASSESSMENT 
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APPENDIX F 

TEACHER FIDELITY RUBRIC 

 

 

         

The teacher: Always=3 Sometimes=1 Never=0 Notes 

Accurately 

follows the 

scripted lesson 

plan 

 

 

    

Provides 

feedback to 

children’s 

responses 

 

 

    

Maintains 

children’s 

attention on the 

book through 

verbal 

interactions 

 

 

    

Maintains 

children’s 

attention on the 

book through 

non-verbal 

interactions 

 

 

    

Manages 

children’s 

behavior  

 

 

    

Preparation: 

Visual aid 

materials are 

available and 

accessible before 

lesson began 
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Read-aloud 

technique: 

    

Holds book so 

each child can 

see the 

illustration 

 

 

    

Children are 

seated to 

minimize 

disruption 

 

 

    

Procedures are 

in place to 

support 

engagement in 

read aloud 

 

 

    

Support from 

classroom 

assistants is 

positive and 

helps to engage 

children in the 

activity 

 

 

    

TOTAL 

 

    

 

 

 

 

 

 

 

 


