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ABSTRACT

Adolescence is an emotional péfiod for students. Thére
are a}number'of changes that occur during thié timé'period
that have an impact on their academic gréwth andvtheir
motivation. These include the educational éontext, emotional
and physioloéical changes. Motivational research contends
there is.afpositive relationship betweeﬁ academic‘intrinsic
motivation and a student's ability and efficacy beliefs.

There is a negative relationship between academicv
intrinsic motivatioh and,anxiety. Decreasés iﬁ infrinsic
motivation are associated with increases of extrinsic
motivation. Social_interaction and inquiry ére two common
elements in promoting intrinsic motivation. They‘are alsb
the basis for literature circles. This text suggests
literature éifCles be implemented for fostering.intrinsic
motivation.

Literature ciféles'are sophisticated literature
discussion ehcounters deéigned to promote the,éonstruction
of meaning and the promotion of inquiry of life issues. They
are founded on the theoreticai foundations of
construétidnalist and‘trahsactioﬁalist approachés to
literacy.

The benefité derived from such book talks are varied.
They include an increase in literacy motivation, social

interaction that supports learning, .and genuine discussions



emerge between the parti§ipants. In addition, a students'
self perception as readers”is strengthéned, improved reading
comprehension is noted, and‘higher ofder thinking skills are
utilized. Above all, the students' take ownership of their
learning by exercising choice andbeXplofing issues that are
personally‘significant.

| This project has been designed to assist the-teééher
who seeks to broaden their apprbach to teaching literacy.
The handbook discusses the author's personal interest and
experience implementing literature circles. It also perides
therorectical background information. In-addition} itv
suggests implementation approaches. Furthermore, assessment
and evalgation are discussed as well as strategies Which
help to strengthen the students' cognitive abilities.

To further assist the téacher, thé handbook includes'an

appendix that ﬁrovides step,by step curricular engagements,

assessment tools, and a bibliography.
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_ STATEMENT OF THE PROBLEM

"'Introduction-s

‘; At the present tlme I am teachlng readlng at the mlddler3°‘

.hyschool level and I serv1ce students who are ‘in elther 31xth
"seventh and elghth grade. My class is not to be confused
:mwlth the regular readlng/language arts class; It 1s a'lf
:FSupplementary readlng class on the electlve wheel however,
the students I have dld not elect to take the class; They .
fwere a351gned to the course based on thelr standardlzed
v. readlng test scores. Over the‘last academlc year,fI have~'
.dlscovered the overrldlng problem that many of the students i
‘have ln common 1s a lack of motlvatlon to read They are:in'ff
‘gstudents who can read,_however, they choose not to.,b |
) Furthermore, when they do engage 1n the readlng processllt
}_.1s obv1ous that any strategles they learned when they were )
byounger have not been practlced so thelr performance is

deemed as’ slow or low compared to a strateglc reader. At

thls moment in tlme 1n the academlc llfe of ‘a. mlddle schoolfegﬁn

'student, I don t belleve there are any easy solutlons

,However, I do belleve they would llke to be successful

’ygreaders, but they lack the motlvatlon to put forth effort

ths a result, they shut down and put much tlme 1n comlng up
w1th excuses not to read Hence, the purpose of thlS prOJect

is to examlne motlvatlon factors and to explore the_f



v1ab111ty of llterature c1rcles as: a pedagogy to enhance
‘hilntr1n81c motlvatlon toward llteracy ‘
Students‘such as mine- have often been referred to as -

remedlal readers. My 1n1t1al reactlonbto the term |
fremedlatlon 1s;1nstantly negatlve;*If I have to descrlbe
'dthem in any way, 1t would be as reluctant readers rather ld;
than remedlal readers..True, some of these students use weaktl
readlng strategles,‘some demonstrate a lack of focus, and
others w1ll not read 1ndependently for any length of tlme.ffﬁf
However, they llke to be read to,_they llke readlng to .
"younger klds, and they llke readlng to me. They enjoy thevh‘
'Eone on -one’ attentlon and the dlalogue that accompanles suchufviu
) gcloseslnteractlon; |

‘,Wlth‘other‘students wlthin:thiS’cluster thé%eﬂis whats
aPpears.to'be_reading’fallure,’poor'performance on . |

standardized'tests} However, oral readlng assessments,

"Vanecdotal observatlonal records, and story retelllng, show afyfvl

*Ldlfferent perspectlve of the same students..In 1nterv1ew1ng

:‘these students, I have learned that they 31mply don't care’x”"d”

'about readlng They see 1t as borlng When they do read
vi'lS for purely extr1ns1c reasons' PR '
“ Furthermore, I have‘another group of students, albelt ah
B small populatlon, of Hlspanlc background who speak two

..languages. I am sen31t1ve to the fact that for some of these



studeﬁts it is not motivation which they lack nor is it a
matter of remediétidn. In fact,vI believe they need more
enriching experiences with thé English language.

Most importantly, the students who are assigned to this
speéial elective must understand thét they are no different
that anyone else in the school. At the beginning of the
school year these students showed obvious éigns of
resentment for being assigned to the class. There was a
tremendous amount of outward resignation. They seek peer
approval and recognition, therefore, they fear others will
look down upbn them. They also see no reason in putting
forth effoft when they know they will not be released from
this class to re-enter the cycle of the elective wheel.
Furthermore, it is an‘elective and they know they don't have
to pass the class in order to go on to the next grade.
Nevertheless, I believe that once they do become engaged and
allow themselves to relax not only will they realize what
they have to gain, they will have a lot to offer to everyone
else in the class. It is impoftant they feel competent and
it is important that they achieve success.

This is a genefalized description of the population I
servé.'I believe that these students need stimulation from a
reading program. They would benefit frém a variety of

literacy activities that enable them to express themselves,



enable them to 1nteract 3001ally, enable them to 1nqu1re,'uf
_»and enable them to thlnk deeply about 1ssues that are
'1mportant to them

I know all of the students I now serv1ce ‘have the

'potentlal to be successful llterate 1nd1v1duals. Some of

‘Wlﬁthem w1ll be more challenglng than others to conv1nce of

' that, nevertheless, I know that it is v1tal to brlng
llterature 1nto the classroom that respects people of thelr

vgender, thelrnrace, the;r'class, and thelr abllltles.

“Mbdelsiof Readinév,
Theplmplementation.and‘succeSSdof‘llterature circles in
the.classroom willfbe dependent upon'therphilosophical
‘ perspective ofvthe inStructor,rInureviewkof,the‘modelsfof
‘reading thatvhavevbeen,part)ofureadinguinStruction over the
years, Weaver‘(l994) has“diﬁidedtthe methods‘into two main
schools of thought One belng a part centered approach and
another belng a socio- psychollngulstlc approach A
part- centered approach refers to the teachlng of readlng
from‘part—to—whole, often called a bottom—up approach A
socio?psycholinguistlc approach refers to:an empha51s'on theh'
~:constructlon of meanlng 1nvolv1ng the text and the |
individual's background, often referred to as a top down
approach,‘ “ | | | l

Within the concept of the‘part—centered'approaches the



v_;1nstruct1onal methodsvlnclude phonlcs, linguistics, srght
word and basal reader approaches A phonlcs program focuses
on letter/sound relatlonshlps for the purpose of soundlng
[out or.decodlng words. In conjunctlon w1th letter/sound
fcorrespondences, phonetlc rules are. also taught to ass1st in-
”:the soundlng out of words Many packaged phonlcs programs |
fcon51st of workbooks,‘flash cards, words llStS, and
.,controlled sentences w1th vocabulary allgned w1th the word o
llStS‘ Proponents of thlS approach value the fluent and
-rapld pronouncratlon of words. They belleve comprehen81on
"pw1ll develop once decodlng is mastered |
Proponents of the llngulstlc approach are concerned
u'w1th regular patterns of spelllng/sound correspondence, for.
iexample, Nan fan“can ran They belleve that if chlldren :
sllnternallze the patterns they w1ll be able to read
junfamlllar words w1thout sound out The llngulstlc approach‘
;ls 51m11ar to the decodlng approach in that letter/sound _‘
’ correspondence is empha31zed rather than comprehens1on
.Unllke phonlcs, the llngUlSth approach-doeanot dlrectlyf
iteach letter/sound correspondence or phonetlc rules. The p
llngusltlc‘approach focuses on regular exposure to regularly
lspelled“words.iTherefore, chlldren;wlll 1nfer‘the common

Spelling/sound‘patterns;v



A 31ght word approach .often-referred'tO“as‘the’loOk7’~"
”msay approach focuses on ‘the recognltlon of words on 31ght

: From the outset, proponents of thls method 1n1t1ally clalm f~

to be concerned w1th meanlng They made the assumptlon thatvd‘

- ifa Chlld developed a bank of words they could 1mmed1ately‘:”

recognlze, then comprehen31on would maglcally follow sult._“ffdf

:‘However in practlce, empha51s was placed on word
1dent1flcatlon and not on meanlng The only dlfference‘
'lbetween thlS approach and the decodlng approach is that thlS y‘h
,approach focuses on whole words rather than word parts. |
The basal reader approach is characterlzed as eclectlc
1n‘that many packaged programs 1nclude a varlety of
approaches.kTyplcally, these programs 1nclude the direct
V;”teachlng of phonlcs, phonetlc rules, spelllng patterns;-and
us1ght word vocabulary in 1solat10n. Proponents of thlS

‘approach are concerned w1th word perfect readlng There 1s

o strlct control of the skllls to be taught and when they are fgL[»

to be taught New Vocabulary 1s pretaught and practlced

o prlor to a selectlon belng read In reference to

']comprehens1on, most basal readlng programs prov1de questlons‘;gv? -

’for d1scus31on durlng the readlng and follow1ng the readlng p7~

- ;of a selectlon. Students are supplled w1th workbooks that
vfgenerally contaln comprehen51on and Sklll questlons.

vTeachers are supplled w1th manuals that contaln all the_g' 8



right answers to the compfehension’workbookévand foilow up
tests.

In sum, bésal reading programs reflect an emphasis on
skills which is a bottom-up approach. The transmission of
skills and knowledge is passively learned by the studeht in
all the part—to—whole approaches. The teacher controls and
is responsible for all learning that is to take place.

According to Weaver (1994), socio-psycholinguistic
approaches are those that emphasize the construction of
meaning. The constructivist approach not only takes into
consideration the meaning inherent in the text, but the'
prior experiences, érior knleedge, cultural background, and
social contexts of the student. An example of this'approach‘
would be a language experience approach. Proponents of this
approach emphasize the knowledge and oral language of the
student to develop written téxts. Thus, the student draws a
connection between their own words and the written words.
Within this context children assume ownership and
responsibility of their léarning.

| According to Au (1993), coﬁtruCtivist models deal with
more than just reading. The assumption is made that students
will become literate through the engagement ofvboth the
reading and writing procésses. Under the facilitative

guidance of a teacher or knowledgeable other, students who



jengage 1n'read1ng wlll learn to”read‘;Students who engagebln
‘wrltlng w1ll learn to wrlte The construct1v1st model does
':dnot rely on a- presc1bed and ordered llst of skllls to beif
'taught 1n any sequence. Teachlng w1th1n the construct1v1st o
’“;modells from whole to part Readlng and wrltlng are kept ngv
*_whole Skllls are taught w1th1n the context of an authentlciw
hact of llteracy | - vv o
| therature c1rcles fall w1th1n thlS spectrum of the
'vreadlng contlnuum Accordlng to Short (1995), the llteraturelf
';fc1rcle 1s one component of a broader currlcular framework as;

_has been descrlbed 1n the construct1v1st model The

'llterature c1rcle allows students to. thlnk and 1nqu1re th:gV""

"glves them the opportunlty to attend to the functlons of ’”‘L
;llteracy and to respond to a text through the course of
dlscu351on.‘In addltlon, students are encouraged to use a

: readlng response journal to reflect upon thelr reactlons to
glven text (Au,_1993)< L | | |

Personal Theoretlcal Background

R My theoretlcal bellefs are groundedlln the construct
jphllosophy of teachlng readlng and wrltlng that has 1ts o
aroots in soc1o-psychollngulstlcs. My readlng program 1sgll:“
based on my bellef that the prlmary purpose of readlng ls to‘
'brlng‘meanlng to and take meanlng from a text through o

transactlonw(Rosenblatt,-1976). T bellevevthat readersamuSt_"



'make connections to a text through implementing prior
knowledge, personal life experiences, predicting, and their
"theory Qf‘the worid" (Smith, 1985) and how it works.
A good read is to be thoroughly savored, digested and
shared. Reading is a social activity. Students need to
interact with one another throughout their reading and
writing experiences by laughing and talking and debating. My
ultimate goal is to guide students to becone members of what
Smith (1985) calls the "literacy club" (p. 28). I‘want my
students to fead extensively in and outside of the ciassroom
to satisfy their sense of inquiry. I want them to read for
both "efferent" and "aesthetic" purposes (Rosenblatt, 1985).
| Sinee many of the students in my classes do not see
themselves as readers and are reluetant to do S0, I see my
primary job as helping them to find relevance in reading.
According to Smith (1985), students are to be shown "that
reading is not a painful and pointless academic eXefcise"‘
(p.148) . |

Learning situations such as shared reading experiences,
‘collaborative learning lessons and learnind‘centers_allow
freedom and interaction between the stndents‘and:the
materials and tasks at hand, but at the coretof all these
 lessons tnere must be motivation. The students must take an

interest. They need to know that they are going to get



-somethlng out of 1t otherw1se 1t 1s ]ust nonsense, a waste
of tlme or busy work My 1deas are conflrmed by Smlth (1985)77

on the braln s 1nternal comprehen31on system.

. What we have in our heads is a theory, a theory of what'p
~ the world is like, and this theory is the basis of all
‘our. perception and: understandlng of the world; it is
 the root of all learning, the source of all hopes and

fears, motives and expectatlons, reasonlng ‘and
creativity. ThlS ‘theory is all we have; there is .
3noth1ng else. If we can make sense of the world at all
it is by interpreting events in“the" world with respect
- to our: theory. If we can learn at all, it is by .
modifying and elaborating our theory. The theory fllls
~our minds; we have no other resource. (p.73) : s

I belleve llterature c1rcles capltallze on the soc1al
‘de51res of . the middle school student They are events that
r.‘prov1de opportunltles for students to become 1nvolved in
,meanlngful and deep acts of thlnklng and reading. They
‘prov1de students with the opportunlty to explore, questlon,ra
conflrm, and develop thelr theorles while . engaglng in soc1al
dlscourse. It'ls a place for students to take ownershlp and»
to actlveiy take control and respon81b111ty for thelr , |
learnlng (Short 1995) There are no easy solutlons to the
percelved problem espec1ally since many of these students
have such deep seated negatlve perceptlons and patterns |
'Regardless, I believe that empowerlng students 1n a
supportlve env1ronment will help to bulld the 1ntr1ns1c‘
motlvatlon to read I propose the 1mplementat10n of

711terature c1rcles as a step 1n this dlrectlon.

10



REVIEW OF THE LITERATURE

Introduction

‘ There are’multidimensional.fécets thét affeét
motivation of the.édoleécent,student in generélvand more
specifically to reading; There aré emotional,énd
"physiological changes,rintrinsic‘ahd extrinsic motivators,
ahd the relations betweeh,students and teachers and the
»educational contéxt in which they merge that have aﬁ impact
‘on motivation. According to Sweet and Guthrie (1996)
"children.are not merely moﬁivated_or unmotivated, but they
-poésess a profile of differeht:types of métivational goalsﬁ
(p;660); | |

“Theré‘iéba series Qf motivational constfucts in regard
to success. Wigfield (1997) présentsvone ¢Onstruct.as |
#subjective‘task values" which refers to the students'
incentives fbr engagihg invdifférent acﬁivities. The three
components‘ére interestIVélpé; éttainment Value, énd utility
value‘(p. 17).7>A secéhd construct includes both intrinsic-
and extrinsic motivators. Intrinsic indiéaﬁOrs come from
‘within the adQlescent ahd‘include curiosity, total
involvement, engagement §utside of the Originéting éonteXt
and continuing impulse. Sweet andméuthrié‘(1996) make clear '
distinctions between intrinsic and extrinsic‘motivation{v
Intrinsic'motivation refers to an internal need to satisfy

curiosity, a need for involvement, a need for social

11



.1nteract10n and a need for challenge On the other hand
extr1n51c motlvatlon orlglnates from a source other than.the-:‘
”.“self such as teachers and parents Extr1n31c,reasonsftog'laf
,r’achleve are characterlzed as compllance, recognition,,ml
:grades,;competltlon,_andcwork~av01dance.rIn fact, Guthrle,7
-?Alao, Soloman and Rlnehart (1997) note that students who areh:
f_elntr1n51cally motlvated to read utlllze a varlety of
:jstrategles to construct meanlng On the other hand those
dstudents who are not 1ntr1ns1cally motlvated or'who depend C*
:more on extr1n81c motlvators are more llkely to use weak
-strategles.;The 1mpllcatlons of 1ntr1n31c ‘and extr1n51c
'motlvators are. cruc1al 1n the promotlon of llteracy
?lentr1n31c motlvators are con51dered to have long term
;;'effects on strategy development Extr1n31c motlvators, on

the other hand have p051t1ve short term effects on behav1oraff

o ,and attentlon to mundane tasks but have a. negatlve effect on"“

'Llong term acts of llteracy (Sweet & Guthrle, 1996),
;'Gottfrled (1985) p01nts out, there is a p031t1ve
‘\relatlonshlp between academlc 1ntr1n51c motlvatlon and a

“.students‘ self perceptlon of readlng competence, and a

:«ﬁjfnegatlve relatlonshlp between academlc 1ntr1n51c motlvatlon‘_

and anx1ety In»addltlon, decreases 1n-1ntr1n31c motlvatlon,

are as3001ated w1th 1ncreases of extr1n31c motlvatlon.



A third motivetional conettuet aadresses whether or not
a student can suceeed. The eoﬁponentssefe ability beliefs,
expectancies, and efficacy beliefs. Abiiity beiiefs are
those that the student holds about his orvher own
competence.'Expectancies are these,ideas=the students hold
aboutzhOWFWeil they will do on a task; Efficacy beliefe‘
refers to what the students believe they canvaccomplish;
Efficacy beliefS’are determinants‘of choice,vwillingness and
..persistence (Wigfield, 1997). According to Schnnk and
Zimmerman (1997) self efficacy is an important element in
achievement. There ere various influences’that assist a
istudentiin developing self efficacy, such as observing
SOCial models, goal setting; self evaluatiOn, and learning
and articulating effective learning‘strategies;

A fourth motivationai eonstruct addresses‘what students
need in order to succeed. Its components are strategy use,
self—regulation, volition and asking for help (Wigfield,
1997). Volition as.discussedbby Corno and.Randi (1997) is a
volnntary sustained effort. In order to‘promote‘long_term
suceees the components of motivetion, velitien, eognition,
and emotion must be present{. B |

In sum, there is a positive_relationship‘between
competeney beliefs,‘achievement valnes.and*intrinsic

motivation. Personal interest relates to higher order

13



thhlnklng strategles and a deeper level of proce531ng
viP031t1ve efflcacy bellefs relate to settlng more challenglngf;f

' goals and 1t relates to better strategy use and more

cognltlve engagement Learnlng goals relate to strategy use,;m.n

‘emetacognltlon and self regulatlon, and flnally, motlvatlon‘5L

:relates to. strategy use (ngfleld 1997)

'Decllne in Mbtlvatlon

Researchvhas attrlbuted a decllne in motlvatlon to a
'number of causes. From a psychologlcal and phy51olog1cal
-lpoint,ofyvlem;:a_drop,rn»motlvatlonastems from tlmlng of the.
‘transitionﬂof students'tohmiddlelschool The change occurs :
at the same tlme as puberty The change would not be as‘ B
,dramatlc 1f 1t were later in the adolescents' development at
a tlme when.the students have had'a'chance to adjust to |
thelr phys1ologlcal changes Other changes that have an
impact on motlvatlon are early datlng, geographlcal moblllty
and famlly dlsruptlons. Accordlng to stress theory, ultlple
,changes create 51tuatlons whlch result in negatlve outcomes
(Simmons & Blythe, 1987). | | |

In contrast anlargument’canebe”made that a drop in
:motlvatlon can not only be attrlbuted to tlmlng but to the
_nature of: the tran51tlon as well Mldgley (1993) argues.a
l:tran51tlon from a fac111tat1ve env1ronment to a less

vfac1lltat1ve_envlronment w;ll create an“lmpact‘on-the

14



.beliefsand attitudes of students. Afmoreifacllitativei
‘environmentoWlll have a pos1t1ve effect while a less |
| facilitativéﬂone'will have a negatlve effect. In‘classroonsr
wherelthe:lnstruction‘1S-ablllty.focusedvand competition;lsj
ﬁ‘ &alued,‘students nlll‘glve up when they are faced w1th
‘, failurernIn contrast~ a task focused classroom w1ll

tstlmulate 1nterest and learnlng w1ll be valued Mldgley s
concepts are grounded in goal theory |

' In_respect to the contextual condltions; teacher

‘expectations'Of Students' ablllty and soc1oeconomlc status
and the treatment henceforth of those students w1ll affect
vstudent performance (ngfleld,<1984)i Peer 1nfluences also\
-account for a lack of'motivation. Low performance‘maysbe
deliberate'for acceptance by_a‘peerpdroup; Ruddell: and Unrau

(1997)vsuggest:

The protection of self worth may be achieved at the
expense of earning low grades if students believe that
not studying will preserve esteem more effectively
than studying. If students do not engage in reading
tasks for school ,  they may be avoiding them not

- because they lack motivation but because they are

. motivated by a paramount concern the preservatlon of

-vesteem..(p 109) '

'_Furthermore, more popular students tend to be 1ntelllgent
and slow learners tend to be less popular. A student of low
vsocloeconomlc background alSO‘tends-to be lessnpopular;“At
lﬁstudent‘who is both a:slow learner‘and‘of a’lowf o

SOCioeconomic background is lesshlikely‘to‘be accepted‘in

15



_bclass (ngfleld & Asher, l984)’ |

| A study of difficult 51tuatlons in'the‘schoolfv T
.enVironment and stressvreslstance was conducted of mlddle
_schoollstudents The tOplSdsituatlons whlch students found
’most dlfflcult were: lldrespondlno'to questlons in front of‘h
"peers, 2) crltlclsm and mockery by the teacher, 3)‘» |
groundless susp1c1ons and or 1mputatlons, 4) fallures 1n

school learnlng w1th publlc ev1dence, 5) confllcts w1th

"classmates.-The study 1nd1cated that students w1th low self fyl

esteem used less eff1c1ent forms of coplng such asf‘?
re31gnatlon and w1thdrawal leflcult 31tuatlons that were e

construed as. 1nterpersonal in nature by low self esteem

students lead to subm1s51on, 1nner confllcts and unresolved[?yt'f

. problems (Tyszkowa,.l990) Moreover, ngfleld (1997) c1tesf ?v"

research that contends that a lack of motlvatlon 1n »

. adolescents 1s due to the fact that mlddle schools are :b

.

larger, less personal more formal teacher/student

: relatlons are less personal and less p031t1ve, teacherSzaregﬂV"t

-more controlllng and dlsc1p11ne orlented there are fewer

rfopportunltles for student ch01ce and gradlng and evaluatlonﬂqﬁ_m

',are more sallent Therefore,vhe asserts that these changesiijf*

'can negatlvely 1mpact ablllty and efflcacy bellefs, reducerﬁ'”

llntr;ns1c motrvatlon, and create a dependence on extr1n31c _Lg-m

elements suchias~rewards or grades,as;opposed;tojlearnrng,v‘
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gfor the sake of personal satlsfactlon and cur1031ty

}Classroom Implxcat;ons"l“w.“

Braln based theorlsts belleve 1t 1s}1mposs1ble t0»
.:separate the cognltlve from the affectlve domaln Accordlng‘
"‘to Calne and Calne (1991), 1n the cognltlve domaln the braln;‘
is constantlylsearchlng,for patterns from‘which to COnstrnctf
. or. create meanlng, and 1t res1sts 1deas or concepts which
’are,meanlngless,_ In terms of the affectlve domaln, the
;emotions-are central toqtheysearch;foripatterns;_In other
words, thekemotions of'a'stndent aré ongoing;rtheir self>
-concept their attitudes, thelr blases ‘and prejudlces, and
thelr need for soc1al 1nteractlon can 1nfluence learnlng;‘In
baddltlon,’ethnographlc studles suggest'trustlng‘relatiOnalj
' environments:alleﬁiatetbattles and]more tlme is‘Spent‘on ,b
learning (Mcbermott, 1977) . Therefore;vteachers needgto
vbrovide Suppcrtive enﬁironments‘that.accommodate thisi
natural learnlng process (Calne & Calne,vl§91) ‘

In. respect to the natural learning process, Cambourne
(1991) p051ts seven condltlons to the engagement of learnlng3v
also dependent upon the learners affectlve state of belng
He regards three of ‘these condltlons-as 1mmer31on,
demonstratlon, and expectatlons However,‘the condltions ofd
respon81b111ty,iuse,gapprox1matlons and response 1ncrease

the llkellhOOd of engagement He belleves in order for
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'jlearners to becomemdeeply engaged 1nvany‘learn1ng
'idemonstratlon they must belleve that the task 1s do able,n
that the task is personally worthwhlle, that the task w1ll
'*not lead to any unpleasant consequences and that the
{demonstratlon prov1der 1s someone w1th whom they have bulltfﬂc
:ia POSltlve bond,i s o | |

~ The classroom environment is crucial in optimizing -

,success._Sweet (1997)HSuggestS‘teachers constructﬁlearningff;”

env1ronments which support students' needs for relatedness,‘“
competency, autonomy, env1ronments that challenge and i
produce successful experlences w1th1n what Vygotsky has‘h
'termed the zone of'prox1mal development Teachers' |
‘i.perceptlons of student ablllty and expectatlons have}the »:
'vpotentlal to promote or 1nh1b1t development Therefore,lh
teachers"assessments of students' needs and,lnstructlonalq_"
bpractices must be coordlnated to promote development> The
B affective, cognltlve and soc1al aspects of learnlng must be
'con51dered when developlng a program that w1ll enhance
1ntr1n51c engagement | . B
Involvement w1th a text 1s deflned as belng totally
-’ahsé¥bed,ﬂfocused, engaglng 1n a:"flowbexperlence" that 1sgd‘
‘veffortlesS“KShallert & Reed 1997)’ ThlS'ls a,psychologlcal’fy
'and soc1o contruct1v1st v1ew on the nature of student/text

l‘relatlonshlp Schallert and Reed's v1ew is based on.
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vthe assumption‘that the reader becomes one with the text and
their imaginations and emotions areAOVertaken. Experiences
such as these are described as autotelic, affective pleasure
that is sought after again and again. This-type of
involvement reflects intrinsic motivation. Students read
 because it is rewarding in and of itself. This is important
because the mere deep reading a student engages in the more
they learn, the more they understand, the more they
remember, and the more creative they become. "Involvement
acts as a change agent" as it allews the reader to |
"transcend into an alternate motivatienal pattern" (p. 80).
Regarding thebeocial—eonstructivist perspective, Shallert
and Reed believe that while total involvement may be
individually motivating, peer or student talk is recognized
as a key to'intellectual development, Studentszwho have
opportunities to interact with their peers will anticipate
the social engagement. They will have opportunities to
express themeelves and to confirm or reconstruct their
individual interpretations.

One such program that capitalized on students"desires
to soeially interact is ceoperative learning. Johnson and
Johnson (1988) suggest that cooperative learning

environments foster a positive perspective on students'
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learning aﬁd increase motivation. The etructured cooperative
‘learning lesson can be a powerful.toel_in producing
achievemenﬁ. Students learn more effectively together,'their
attitudes toward school, subjects, feachers, themselves and
other students is more positive because‘they are not
threatened. They are working toward a common goel together.
Furthermore, the experience leads to the ability to function
more effectively on an interpersonal level. Therefore, the
fears of failure in learning can be minimalized and
successes can be celebrated (Short, Harste, & Burke, 19906).

Literature Circles

In light of the motivation literature, social
interaction and inquiry are key elements in promoting
intrinsic motivation (Sweet & Guthrie, 1996; Schunk &
Zimmerman; 1997; Midgley, 1993; Wigfield, 1997; Caine &
Caine, 1991; Sweet, 1997; Johnson & Johnson, 1988; Schallart
& Reed, 1997). The literature circle, as described by
Daniels (1994), 1is a "new/old‘idea" that creates a rich
supportive social interactive environment that empowers the
student (p.31). He describes literature circles as a "highly
evolved" form of collaborative learning (p.38). Short (1995)
emphasizes the fact that literature circles are powerful if

they are part of a inquiry based classroom. She asserts:

Literature circles are not a variation on reading
groups. They are not a better way to teach reading.
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"They are a place to ‘think and inquire; This is not to ;fh;fr

'say that students do not learn about language and ,
explore reading strategies during these groups. They

ado, but the primary focus of a literature Circle is: notp:‘

| 'on the reading process but on life and inquiry (p. x1)

iTeachers and‘teacher researchers confirm the growth of‘n
literacy motivation through the implementation of what has
.come to be known as‘literature Circles, book talk or peer .
talk. | . .

| The advantages of book talks are both academic and
personal The students have an opportunity to get to know
one another and_learnvwhat others have tovoffer,fln
addition, they also have an opportunity to make conneCtions
between their lives within and outSide of the school
setting Furthermore, there is a unique paradox Within
collaborative learning whereby the students do not lose
their individuality within the group..Rather, eachk
indiVidual and their diverse traits help to build a
community of varied resources. Thus, the collaborative group‘
becomes a unique entity rather than one that is completely
homogenized This is an inherent characteristic of - a true
literature Circle (Short 1990) | L |

There are a variety of benefits that are derived from l

literature Circles.vKasten (1997).suggests thati"genuineig
‘reflections"_and "genuine‘dialogueﬁ about booksfemerge

~within this context,(p.95)}'In‘addition,‘Lapp,gFlood,b
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http:inquiry.(p.xi

_Buhr Ranck Van Dyke,‘and Spacek (1997) contend that readlng_'vh

i,and dlscu381ng of llterature leads to an- understandlng of
e'key life 1ssues,'confllcts of 1deas lead to 1n51ght,;sff
'fperceptlons can be 1nfluenced‘and oplnlons respected MOStkiaf:
‘rlmportantly, students perceptlons of themselves as readers -l
v_yls strengthened Furthermore, the env1ronment 1tself is |
Qstress free, 1t encourages part1c1patlon, and helps tO‘;

| 1reduce anx1ety whlch is partlcularly 1mportant for second

i language learners. Almas1 and Gambrell (1997) report

vvlmproved readlng comprehens1on, hlgher level thlnklng
‘dfiskllls, 1ncreased motlvatlon, verballzatlon of thoughts,ti
d:jself monltorlng and the assumptlon of respon51b111ty B
-f One of the most 1mportant thlngs a teacher can. do ls l
o not 1mpose a set of preconcelved notlons about the proper"
'way to react to any work The student must feel free to
“?grapple w1th hlS own reactlon"v(Rosenblatt,‘1976 p . 66) .
;McCormack (1997) found that llterature c1rcles prov1ded an

;env1ronment to do just that The student s ralsed thelr own )

'questlons, dlscussed themes on thelr own, drew connectlons,gffv

and adopted a entlrely dlfferent demeanor.‘However,vlt 1s
flnoted that none of thlS occurred 1mmed1ately It takes tlme
,gfor students to practlce 1ndependently in order to 1mprove.l
f‘They need to learn how to 1nteract and focus on.

1nterpretatlonpand understandlng:(Almasi &,Gambrell,“1997);

22



As Rosenblatt (1985),contend$,’"the teacher's fﬁnction is
»léss to impartvinférmation than to help studénts refleét on
their experience, clarify its significance for'theméélves,
become aware of alternative emphases,‘diSCOver their own
blind spots, or reinforce their own inéightsfl(pf49).’

In a study of béth peer led and teécher}led discussion
groups,‘Almasi ahd Gambrell (1997) fouhd a clear distinction
 between the two groups in regard to the‘étudents’ ability to
recogﬁize énd resolve sociocognitive conflicfs{ Thfee types
Qf cbnfiiéts were identified,‘conflicts with self, conflicts
with others, and conflicté with text.‘Conflicté with self
were more frequent in peer led‘groups aﬁd resolvéd in peef
discussion;‘Conflicts with text_were.infrequent in peer led:
groups,. however, théy were more frequeht in teacher led |
groups. When a student did»not respond correctly, the
teacher cailed on another'studenf. Hencé, these conflicts
were resolved‘by another studehtvrather than the studenf whé
initiéted the conflict. The results of this study indicate
that students who were in peéﬁ led groupsvwere able to
recognize and resolve cohflicts. Therefore, teachers can
promote students’' SOCial‘aga coénitiﬁe_growﬁhYWhen‘théy
assume a more a facilitative role, a_role_that models andb‘

scaffolds the social and cognitive processes.
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%“Equally 1mportant in~ the 1mplementat1on of llterature
*lc1rcles 1s the 1ssue of d1vers1ty Raphael Brock and |
'”Wallace‘(1997) belleve malnstream students do well 1n smallcﬁ
pgroup envlronments Small group env1ronments are 1mportant

. for dlverse students to publlcly express thelr 1deas and
“thelr confu51ons They found that the learnlng dlsabled were‘

1ndeed able to contrlbute and in some cases sway the

perceptlons of other students in the group These students
asked questlons and tested thelr leadershlp abllltleS.
There are varlous forms of cultural dlver51ty w1th1n

.the context of peer talk Kaser and Short (1997) explored

gthls 1ssue and found students of dlverse cultural |
backgrounds were not only 1nterested in the 1ssue of
ethn1c1ty-and‘race, but’they‘were alsovc0ncerned w1thf
gender;‘religion, family;fcommunity;’and»social:classwwithin
their own culture In addltiOn, they ‘address an rssue whlch

‘they belleve is often excluded in currlculum des1gned to
address cultural dlvers1ty and that 1s "kld culture" (p 57)‘
Kid culture is deflned as an'' underground peer culture of

' how‘chlldren of a certaln age thlnk about themselves" f
rl(p;59) Kld culture has 1ts own dlscourse and has an‘lmpact

on thelr values whlch are oftentlmeslln confllct w1th those

values presented by thelr ‘culture and those values found 1n

the classroomx.Kaserﬂand Short explaln:
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Our experiences convinced us that children feel that
the discourse common in their kid culture has no place
in the classroom. When they do not talk in adult
discourse, they are judged by teachers, not as
different but as deficient. (p.60-61)

The implications for the teacher is to acknowledge kid
cultufe_in”the classroom and to listen without judgment.

Findings of a diStinct type of discoﬁrse have been
noted about gender and its influence in peer led
discussions. Evans (1997) identified three types of talk:
personal connection with the text, textbound, and
unelaboréted short talk. The study involved an all_girlsv
group and a combination group of boys and girls. The
discourse wifhin the all girl group tended to use a gendered
talk deemed as "feeling talk," énd the combinationbgroup
tended to use "action talk." Feeling talk refers to
discussionsbinvolving emotion, sympathy,'reflection, and
. expressive reactions. On the other hand, action talk refers
to a textbound discussion.

The dynamics within each group was very distinctive as
well. The all girl group worked moré cohesively and
cooberatiﬁely. However, the mixed group battled with
leadership issues. The girls in the mixed group wére much
more leadership oriented and were eventually silenced by the
boYs and their harassing behavior. Consequently, the
disCourse within this group was action centered. These

findings suggest that teachers model different types of
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"dlscourse that are not 1n oppos1t10n of each other.vIt

'suggests that texts prov1de nonstereotyplc roles It also’j,}fi

'suggests that the contexts of the peer led dlscus31ons be 1nf°7f'd

ga fac1lltat1ve env1ronment Group dynamlcs are sen81t1ve
1ssues The wrong contekt can'"negate the 1ntended | |
'objectrves" (p. 168) | T

| Accordlng to Calne and Calne (1991)'fsearch'fOr'meaning
_‘15 the heart of 1ntr1n51c motlvatlon" (p. 92).‘They belleve
1ntr1n31c motlvatlon can be fostered by creat1v1ty and
_challenge, ownershlp and‘sense,ofﬁcontrol,'and positive -
»social bonding.Inladdition,vhopeland‘positive egpectanCy,
‘aplayfulness, joy,arespect of othertstudents and‘teachers,
‘self’dlSCipline, the capaclty’to”delayfgratification,fand a
sense of cohe51on and connectedness contrlbute to this:
development (p 76) If\lndeed thls is true then llteraturef
circles are a- Vlable teachlng pedagogy As Kasten (1997)
‘says, peer talk 1n the process of. readlng alds and broadens‘
comprehenslon. Talk contrlbutes to meanlngful and lastlng
engagement with books that.nothnlyuenhancejthe act of
reading and‘the'experience of literature, bUtialso aréﬂin
themselves,highly rewarding and satiszing";(p.Sé).
. ul’ S ' Cle S o

Withln this:researCh the fochs-has_been'on,motivation

and‘the_engagement of Student discourse'inbliterature
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~circles. ReSearch in motivation“provides~insight on the’

constructs of motivation The constructs 1nclude incentives,' o

_intrinsic and extr1ns1c.motivators, competency and efficacyib
:beliefs, and the cognitiue aspects 1nvolved w1th success.p
VFProfiles of motivation will be based on the interests of theb
students, the students'bemotional and psychological well

being, as well as contextual conditions of the learning

denv1ronment;_ne s | | |
-Researchhasbfound_many>fact0rsuthathare;attributedvto
the declineiin motivation, Stressful’personal conditions andi

'learning‘contextuai situations are likely to cause a |

'negative,impact‘on’the involvenent and effort of a student;
Furthermore, restrictive educationalienvironments that linit

the opportunities for choice and are teacher centered has
been found to contribute to this decline. As intrinsic
motivation dininishes, a situation_that is dependent upon
extrinsic‘motivators is likely to occur. Literacy motiVation
is reiated to strategy‘usei Strong strategies are -
implemented'by_those students‘who are intrinsically

' motivated andtweak’strategies are utilized“by those who‘are'

not. | |

Literaturevcircles‘havetbeenvdescribed as COllabOratiue
groups where students come together to engage is discourse

E that explores and 1nquires ‘about the key issues of life. The
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advantages and benefits associatéd Withipeet iedvg:Oups are
varied. The opportunity for one to maintain one's
individuality and unique perspéctives is one characteristic
inherent within tne group setting.~It affords bné an
occasion to engage in authentic reflectinn and talk; A place
where perspectives can be formulated and reformulated and
opinions respected; Researchers report imptovement in basic
reading and comprehension skills, critical thinking skills,
motivation, language usage aé well as the assﬁmption of
reSponsibility, | |

Thé'teacher's role becomes one that is more
facilitative in nature. The_teaChér acts as a guide; a more
- knowledgeable other, who can support students' efforts
‘thrbugh demonstrating strategies and scaffolding events for
success. The students are free to direct the course of their
discussion by developing theit own questioné,.identifying
themés,>drawing conclusions and making:generalizations.

Literaturé circles are occasions that foster peer talk
regarding‘literacy and its‘impaét on-one's life. Litérature
circles enhance intrinsic motivation by‘providing'the'sociai

interaction for one to think and grow.
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 GOALS AND LIMITATIONS

| Theﬁmaln goal“of thlS prOJect 1s to a551st the teacher
in 1mplement1ng llterature c1rcles for young adolescents.‘It
-lls de31gned to glve guldance for those who are seeklng toﬁ ”
sbroaden thelr concept of teachlng llteracy It alsovs:i; |

-:encourages teachers to take rlsks ‘in allow1ng students to o

ff'express themselves and thelr 1nterpretatlons w1thout fear of

being wrong In thlS way students can alter thelr view of "
»‘llteracy They w1ll come to flnd readlng as more than just‘s7
ban‘a331gnment w1th follow up questlons to be answered and |
°graded They w1ll become motlvated to read for a multltudeup]:s
‘of reasons. Most 1mportantly, they w1ll read to satlsfy B
3the1r own cur1031t1es. u - v

Spec;flc objectlves of the progect for students.'

l‘ The students w1ll use the llteraturevc1rclevas a
‘.vehlcle to probe 1nto key llfe 1ssues.
"2 The students w1ll work as a collaboratlve un1t to
t;dlscuss thelr 1nterpretatlons of a text.‘ a
‘ 3 The students w1ll formulate questlons to strengthen
‘thelr comprehens1on and to conflrm thelr B |
_understandlng of a text
,74r The students w1ll make connectlons between the text

"and the real world pf‘-
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5. The sﬁudents will identify segments of text they
find thought provoking, amusing or ihteresting.

6. The students will summarizevthe :eading.

7. The students will engage in think aléud activities.
8. The students will be encouraged to use alternative
'sign systems as methods of interpreting a text and
conveying their ideas to others.

9. The students will use bbjective and nonobjective
illustrative symbols to respond to a text.

10. The students will select a text of their choice.
11. The students will be encouraged to record their
reactions in a journal response book.

12. The students will be encouraged to reflect on their
reading strategies. |

13. The students will be encouraged to evaluate their
reading strategies;

14. The students will be encouraged to use context

clues to determine meaning of unknown words.

Specific objectives of the project for teachers:

. 1. The teachers Qill be pr¢vided‘with the theoretical
basis of literature circles. |

2. Thé teachers will be provided with specific
objectives of literature circles.

3. To provide teachers with a clear understanding of
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the purpose of literature circles.

4. The teachers will be provided with strategies that

will facilitate the training of étudents to becomé‘

engaged in active talk during literature circle tihe.

5. The teachers will be provided with various models .
- of implementation. |

6. The teachers'will'be provided with assessment

tools.

Limitations

This project has been desighed with middle school
students in mind. However, the models and the strategies
provided can be used in upper grades in the elementary
school, the high school and adult literacy cdarses. As‘for
primary students, I believe they can be trained as Weli in
thé art of discussing literature. However, I caution one to
be understanding and‘patieht.with their levels of
performance..Patience must be had even with older stUdents
who have no or little'expefience with collaerative groups,
or whose previous léafning ekperienceé héve béenAin skiils
based classes. -

'Another point to remember is that literature circlesv
require deep thinking that can be véry tiring. So it is
important to alternate the cirdlés with other forms of

reading and'writing engagements. It is not meant to be a
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curriculum‘within itself, but to be one aspect of a much
broader format.

Finally, because literature circles focus on expanding
upon meaning and making connections‘beyond»the text, it is
not appropriate to be used in classrooms that afe based on
the transmission models of teaching reading. It is not just
another,readihg.grodp and to treat it as such will result in
failure. Furthermore, workbéoksiand tests,ﬁave no place in
the literature circle.

‘The key to success is perseverance, patience,
willingness to make changes:in one's teaching approaches,
and to evaluate oneself by refledting on one's successes and
failures. Finally, one must respect and honestly listen to

the ideas of students.
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- IMPLEMENTING LITERATURE.CIRCﬁES

 Introdnction'

My interest in_literature circles‘bégén abéut four
years ago. I started implementing what‘I éonsidered
literaturé ¢irClés. I hadn't researched them nor had I
iobserved them'impiemented in another‘class.fMy interest wés
based on my coéperative leérning backgrdund.ll‘wanted to
design another form of a reading groﬁp that not only focused
on‘readiﬁg flﬁéncy and comprehenSion,'butvthe Social‘Skills
of collaboration as well. |

That‘firSt year I’wés teaching a sixth grade class at
an elementary schobl. The group was a heterogeneous mi# of
GATE, fegulér‘and RSP students who juSt‘tOOk off in these
groups. I foﬁnd my initial efforts suCcessfulfiﬁ a number of
ways. Firstly, stﬁdents were excited about reading because
they had an opportunity to choose the book they wanted to
read. Sedondly, the social aspect of students meeting in
their chosen spot in the roomvto read together motivated
them. They were not confihed to'the desks. Thirdly,‘the
opportunity to stop and talk when they felt the need to
allowed more fréédom. Hence, the students felt more in
control of their reading'time. Lastly, the students wéré
meeting the prescribed objectives of the reading assignments

and the social skills involved in cooperative learning
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-sess1ons.,What surprlsed me was the depth of thelr dlalogue
| throughout the readlng of the text They made connectlons

' ’and had personal 1nteractlons that developed through

vcompas51on for the maln characters Thelr responses were far e

'1;beyond llteral and 1nferent1al comprehens1on

The followrng year, I dldn t. see the same outcomes as -

% _the year before. The groups couldn t seem to handle the

vrespon31b111t1es.kThe1r dlalogue was weaker and more
5superf1c1al and llteral After intense analy51s, I concluded
'everythlng I had done was ]ust‘wrong, even though I hadn t
5done anythlng dlfferent in the tralnlng/process'from the
fyear before. Within the tralnlng process,-whlch was through_
the course of a read aloud text I modeled thlnklng ‘aloud
and.wrrtlng‘my thoughtsvon an overhead in response,to‘the
‘text. Invthis'way the studentS\learned to use a dialectical‘
journalrfﬁThey practiced the roles of:cooperative learnlng,
‘and the social skllls were 1dent1f1ed and‘practiced. Now I
belleve that I hadn t clearly deflned my goals‘for_this
partlcular‘group The-dynamlcs of the class:had changed and
I dldn t. allow for that. ThlS group of students met the
ba31c objectlves. ‘But the aesthetlc responses the other
class engaged in on thelr own ‘was somethlng this class d1d

. qnot do. So now I was determlned to work on strategles to '-
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’"uﬁ"rhelp students learn how to 1nteract w1th a text more

i rprofoundly

After that flrst year when I had acc1dentally

:‘dlscovered the power of the c1rcle, my 1n1t1al des1re and }f;tf

goals to develop another type of readlng group was startlng.s

fyto change..I now wanted much more than just another

cooperatlve readlng group To get that would necess1tate a i

s;change in my teachlng approach I was stlll the one in

vcontrol and I reallzed I would have to step back and reallyfffbfovu

l*xllsten to and get to know my students. It would mean
‘;refralnlng from asklng all the questlons or u51ng the_ﬂﬁh"
teacher s manual of questlons and allow a more natural
bl_lnteractlon. ""vb R ‘ | e

-: Last year, w1th a new group of 31xth graders, I trled

- u81ng llterature c1rcles agaln Once agaln the preparatlon'

concentrated on reflectlve thlnklng durlng read aloud \y.j:

sess1ons. We were readlng A ernkle 1n Tlme.,When 1ssues

arose through the llterature that challenged 1deas that were‘

h held by the students, I encouraged them to debate These

. were not planned events They were spontaneous events.'

,‘>Events that were 1ndeed 1ntr1n31cally motlvatlng I stepped

- back from the plcture and let them argue w1th a text and-

"-'w1th each other
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Once wevfiﬁished‘the book, the students then went intb
the reading.group mode with the‘fantasy_genre; The students
formed their own groups based on their choice of book.‘Thisl,
time I did not reinforce the cooperative group roles. I was
beginning fo‘feel that this would restrict their fhinking. I
still had a list of basic comprehension assignments that
they were responsible for, so in this respect I still hadn't
relinquished all control. Control is a tough issue to deal
with and I'm still WOrking on being more of a facilitator.
Neverfheless, the students were on their own to work and
read together. I would join the groups as an observer. I
listened to them read and talk. One group was reading The

Black Cauldron, there was only one girl in this group. It

was interesting to listen to her perspective. She assumed
the role of Eilonwy, the female protagonist in the story,
and had very strong opinions concerning génder issues during

group talk. Another group was reading My Teacher is an

Alien. The group decided they wanted to read it aloud as
opposed'tb reading it silently because one student was
slower at reading and théy wanted her to be able to stéy
with the group. I was thrilled to seé such support between
these kids. During one of their discussion sessions, there
seemed‘to be a bit of a dispute over a character's actions,

what impressed me was that the slower reading student was
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arguing her point and rereading and using theitext'to
~support her claims. Throughout the course of this endeavor i
~observed students motivated to read. I observed ﬁhem'using
reading strategies we had practioed as a whole group. I
‘observed a sense of:camaraderie. I observed talk that went
beyond the literal into more inferential and critical lévelé
of thinking.

T have beén inna constant flux over the implementation
- of literature circles. My progress with them has been
evoiutionary. I am constantly Changingvand adjusting my
appfoachuas I break a&ay from'literature based baSal‘reading
programs.

o Nowii am teaching'an elective supplementary reading
'claSS.iu a middle school setting. I have six different |
periods of reluctant‘réadors; So I must deal with the
dynamios,of,each group'which isbespecially challenging. It =
‘is my-hope to'develop an alternative program via literature
study for these students‘to develop aé thoughtful readers.
In the;pastfoiaSSrooms such as‘mine have often been referred
to as "remedial reéding"‘classes. I hope to,bfeakiaway from
the‘nogotive connotations associated with the térm by
supporting'students in meaningful interactions with tegts.
Interaotions'that willfstreugthen readiug strategies,'skills

‘and encourage deep discussions centered on the construction
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of meaning. The literature circle is one component of a
broader program. | |

Literature circles are unique experiences in literacy.
They invite students to think and engage in télk‘that helps
them to construct meaning with other people. It removes thé
threat of being wrong that so often occurs in a teacher led
discussion. So with this in mind, it is my hope that those
who considering usiﬁg literature circles will find this

project useful.
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'VOverview G

ThlS handbook has been de31gned for teachers who are

_1nterested 1n broadenlng thelr approach to llteracy It ls;g'._ -

’ﬁspe01f1cally for someone who wants to know how to ‘get
vstarted It descrlbes the characterlstlcs of a llteraturer?
rc1rcle, theoretlcal foundatlons as well as the beneflts of
:the approach | :

Three dlfferent models of 1mplementatlon arevdescrlbed
One model offers a qulck tralnlng,process; a second offers a
llnear approach w1th careful tralnlng steps that breaks down
‘the cognltlve processes to be practiced; and a thlrd 1s a
. .short explanatlon of a model that starts tralnlng w1th1n the
read aloud process and’ malntalns the cognltlve process as a
whole.

In addltion, I have descrlbed my own’experlences‘of
1mplement1ng the approaches. There are examples of student:
engagement as well as descrlptlons of strategles that I have
found to help the students stretch their thlnklng

‘ There_ls,also a sectlon that addresses‘the 1ssue.of»
_yassessment’and‘evaluation. This‘sectionpprovidesbideaschat.
‘ can’be easily"implemented whilé”onedisvobservingdthe
students during theireliteraturescirclelengagement

e Furthermore, there 1s anvappendlx that 1ncludes

detalled steps of currlcular strategles and assessment and
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evaluation tools, a bibliography of students books that I
have used with Sixth, seventh and eighth grade reluctant

readers, and professional resources.
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LITERATURE CIRCLES: WHAT ARE THEY?

Description
Literature circles have been described as collaborative

groups where students come together to engage in discourse
that explores énd inquires about the keyrissues of lifé. The
advantages and benefits'assoqiated with peer led groups are
?aried. Thevopportunity fér one tb maintain one's
individuality'and uniquevperspectives‘is'one chéracteristic
inherent within the group sefting. It affords'one én
occasion to éngage in authentic reflection and talk. A place
whére perspectives can be formulatéd and reformulated and
opinions respected. Researchers»report.improvemeht»in basic
‘reading and coﬁprehension skills,rcriticalvthinking skillé,
motivation, lénguage usage aé well as the aséumption of
responsibility.

Literature circles, as described by»Daniels (1994), is
a "new/old’idea" that creates a rich supportive social, |
interactivevenvironment‘that empowers the student.(p.31). He
deséribes literature circles as a "highiy.evolved" form of
collaborative léérning (p.38). Short (1995) emphasizes the
fact fhat literature circles ére powerful“if they are part

of a inquiry based classroom. She asserts:

Literature circles are not a variation on reading
groups. They are not a better way to teach reading.
They are a place to think and inquire. This is not to
say that students do not learn about language and

42



explore reading strategies during these groups. They
do, but the primary focus of a literature circle is not
on the reading process but on life and inquiry. (p.xi)

Teachers and teaoher researchers confirm‘the growth of
literacy'motivationbthrough the implementation of what has -
come to'be knownfas'literature circles , book talk, or peer
“talk.

- The advantages of book talks are both academicvand
personal: The stuoents have an opportunity to get to know
one another and learn what—others have to offer. In
addltlon, they also have an opportunity to make connectlons
between thelr llves within and outside of the school
setting. Furthermore, there 1s a unique paradox w1th1n
| collaboratlve learnlng whereby the students do not lose
their 1nd1v1duallty within the group. Rather, each
individual and their diverse traits-help to build a
‘community of varied resources. Thus; the'oollaborative group
becomes a unique entity rather than one that is completely
homogenized. This is an inherent characteristic‘of a true
literatureboircle kShort, 1990) .

There are a varlety of beneflts that are derlved from
llterature circles. Kasten (1997) suggests that "genuine
reflectlons" and "genulne dlalogue" about books emerges
lw1th1n th;s context_(p.95);‘In»addltlon,'Lapp, Flood,

 Buhr-Ranck, Van Dyke, andfspacek‘(l997)'contend that reading
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and discﬁssing of literatuﬁe leads_fo an undérstandiﬁg of
key life issues, conflidtS‘of:ideas lead to insight,
perceptioﬂs‘canbbe influencéd.and opinions reépected. Most
importantly, studeﬁtsY perceptions of themsel&es.as readers‘
 1$ strengthehed. Eurtﬁérmore, the environment itself is
'stress,free, it encourages participation, and helps to
‘redﬁce ankiety which is particuiariy.impOrtant forxsecond
- language learners. Almasivand‘Gambrell (1997) report
improved readihg comprehensidn, higher level thinkiné
Skills, increaséd motivation, veibalization of thoughts,
self monitbring and the assﬁmptioh of responsibility.
One‘of‘the most important things a teacher can do is
ﬁnot'impOSe a éet of preédnbeived'hdtiOné ébout the proper
way to react to any wérk(bThe studént-must'feel'freevto
grapple with his own reaction";(Roéenblatt, 1976, p.66).
McCormack (1997) found,that literature circleé provided an
ehvironment to do just that. The student's réised their owﬁ
qguestions, discussed themes on their own, drew connections,
and adopted a entirely different'demeanor. However, it is
noted>that none of this occﬁrred,immediately. It takes time
for students to practice indépendently in order to improve.
They need to learn how to interact'énd focus on
interpretation aﬁd understanding’(Almasiv& Gambrell, 1997).

As Rosenblatt (1985) dontends, ﬁthe teacher's function is
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v'h.less‘to 1mpart 1nformatron than to help students reflect on. ;
thelr‘experlence,vclarlfy 1ts s1gn1f1cance for themselves,v‘
:‘become aware of alternatlve emphases, dlscover'thelriown,;v“
»]bllnd spots, or‘relnforoe thelr own 1ns1ghts"'(p 49) |
Accordlng to Owens (1995) "llterature 01rcles are’
pdlsous31on groups 1n whlch chlldren meet regularly to‘talk
vabout books" (p.»2) There are a number of ways toborganlze
‘and 1mplement the concept, so 1t 1s 1mportant to note "there“‘
1s no one rlght way" (p. | ). Regardless of the structure,_?m
llterature c1rcles have common elementS°.l) groups are |
';pheterogeneous 2) groups are organlzed by book ch01ce 3)
’;groups have a broad range of 1nterests as well ‘as abllltles #
‘74) groups make the dally ass1gnment The most dlstlngulshlng'
_factors between llterature c1rcles and tradltlonal readlng J
rprograms are.that-the students ralse,the issues to be_?.
.disoussed,not'the teacher.'The”roleﬁof the'teaCher is»that
_of a fac111tator not 1nqu1s1tor. The role of the student 1s T
‘to ‘read and come to the llterature c1rcle prepared to engage

V in a llvely dlscuss1on (Owens, 1995, Danlels, 1994)
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Understanding the Foundation

The theoretical foundations from which literature
circles have evolved stem from the socio-psycholinguistic
approaches of the reading continuum. Weaver (1994) contends’.f
that these approaches emphasize the construction‘of meaning;
The constructivist approach not only takes into
consideration the meaning inherent in the text, but the
prior experiences, prior knoWledge, cultural background, and
social contexts of the student. Tnis model deals with more
than justireading. The assumption is made that students will
become literate through the engagement of both the reading
and writing‘processes. Under the facilitative guidance of a
teacher or knowledgeable other, students who engage in
reading will learn to read. Students who engage in writing
will learn to write. The constructivist model does not rely
on a prescribed and ordered-list‘of skills to be taught in
any sequence. Teaching within the constructivist mode is
from whole to part. Reading and writing are kept whole.
Skills are taught within the context of an authentic act of
literacy (Au, 1993).

Literacyvcirclcs.fall within socio-psycholinguistic
spectrum of the reading continuum. According to Short (1995)
the literature circle is one component of a broader

curricular framework as has been described in the
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constructivist model; The literature circle allows students
to think and inquire. It gives them the‘opportunity to
'aftend to the functions of literacy and to respond to a text
through the course of discussion.‘Invaddition, students are
encouraged to use a reading response journal té reflect ﬁpon

their reaction to a given text (Au, 1993).
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' GETTING STARTED

fﬁookiéelectionzf
The 1n1t1al groundwork for the 1mplementatlon of

3;lwterature c1rcles requlres the selectlon of books It 1s

'":vessentlal to bulld a llbrary w1th an assortment of quallty

_¢read1ng materlals such as, real books, artlcles,'newspapers f}""”'

dand maga21nes of varylng dlfflculty Four to 31x coples of R

-each t1tle allow for groups to. be formed When selectlng g5f<”"

”freadlng materlals 1t is necessary to keep the readlng level }ff'

kﬂ.and 1nterests of students 1n mlnd If 1ndeed the students

. are not 1nterested 1t w1ll be dlfflcult for them to engagei"ﬁV'

‘1n any deep dlscu331on (Danlels, 1995 McMahon, 1997 Short,xft
Harste, & Burke, 1996) Furthermore, books that reflect
gsoc1ety s dlver51ty such as gender, race, class,vand

3“ethn1c1ty are- to be cons1dered Flnally, the dlstrlcts‘f

- currlcular needs are another cons1deratlon ( McMahon, 1997).2;?;

The beauty of the llterature c1rcle is that students o
”w1ll generally ple books w1th Wthh they are comfortable.k .
'The actual selectlon process beglns w1th students hav1ng an
opportunlty to peruse the avallable materlals The‘teacher -
can also prov1de a brlef overv1ew, or students who are‘f
.famlllar w1th the texts can glve book talks to help 1n the
selectlon process Clausen (1995) suggests to her students~;f-

'ways to choose a book , _ } _
‘“_1 Check to see 1f ‘the book seems 1nterest1ng to you
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VLook at the plctures and events ,
2. Select a page or two and try to read it. -If you havef

'fdlfflculty reading several words on one page, it may be:g”*f

‘too challenglng for you. . - o
~ 3. Choose a book" that YOU llke, not just because a fJ"'
-gfrlend chooses 1t (p 16) . R :

Once students have had a chance to rev1ew the selectlons:°h’
'>they wrlte down thelr flrst and second ch01ce on a Sllp of
.;bpaper; The teacher then forms the groups based on. thelr
riselectlons.,d - . ‘ ' C L :

: therature c1rcles can also be formed around a- 31ngle :
text‘ The whole class can read the same book and the,; -
'_'students can branch off 1nto thelr selected groups for

7dlscus51on. In other words,,groups do not have to be readlngfk

W,dlfferent tltles. In addltlon, The whole class does not havef,:‘s

"Qto be engaged at one tlme The.c1rcle could be‘formed on an’ |
'1nv1tatlon ba31s elther 1n a group w1th or w1thout the'u'?t
:teacher, whereby students who have mutual 1nterests 1n a

hvpartlcular book come together to reflect and respond When a

‘group is formed w1th a teacher, the teacher S role 1s that

'"u:of a reader as well and not as a’ leader Text sets can also

bbe used These are sets of books that have a theme or. tOplC

"T1n common For example, you mlght have a collectlon of 5

’ldlfferent tltles all hav1ng to do w1th frlendshlp or

vcourage. (Short, Harste,,& Burke, 1996) The most 1mportant'fs"'v

fu-thlng to remember 1s to prov1de ch01ce and to prov1de



selections that have the potential to initiate discussion

(Short, Harste, & Burke, 1996; Daniels, 1995; Pardo, 1997).

Student Preparation

Daniels (1995) and his associates have designed'a
structure to train students to leafn how to have literature
discussions. Their technique iS based on collaborative
learning roles, and role sheets are designed as a beginning
structure to help the students in the early stages of the
establishment of literature circles. Role sheets are simply
handouts describing specific literature roles. Roles that
the students will perform during the initial training
periods. Once the students have a handle on the roles then
they are transitioned to reading response logs. Daniels has
his critics who take issue with the notion of role sheets,
however, it must be made clear that the role sheets are
temporary in nature "...the goal of role sheet is to make
role sheets obsolete. We use them to help studénts
internalize and practice taking multiple cognitive
perspectives on texts" (p.75).

Description of Roles

1. Discussion Director: The job to the discussion
director is to create a list of questions for discussion
following the reading of the book. The goal is to initiate

discussions that address the big ideas presented in the
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;book The.best questlons‘are thosebthatthave entered the
:'ymlnd.naturally from personalvreactlons,Lconfu31ons,; “
fathoughts, feellngs,’and concernsqu-;:?ﬁ;7 |
”ff 2 therary Lum;nary The jOb of the llterary lumlnaryl”‘

bls to select passages from the text to read aloud to the

‘53"_other group members. These passages should be spec1al 1n [5

| b}some way For example, they may be 1mportant,_surprlslng,ky.u'
‘3:funny, confu51ng or thought provoklng 1n any way i |
| 3>Illustrator.uThe job of the 1llustrator 1s to draw‘f'
‘,elther reallstlcally or symbollcally one s 1nterpretatlon of‘
'l the text. It 1s 1mportant to remember that thls jOb 1s not
:about belng an artlst It 1s about v1sually deplctlng one s f B
ldeas,-*" | | |
4 Connector. The ]Ob of the connectorlls to relate the
freadlng to somethlng 1n the‘real world It may be a | o
’connectlon to a. personal experlence; to somethlng that has
"iyhappened in- the real world or to another book
| 5 .Summarlzer. The jOb of the summarlzerwls tovwrlte a‘
:brlef summary of the readlng. It is 1mportant to'note key ‘
F.feventsvor maln hlghllghts and the overall glst of the story-_”
6. Vbcabulary Enr;cher' The jOb of the vocabulary 3
:fenrlcher is to keep track of words that are unfamlllar,vu”
ZN,puzzllng,,repetltlve, unusual or’key to the meanlng of the

tltext. :
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n‘1;fTrave;?Tracer: Theﬁjob Sfltheltrayel tracer‘iSTto,,"
'rkeep'tracklofrwherebthe action takes3place‘lnﬂthe dailyvv
.preadlng The settlng should be descrlbed or graphlcally =
ff;deplcted by a map or dlagram.p- e |
| 8.:Investlgator: The.job of the inyestigatorbis to
.research background 1nformat10n on the tOplC related to the
ljbook Thls is: not a formal pro;ect ‘in any way It is 31mply
Tto flnd any bltS of information: that mlght help the group to

'understand the book better

“Two VerslonS*of“Student Tralning‘

Daniels;(l995)”offers two versions of the student
tralnlng process, the qu1ck ver51on and the careful
ver51on. The qulck ver31on takes about an hour to traln
students if they are already accustomed to a llterature
based program and have some collaboratlon experlence The
careful ver51on takes about 45 mlnutes a day for two weeks
Mbdel A Qulck Ver31on Steps | |

1 Establlsh groups by prov1d1ng readlng materlal-such
asvpoems,‘artlcles, short storles, orvplcture_booksf The'dv
‘whole group may even read the‘sameystory,yhowever;'the'
‘element of ch01ce is ‘then eliminated.

2. IsSueerolevsheets and let studentsychoose theirlown"

role. = -
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3. Reﬁlew tnefr51é53é37a’whéfekaiass. Thlsvls the tlme.
to answerkany questlons and to clarlfy the roles.d;5tvft'~fﬁ
t 4 Set tlme llmlts;;Allow enough tlme for students‘tov?
dread and ‘to address thelrbrolekresponse.v - - |
- 5. Follow1ng the readlng, students get together for
'fapprox1mately flfteen to twenty mlnutes to‘engagewln a’~

' dlscu881on about the readlng Encourage'students to allow

‘hthe natural flow of conversatlon to take place. There 1s not;‘”~

. a leader for the group, however the dlscus31on dlrector 1s

,to keep track of tlme, 1ssue 1nv1tatlons to members who hare;
_not spoken.,gu | | |

| 6 Durlng the dlscusslons; the teacher can ]Oln each
group for a few mlnutes strlctly 1n the capac1ty of ,
observer As thls is a: tlme to note spec1f1c behav1ors'to
f'dlscuss durlng the debrleflng period. |

| ‘7 When the dlscu551on ‘time 1s up,.call the wholevclass’
‘back together agaln for a debrleflng ThlS 1s the tlme for

rthe teacher and students to dlSCUSS successes, problems and -

’-jldeas for solv1ng problem 1ssues.~”'

ENow the students can select anotherustory andrexchange .
: llterary roles (pp 52 53) | T o
hi Model B Careful Traznlng Stepsi:thd“i;
Thls ver51on takes about two weeks;k Durlng the flrst

’:week of the tralnlng process a new role 1s 1ntroduced each



day. Each child then practiceé thaﬁ role. During the secénd~
‘week the students put their new knowlédge to work in a real
literature circle.

Day one: The students are introduced to the idea éf
literature circles. This plan calls for é number of short
stories to be used over the initial'training period. Select
a story and read it aloud. At the éonblusion of the reading
“invite students to make comments and responses. The idea is
to model discourse. |

Day two: The students are introduced to the role of the
discussion director. At this time discﬁss open-ended
questions. Refer back to the story read on day one and ask
the students to think of some questions about the story.
Once the students start to share their questions, the
teacher should make distinctions between explicit and
implicit questions. Some teachers use the terms "skinny" and
"fat" question.

Hand out the discussion director role sheets and
another short story. Have the students read the sfory and
think up two or three really "fat" questions. Allow the
stﬁdents to decide hdw_they would like‘to read the-story
such as, aloud, silently, or buddy read.

Once the students have read thé Story and written their

questions, they meet,in their grOup>for about 10 minutes to
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share and discuss their questions. At this time the teacher
circulateé and records observations for the final
debriefing.

Day three: The students are introduced to the role of
literary‘luminary.'Use.a new:story for today and follow the
same procedure as the day before. Explain the idea of the
role then give and ask for examples. For this role and the
upcoming'role bf VocabUIary enricher, the étudents are to be
able to locéte specific points invthe text. So it is
imperative that the students be shown how to record page and
paragraphs‘on their role sheet.

After the reading, the students meet in their groups to
read and discuss the passages they selected. The teacher
ndtes observations for the debriefing element of the lesson.

Day four: The students are introduced to the role of
vocabulary.enricher. Follow the same pattern as the previous
day. Explain the role. Give and ask for examples for a quick
practice using the story from the day before. Using a new.
story and their role sheets in hahd, the students read and
practice the role. Upon finishing this aspect of the lesson
the students meet in their groups to diécuss their words.
buring the debriefing, the teacher can ask for volunteers to

share the words they focused on.
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-fD;§lfi§§;FTﬁe'stﬁdeh£51areﬂint:oduceafta?théﬁfoié'qf“:
the'iiiustratorL Inltlate a dlscu551on 1nvolv1ng the |
'1llustratlons found 1n books. Stress the fact that thelr i
1nterpretatlons do not have to deplct scenes from the story,‘
but that thelr draw1ngs .can. be symbollc of thelr personal

thoughts, feellngs, or connectlons.iThe draw1ngs may also bef

‘ abstractlons and deSLgns. Then the students start w1th a newh o

story and proceed w1th thelr draw1ng response follow1ng the-*
readlng. Once\studentS’have flnlshed»thelr ;llustratlve |
;responSe they meet in their‘grOups;iDuring‘the”debriefing;a !
volunteers are asked to share the1r 1llustratlons w1th the
-whole group They are asked to tell about the dlscu381ons
that‘evolved.from thepplctures. The idea is to get them to
v‘understand that”the drawings are to support'and enrichythe'
'dlscourse. | H -

Days six through ten At thls‘p01nt in the tralnlng
‘process the students have beenvtaught flVe of the most-
‘important roles; They are now ready to put together all the
roles 1n conjunctlon with the readlng of a novel The fx
students proceed dally w1th a 20 mlnute readlng segment and '
~a 20 mlnute group meetlngb The teacher is to c1rculate about”

‘Tthe room to observe and ass1st when needed (pp 54 57)
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:iVariatlons"l'*
Both of these tralnlng varlatlons‘are very structured
”fCrltlcs of thls approach malntaln that "you must plungeylntogsf
‘dthe~whole complex1tY-of open?ended dlscu551on the flrstvtlmetw'
'.vou try 1t w1th students, or you re breaklng learnlng down
l_ln avbehav1orlstlc and mechanlstlc fashlon"‘(Danrels, 1994,,
:p 39) However, whatvls 1mportant to‘remember that.there is
'no one: rlght way to approach llterature 01rcles. Thls role g
procedure 1s 51mply a way to create a scaffold for the
students to thlnk in ways to stlmulate conversatlon. The '
lmaln goal is to eventually move away from roles and have:’f
rich meanlngful conversatlons.» ‘ |

Karen Smlth (1990) beglns tralnlng her‘students for
llterature study groups early in . the school year through her
read aloud sessions. She selects llterature Wthh deals w1th
‘the complex1ty of llfe. She establlshes an env1ronment that:
creates an aesthetic mood for this event, andlshe treats thed
‘event w1th seriousness and rltual Durlng read aloud tlme, :
she demonstrates reflectlvevrespondlng She ellc1ts and "
»llstens to the responses.of her students. She demonstrates,
crlthue by sharlng her ‘own" thoughts rather than asklng
lquestlons. She demonstrates rereadlng of text that supports~

" her responses. She demonstrates the 1mportance of gettlng to
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" “t;know characters. Ultlmately, through demonstratlon,‘her goalak‘

~is to share perspectlves rather than ask questlons.;f~'”
By October she 1mplements the llterature study group

'thhe small group 1ncludes a few students and her. She_Vyttfv‘f“

ffdescrlbes thlS experlence as 1nt1mate,:a spec1al event Theyf'iu

lkzvhave come together to share a book that 1s of 1nterest to

‘:‘Sthem. Durlng the 1n1t1al meetlng they dlscuss thelr personalp‘pﬁ7

:presponses, people, events, and other books that are brought

5to memory They share thelr puzzlements and p01nt out o

I‘powerfully wrltten passages.‘At the conclu31on of the flrst L

btmeetlng they dec1de what thelr focus w1ll be for the next

"‘meetlng The length of tlme spent on a book depends upon theu

R group It may be anywhere from three to flve days. In sumi'”

'“pllterature study group is a place tovfreflne,and.flne;tuneﬁ¥
respondlng to a text (p 22) | - o b
RS Danlels (1995) descrlbes Smlth's managementhas

Eu"teacher and kld run groups"' The.students work 1n kld—run” jp
v~groups for three weeks per month For one week per month |
they meet 1n a group w1th her ThlS 1s what 1s con81dered " hl
‘balanced currlculum" (p 67) o | T

nFollow-Up Presentatlons' o

Once the students have done the readlng and have met
jw1th each other for thelr dlscu351on they prepare a,lf -

vcelebratlon of thelr learnlng Short Harste, and Burke-‘



(1996) suggest presentatlon act1v1t1es be based on student ‘yy’
rlnterpretatlons of the story They are to reflect the,'jﬂm
llmportant 1deas and 1ssues the students dlscussed 1n thelr"

v'c1rcles To prevent students from comlng up w1th tr1v1al

’ -1deas, have the students thlnk about what message they wantl

:to convey to other people. Then have them bralnstorm a llstp
‘;of ways they can get thelr message across. Once they have
'“fgenerated a slew of 1deas then they should choose one that L
is best sulted to demonstrate thelr understandlngs. Some
p0331ble presentatlons are: - ” | |

1. an 1nformal telllng of the book'and thelr dlscusslon_.:
'ideasf'
.2,ﬁReaderslTheaterff
3. muralsnor-dioramas
-4..wr1te new endlngs or versionS'
5.dcomparlson charts
6. a learnlng center w1th an 1nteractlve experlence.:iVx
’il7.pa gameboard | ‘
E 8.:mu31cd‘ l
9.fp¢etgy'»7"'
The 1dea behlnd a presentatlon ls to synthes1ze what has,,b”
been gleaned from the readlng 1nto a new personally

reflectlve response. The cognltlve experlence of
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"synthe5121ngbmoves the students 1nto some deeper levels of ‘_’:
';,thlnklng (pp 218 220) | SR | |
One flnal note, 1t 1s‘1mportant to remember that the -
aforementloned procedures are just varlatlons of gettlng'
1‘started Once the students are famlllar w1th the cognltlve'
vfprocessesylnvolved they should be encouraged to use them on
'ftthelr own‘w1thout role sheets.‘Unless of course you‘choose
’ to go another route and allow the students to flow through |
'the process 1n a less structured manor. If so, then remember'
that 1t 1s w1se to be a member of a- group to support them in ‘
' -thls endeavor. It 1s also a good 1dea to have the students
ffuse response journals to record responses that come to them
:naturally ThlS approach fac1lltates dlscu331on of the text .
,dlIt affords students the Opportunlty to capture thelr ’~~”'v

b[lthoughts at the moment rather than to rely on memory

>u6Qf



_Personél Find%ggg
I have-tried both bf thesé mddéls‘with varying results.

My first attempt at uéing‘Daniels’ very linear aﬁd
-structured approachvwas'fairly succeésful in consideration
of the circumsténces involving(the>¢lass. I implemented this
approach.with a class of sixth graders, a class I‘would only‘
 .have for bneiquérter;‘As‘I'lOok'back; I belie&e this was a

‘very bold endeavor. Nevertheless, I started out by selecting

a read aloud title, The Hundred Dresses. I selected this

story because it deals with friendéhip and peer
relationships. I went through some initial activities based:
on creating interest and tapping prior'knowledge to set the
stage. I folléwedrup by descfibing the cognitive roles
involved and I told the studenté we would practice the roles’
as we read the chapters. I followed Daniels' two week
careful traiﬁing suggestions. However, it téok closer to
three weeks to actually cbmplete the tféining process. This
was due in paft té the length of the Chapters, daily time
restrictions (48:minute time block); sﬁopping to allow
students to record their responses in their journais and of
course our discussion. At the.conClﬁsion of thé training
period we had a final discussion and debriefing on the
description of thevroles.

At the beginning of the quarter, I took a survey of the
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students to find out what kind of books they like to read.
The results indicated an interest in mysteries. Thaf was a
bit of‘a problem because I didn't have any mysteries, nor
‘were there any in'the stock of books at the school site. So,
I presented the books I had and the students made their
choices from them. Fortunately, the students were delighted
with their options; however, I experienced anxiety aboﬁt'the
quality of the books and whether or not the students would
be able to héve discussions about them. The selections

included, Escape from Ghost Hotel, Animorphs: The Android,

Clue: The Screaming Skeleton, and Shocker on Shock Street. I

doubt that any of‘theSe books would even be considered for

literature circles by the gurus of book talk, but I have to

work with materials I've got and the interests of the kids.
Onée the students made their selections and I saw how
excited they were about reading, I decided not to worry
about deep discussions at this point. My main goal for this
groupvwas for them to 1) enjoy the reading, 2) engage in the
cognitive processes of the roles( 3) construct meaning
collaboratively, and 4) use a journal for their reflections.
The studehts wrote‘their choices on a slip of paper and
turned it in to me. I then organized the grbups. Once the
groups were formed we discussed how they would engage in the

reading. They made a unanimous decision to read aloud to
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each other. They also decided when it was time to rotate
the roles. Most of them decided that thé roles would change
after every chapter and mini-discussion. The Animorphs book
had a lot more chapters. So the group reading it changed
their schedule towards the end of the book when they noticed
~all the other groups had completed their bboks. At this
point they decided to read more chapters and schedule fewer
mini-discussions.

In my Qbservations of these groups there was intense
reading géing on. Some of them paired off to read and others
took turns withih the group. The only time I observed silent
reading was when'a member of a group had been absent and
needed to catch up. However, absences Were a problém.with

the Escape from Ghost Hotel group. Two students were

chronically absent and contributed very little to group
discussions.

As a whole group, four circles running at fhe same
time, there was a flow that was evident, é sense of
smoothness and organization. Although,I»had read all the
books, I tried to be an observer only. I was asked

periodically to join the Escape from Ghost Hotel as a

participant especially at times when they were having a hard
time understanding the main character's transition between

time periods. Since I was also working on my role as
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‘fa01lltator, I had to refraln from g1v1ng them what they
| wanted an answer.lI would have them read to me the parts of
vthe text that created the ten31on, and then I would gulde

-them to other parts of the text that could pos31bly help
.them make the clarlflcatlon.»

Out of the four selectlons, the group that really had

‘.to work hard on constructlng meanlng was the Escape from

,Ghost Hotel The maln character had the ablllty to travel

hthrough tlme between the C1v1l War era. and modern day She

dealt w1th 1ssues of blgotry ‘in her travels,’and she had

':knowledge of her other llfe in an earller tlme perlod These };'f]

were some 1ssues w1th which the students grappled
The dlscu331ons the other groups had dealt more w1th

- the llteral aspects of the storles. Clue. The Screamlng

: Skeleton dld not offer much 1n the way of personal

',fconnectlons for the students However, they llked the way
they had to use the clues to‘determlne who the klllers werelfﬁ
'So? at least they were u51ng some deductlve reasonlng in

thelr dlscus51ons. The Shocker on Shock Street group had "“

.conversatlons that were based on events. However, one
“dstudent,:Rlchard made statements that reflected hlS readlngff
.strategy of puttlng hlmself in: the shoes of the maln | o
character At one p01nt he sald "If that was me I d take

off runnlng," and "I wouldn t do that.ﬁ So even though thls‘
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7;was a falrly shallow book I was able to get some 1ns1ghts,3

‘as to how they deal w1th the readlng process. The Anlmorphs

r‘The Andr01d group dealt a lot w1th the characters and

ncharacter motlvatlon The characters 1n the book had the _

yablllty to become anlmal creatures. They were flghtlng
fiallens who were trylng to take over the world So the 1ssue
H;of‘power and the struggles assoc1ated w1th 1t came to llght._

?bHowever, real world 1ssues of power never surfaced in the

"_T*dlscu331ons.‘

In the rev1ew of the journals they malntalned I

observed the fact that they restrlcted thelr comments to the‘ -

'a331gned roles, the job they d1d for that partlcular day or‘
’chapter. So 1n other words 1f they were the d1scu351on‘ .
"dlrector, then they had questlons wrltten, and so on. They

dld thelr job However, they dld not go beyond that They

"‘ydld not use thelr journal for ‘any and all thoughts they may

ivhave been hav1ng durlng the course of the readlng ThlS
rwould be one factor ‘that I would empha51ze in the future,
fshould I use thlS approach agaln._‘ ‘ | |

I have also used a. form of Karen Smlth's approach as'
{Lwell and I f1nd I am more comfortable w1th 1t. I have-
students in flve other classesbthat I have all year long
Wlth these students,,I began the year w1th a read aloud in

conjunctlon w1th the use of a response journal f Iahave“
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demonstrated thinking aloud, stopping to write in my
journal, sharing my journal entry, reflecting on the
connections I make, expressing my emotional reactions and
questions, stepping into the shoes of the character,
rereading passages aloud and openly explain why I selected
them. In short, I demonstrate as many ways as I can to
respond td a text. I invite the students to do the same.
Short, Harste and Burke (1996) have a great collection of
curricglar engagementé that help to support students when
they are learning how to transact with a text.

To support the think aloud invitation, I recently
started using the curricular engagement "Say Something"
(Short, Harste, & Burke, 1996, pp. 512-513; see appendix B).
This requires the students to stop and to say what they are
thinking while they read. We practice this during a read
aloud and the students also practice it during buddy
reading.

Another engagement I have found particularly helpful is
"Anomalies" (Short, Harste, & Burke, 1996, pp. 380—381; see
appendix B). Anomalies are unexpgcted.occurrences or
surprises that attract our attention as we read. The
students focus on passages from the reading to share with
the group. I've used this engagement with several different

periods and I've gotten different results with each group.
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‘,My‘after‘school‘group followed the 1nstruct10ns and wrote h
'thelr anomalles and then ranked them from most to least ﬁ
'ianomalous. I opened the dlscu551on w1th my most anomalous
_passage and explalned my reasons for selectlng 1t I asked“
for comments and I got a lot of blank stares I asked for a‘g
volunteer to‘go next Varlck sald he would He" read hlS
‘anomaly»and.sald he dldn trknow why he plcked lt He‘saldnhe“
didn't understand what he was supposed to do. So 1t was back
fto the‘draw1ng board for me. Ivthen gavevseveral.:
demonstratlons. Only one student Danlel could support hlS
anomalyi His response was that 1t had saddened h1m
I also have Danlel 1n another class where we had used

'thls engagement after readlng the last six chapters of Where

‘the Red Fern Grows;,So he was already famlllar w1th it. Wlth-
'thls group I had better results. Angel's number one anomaly
was,’"Rubln s mouth opened‘as 1f to say somethlng, words

‘never .came. Instead a large red bubble slowly worked its way

-out of hlS mouth and burst.? Angel selected thlS text

 because he said he could see: 1t happenlng Jerad had

selected-the same text because of the same reason,-The
dlscu3510n centered on the 1dea of w1tne551ng somethlng die.

The kldS made personal connectlons and talked about thelr

experlenc_es o
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What 1s 1mportant to remember about u51ng the
_fengagements is that the students need t1me to get used to

‘them.,They w1ll need to part1c1pate in. them several tlmes o

kf,before you can see them get 1nto dlscu551ng what they are

,lfthlnklng It 1s 1mportant that the learnlng context supports »d
rlsk taklng,_encourages students to make connectlons andm
.talk about thelr 1deas (Short, Harste, & Burke 1996)

In addltlon to these engagements, I bUlld in
‘1nstruct10n on story elements that w1ll enable them to
understand literature as well as readlng strategles that
»focus on comprehen51on. | |

Recently, a group of my elghth grade glrls read they

‘;book Journey to Jo'burg. Thls book 1is relatlvely.easy,to,
read.‘It is ‘an account of’life under Abartheid rule in South
Africa. It is a very short book so it only took the glrls a
few days to read 1t. I had the glrls use a currlcular'_s‘
‘engagement called ﬁGrafﬁ;tl Board" (Short, Harste, & Burke,
1996, pl 3824383; seeappendix B) . The girls used a‘piece of‘
chart paperbto respond,to the text.»They-wrote words, drew
pictures‘and wrote phrases. In short, they can write or draw‘
,anythlng that comes to mlnd in regard to the text in the
_form of graffltl; They used the graffltr board as a tool to
,start and.WOrkLthrough their discussiont‘I‘was-working,with

another group at the time sodIvdidn't getvto hear the
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original talk. So fhey gave me a brief recap of their
discussion at the end of the period. Their talk was what I
suspected, it was based on the literal‘elementé of the
story. I then had them use ahother curricular engagement
"Webbing’What's on Your Mind" (Short, Hafste, & Burke, 1996[

p. 383- 384; see appendix B). I had them web the responses
from their graffiti board into catégories. They were to
esﬁablish the big ideas that these responses reflected as a
springboard to a morévin depth discussion. The group met and
I joined them as a memberland we discussed these major
ideas. The biggest idea was that Qf racism. We discussed
what we observed in the story. We then_took it to another
lével by talking about what we observe in our own town that
is considered raéism. The discussion then reverted back to
the text and a riot that broke out in Soweto in 1976. We
discussed the reasons for the riot. I made a comment about
the riot that occurréd in Los Angeles in 1991. They were too
young in 1991 to remember that event, however, it sparked a
lot of queétions and eventually'the discussion evolved into
one about the Klu Klux Klan. |

I was absolutely éverwhelmed by the depth of the

discussion. These girls went béyond whaﬁ I expected. I think

the curricular engagéments helped them to focus on thinking

about what they read. Yes, I did join the group, but I
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'dldn t jOln 1t to be the leader.HI was a member,,a?f*"x"'

h"fac111tator,,the knowledgeable other who helps scaffold

«thelr needs.vThls is a tralnlng process for them, as w1th'-

Call tralnlng procedures there must be support,vfsﬁ

‘"Sketch to Stretch" is another engagement that helps’

fac1lltate the thlnklng process (Short, Harste, & Burke,.t'fy_[b5l'

,'1996, see appendlx B) Wlthln thls engagement the students o h

,~sketch thelr 1nterpretatlon of a text I 1n1t1ate thlS

‘ act1v1ty by telllng the kids that they w1ll read a story or yf‘

L poem and then "draw what 1t means to you." Generally I have

'bto glve more explanatlons. I tell them they can draw real

1‘gth1ngs that they are remlnded of They can draw symbols that”

5‘represent somethlng 1n the story or feellngs they experlence""‘

durlng the readlng I tell them they should not focus on a

'hscene of the story,_but they should focus on the message the:

' story or poem sends to them Thls 1s a very tough act1v1ty fr
ffor them~‘Don t be surprlsed 1f thelr flrst attempts are'*7i’ :
“llteral 1nterpretatlons.~ | | e |

The flrst t1me I used thls act1v1ty, I explalned to thej'

Zstudents what they would be d01ng I used the short story,aifa”‘>"

_"The Day the Sun Came Out " I told the students I wanted
them to llsten to the story flrst After the readlng, they"'
- were . not to talk but to capture thelr flrst 1mpress1ons onﬂ“

'ﬁfpaper. I then proceeded to glve them each a copy of the



"dstory and told them to read 1t to themselves and then add to;\
zbthelr sketches I gave them the opportunlty to take thelr
'"rplece home and change or add thlngs to it. When we met agaln..
vwe had our dlscu851on. Brlan drew elements from the story
:fpsuch as a house,'clouds w1th llghtenlng bolts, and Sthk
flgures to represent the characters. He later added more
clouds, a black box, and a sun All of these representatlons
reflected hlS llteral 1nterpretat10n | -

‘ On the other hand Jerad had two very dlfferent
;1nterpretat10ns.lﬂls flrst draw1ngs 1ncluded a. gun, a robot
and somethlng that resembled a flame. Beneath these sketches
“he wrote got kllled when ralnlng " "came allve when sun
came out," and "d1ed when ralned agaln." HlS rev1sed sketch
rreflected a square w1th ralndrops and a large circle w1th |
'smaller circles in it labeled "before."fAn "after" image was
essentially thelsamevsceneve2ceptsthere:was'a sunburst and
‘the raindrops Were;eliminated He:also"had a series of’sadv

and happy faces that reflected the feellngs 'of the-

| "fcharacters. He. wrote, "The dlfference between yesterday and

"}rtoday is that yesterday I was thlnklng dlfferent when
someone else read the story today it 1s dlfferent cause I .
read the story "" - . 5

I found hlSMflrSt and second 1mpress1ons very

interestlng. It seemed hlS flrst 1mpre331ons were based more
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"hon hlS personal v1sual 1mage, but hlS second was: much morecihy
"'llteral
. On another occa51on, my seventh grade perlod four,x
‘F)students chose a poem to use w1th the sketch to stretch
v”istrategy
‘ Mama isa Sunrise'b _ _
_iWhen she " comes slip- footlng through the door, .
‘she klndles us S R P L
like lump coal llghted ‘
- She puts a spark even in Papa's eyes '
‘dand turns out all our darkness.
:When she comes sweet talklng in~ the room,'
- she warms us , e
_‘llke grlts and gravy,‘
.and we rise up shlnlng

‘Even at nlghtlme Mama is a sunrise-
that promlses tomorrow and tomorrow. (Hunt, 1997)

- Two dlfferent groups read the same poem and drew thelr“

- 1nterpretatlons as homework They met the follow1ng day t0‘

dlscuss‘thelrwsketches.FI set up two‘tape,recorders to

record £heir talk.‘Upgto’this pOinti-had’beenthe

| facilitator in four different sessionsfusing‘short storiesr

I toiddthem thevaould-be on-their own for,this'session.‘
‘However, I wanted to hear what they would say so I told them
' they would be recorded They were. 1n agreement w1th thlS, in

fact they thought it would be fun because they would be

able to hear themselves But as they proceeded 1t was

'dlscovered that one recorder dld not work So I told ‘this

group I ‘would 31t 1n only to record notes However/uI‘soon_'
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dlscovered my presence was 1nt1m1dat1ng lvtookvthe

follow1ng notes whlle the students dlscussed Kenny s ':7

draw1ng g R S
: Nlcole.“'I‘think she is in the kitchen.
‘Luis:  She's got done with the dishes.
Luis: =~ He focused on the kitchen. _
. Nicole: = He focused on the sun ‘going down. '
~ Ricky: . Somebody is trying to see the sun come up
. . . or cooking breakfast. ' -
Luis: . She put the dishes away v
‘Kenny: . I drew it because moms- are usually in the
. kitchen, cooklng and d01ngith1ngs for you.
,‘;Luistl.ﬂ'-He compared hlS mom to the mom in the poem.

‘5}The students contlnued to speculate about‘each,others’f'
“f-draw1ng for some tlme.v

Lu1S°jj,l‘He focused on the sun. C -
~Ricky: I didn't understand it. So I just drew 1t
. Dbecause I had nothing else to draw. = o
'Nicole;-ﬁ_He compared the out31de to-how she warms up~,

~ the room.' v R O '

"7The students‘were clearly uncomfortable watchlno me take
"l“notes so T stopped Once I stopped they acted as 1f I was_k

‘idgolng to- jOln them. I had to say'"keep g01ng " There ‘were a

f?lot of long pauses L L

_The follow1ng segment is . from the other group.hev

- Eddle. G just drew the mom cause I dldn t know what -

: . to, draw..f ‘ SR ;
-:"Steven;g - Is the mom 1n81de or out81de° ';yyfﬂ Syl

. Eddie: OutsJ_de‘ o ) B

' Eddie: - Why did you draw that° EERE T T P
”‘Melissaﬁi I drew it because it 1s ‘like- the mom, the mom
' '”-~»],;vls llke gives them an ‘extra day. She goes,
. then she comes, she goes and comes and takes"
- . care of problems and hopes.v’ S :
“Steven'* - What are those wavy llnes°‘
. Melissa: Birds. B
L Steven.v;'Blrds don' t fly that hlgh'
- Eddie: fWhy dld you draw that° '



Brandon: Because of the sun and how the lady comes
through the door.

Melissa: What is that grey part?

Brandon: The rug.

Eddie: Why is she on the floor?

Steven Because in the poem it said she is nice?
Brandon: Where is the sun Steven?

Steven: Outside.

Steven: Why did you draw that?
~Melissa: Because it is what I visualized in my mind.
Steven: Why did you see the clouds?

At this point the students start asking each other many
trivial questions not even related to the poem. Brandon
started raising his voice because he was getting irritated
with Steven's petty questions. And then Brandon started
asking petty questions. Melissa is the only one who seemed
to stay in tune with her interpretation of the poem. Eddie
didn't feel he understood it at all.

Once these students were done, we all met in a circle
for a debriefing. The recorded group pointed a finger at
Steven and said all he did was ask questions. They felt they
had to be defensive. I reviewed the purpose of the
literature circle as a time to come together to share
interpretations and perspectives. I told them questions were
good to have, but that no one should be made to feel as if
they were beiné interrogated. Literature circles involve
some heavy thoughts and it takes time to think in this way.
We all come to reading with different ideas and eXperiences.

These circles are not about being right or wrong. At that
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tlme Kenny says,;"It s not SRA " I had to laugh at that and 7?*

sald "You ‘are absolutely rlght ThlS is far beyond SRA c&y”’”‘

o klts.ﬁ_*‘""’

I had them put all thelr sketches on the floor. I askedeTI

'~fthem tO take a good look at thelr own plece and to thlnk of 'gli‘”

i the message they wanted thelr plece to convey There'

'_responses were as follows.>

Brandon" Mother as warmth
~~ Steven: Securlty : R e
'-Mellssa'* It looks llke she cares ‘more than others, and
: . she rose like God. SRR o ST
.Edd1e~""Mom is the sun.

 Ricky: The sun.-,

~ 'Luis: . The same. e '
lecolej._'Taklng care of the house.
Kenny Moms do everythlng '

‘»] All in all +I wasn't dlsapp01nted w1th the se551on The;;

o 'debrleflng'was v1tally 1mportant The students have to

-flgure out how 1t all works.,They also have to understand
h nthat lt is not a matter of answerlng questlons, 1t's about_"
”expresSlng thelr thoughts. Students llke Luls,_Eddle, and

Ricky need a lot of experlences llke thlS to get them to-

“'.reach out 1nto areas they have not explored

They all sald they enjoyed belng 1nvolved 1n the,fﬂly

se531on The group I sat 1n on were 1n agreement on that

fact that they would have been more comfortable lf I had notb"

‘fhad to 51t 1n on the1r group I agree w1th thlS. It*makesla-
'.'blg dlfference when ‘you observe for a mlnute or two, you

'_come and youggo But thls 1s not to say that teachers should.‘



- not be participants in groups. I think they need both. They
need opportunities to be involved with and without the

teacher.

76



"1AssessingandEmaluatlnnglterature,Circlesf;
© There are a number of ways to document the growth and
fdevelopment ofha studentS'sdreadingldurlngvliteratureb
:1c1rcles;;Dan1els (1995) suggests anecdotal records,v
: checkllsts, 1nterv1ews and conferences and portfollos Most
hteachers prefer to use a comblnatlon of these strategles to .
.dget an. overall v1ew of the act1v1ty Students can also;‘
»_'part1c1pate 1n.the.assessment process by reflectlng and
'fiwrltlng a self evaluatlon. | |
Anecdotal records‘or checkllsts can be malntalned
,'durlng the llterature c1rcle “time perlod Observational
‘ notes can be wrltten on labels or post it notes.‘Checkllsts -
'w1th students. names and a(llst of‘spec1f1c behav1orsvcan:.
'.,be‘marked_while the teacher circulates1between:groups.”It is
‘less‘threatening‘ifemental notespare‘made while‘a teacher is
actuallyrlnteracting with‘agroup.;anethe teacher has
.left;notes and checklists can be addressed (seehappendix
B); o \ _ v ; , ;
| Scaled rubrlcs are another form of assessment as is
1nd1v1dual and group conferences. Durlng conferences;-
-;teachers are able to converse w1th students about thelr,‘
) thlnklng, thelr strategles and thelr goals. Notes can be
made at thls tlme,‘or even better,.the conference can be

audlo taped for future reference. Audio tapes can also be

r
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used during literature circle discussion time periods as
well (see appendix B).

Concrete artifacts such as roie sheets, response
journals and response projects are informative documents.
These ﬁelp-the‘teacher to study the student's thinking.
vThese documents can be collected on a regular basis and
stored in a portfolio. The portfolio can present the big
picture of a student'e reading, thinking and participation.

Many of us must assign letter grades. To address this
issue some Chicago teachers developed a system which
measures a student against himself/herself for 80% of the
grade based on productivity and growth. The other 20% is a
norm referenced measure, that which compares the student to
other students in the class ( Daniels, 1995, p. 167; see

appendix B).
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FINAL REFLECTION

I believe as an instructor of literacy I have worked
toward ensuring that my students walk away from my class
feeling like they are readers and writers. While it is true
there are many basic reading skills and strategies that must
be addressed in instruction, I don't believe it should be at
the expense of the meaning the students construct.

Education is under the gun at this point. California
public schools that do not measure up the the state's
numerical criteria of achievement are threatened with the
prospect of becoming an "improvement" school. The students
need to be performing well on standardized achievement tests
as well as in the classroom. I don't think we can afford not
to be teaching towards the highest level possible. I believe
that is what literature circles}do. It pﬁshes them to go
beyond the minimum of acceptable performance. By prbviding
rich contextual literacy experiences, students will become
proficient readers.

Through these experiences the students will learn more
about their own strengths and weaknesé. It allows me insight
that can't be learned from worksheets or other mundane
tasks. These insights allow me to plan ways that will be
supportive‘of their needs.vIt also‘allows the students to be

supportive of each other.
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I hope you find this handbook helpful as you explore
. literature circles in your classroém.-As you progress with
this approach, I am sure you will find it as fascinating as

I have.
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APPENDIX B CURRICULAR SUPPORT
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. SAY SOMETHING |
Materials:

O multlple coples of readlng selectlon for groups or
~whole class

jProcedure;

vlufstudenfs buddy;upbtoyread'ahselecfion:»I ha&é'féﬁnd_
.thatvpract1c1ng the engagement as a whole group durlng a
’ read aloud is helpful before hav1ng them do it as partners
2’ Students should dec1de how they will read the
"seleotlon,‘aloud orv31lenfly. MypstudentS'prefer’readlng
:aloud; | ‘ |

>3; As a uholetolass; I read aloud a few paragraphs and
'then I say "Say Somethlng " If I get no response I
“demonstrate. Then I go back to readlng a few more paragraphs
and contlnue as before, What I have found is the:flrst flmef'h
kids are reluctantr_But as time progresses and it becomes a
common . thing to do_during a read’aioud;’I have seen'
antioipation‘inufheir‘faceSLff | |

4. Asvbuddy readers;"the,Students”read fo‘each.otherﬁslh'
and périodically{Stopftofsay?stething_to each other aboutg
‘ the;tent, They need to,understand thatitheygoan maké‘.
predictions,share'connections,‘ask’questions'andoiarifyv.

‘understandings.
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Adapted from: ' :

Short, K. G., Harste, J.C., Burke, C. (1996). Creating
classrooms for authors and inquirers. New Hampshire:
Heinemann. ‘ ‘ » : -
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GRAFFITI BOARD

Materials:

* chart paper
* markers

Procedure:

1. A group bf students engage in a shared reading
experience. |

2. The students use the chart paper and markers to
randomlylrecord their reactions to the reading on their
section of the chart paper. Their reactions can be in the
form of words, phrases, or sketches. They are to record
these reactioﬁs in the form of graffiti. There need not be
any order or organization.

3. The students then shafe their section of the
graffiti board with each other. Their entries are meant to
stimulate a_discussion}of the text. They can also use their
entries to create a more organized web or chart that

categorizes their ideas which further the discussion.

Adapted from: -

Short, K. G., Harste, J.C., Burke, C. (1996). Creating
classrooms for authors and inquirers. New Hampshire:
Heinemann.
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WEBBING WHAT'S ON YOUR MIND
Materials: ' | '

* chart paper
* markers

Procedure:

1. Students engége in a shared reading experience. Once
they have éompleted the reading, fhey shafe their responses
in a discussion. This eﬁgagement can follow 6ther
engagements such as the Graffiti Board, Aﬁomalies orkSketch
to Stretch. |

2. Once the students have had an initial discussion,
they can use this activity to find an issue to focus on fér
a more in depth discussion. They éan use the responses from
the Graffiti Board or other engagement to create a organized
visual web of their ideas. At this time they do not have to
discuss fhe ideas presehted, they merely categorize the
responses uhder bigger ideas or issues.

3. Once the web is completed they are to decide what
part of it will be the focus for their next meeting.

4. At the>ﬁext meeting, the Web should be placed
somewhere visible. It can be placed in front of thém on a
table or on a wall of bulletin board. Then the group
continues with their discussion. If any new ideas arise
during the talk, tﬁey are to be‘added in a new color on the

web. They .do not have to discuss everything on the web. They
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E should:focquoanhat’appeats’to bedthefmostdsignifioantlfoth:vev
fnthem.-‘ = J | e B .
5 When they are done they can add new thoughts or
- changes 1n thelr thlnklng to the web 1n a. dlfferent color
: tThe web can‘be used toshave an 1nformal presentatlon to the o
:'whole class or use it as a ba51s for developlng thelr.f |

presentatlon prOJect. '

- Adapted from.-qf v _ S I
| Short, K. G., Harste, J.C., Burke, C. (1996). Creatlng'
"classrooms for authors and 1nqu1rers. New Hampshlre
Heinemann. : : ‘ '




| | | ANAMOLIES
’iMaterlals° »

*'readlng selectlon ' g - “
* four 3"x 5" note cards for each student partlclpatlng
-or slips of paper ' ~ . .

“Procedure.,

1. Students engage in ‘a shared readlng experlence. LR
2. Students wrlte a quotatlon from the selectlon on
2:‘each of thelr cards. The quote should be one that caused

them to react in some spec1al way It could be a’ quote they

‘-,»dld not understand and 1t caused them to reread It could bef;

-one that was surprlslng, or caused unusual feellngs. They
~can even wrlte questlons that they arose durlng the readlng
I also had,the students record the page‘number as well. .

3.'on¢e'the Students have-recorded‘their;anomalies,w
they are to rank them from one to. four,»one belng the‘most
‘anomalous, four belng the least anomalous |

4. Once the students come back together as a. group,
vthey share thelr most anomalous quote ThlS opens up . the
' dlscuss1on. Theylshould be able to explaln why the quote was
anomalous for themf

5. After the students have shared the‘anomalles,’they
‘should reflect uponnthe 31m11ar1t1es and drfferences of s

their reactlons.
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Adapted from: : :
Short, K. G., Harste, J.C., Burke, C. (1996). Creating

classrooms for authors and inquirers. New Hampshire:

Heinemann. ' .
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SKETCH TO STRETCH

Materials:

* reading selection for groups or whole class
* pencils, paper, colored pencils, markers, or crayons

- Procedure: |

1. Students work in small groups to read a selection,
orally or silently.

2. After reading, the students draw or sketch their
interpretation of the story. A good way to get them started
is to say "draw or sketch what this story means to ydu."
Encourage them not to dfaw a écene from the story, butkto
think about the meaning of the story and to visually display -
it. They can aiso draw their own connections to the story.
This is very challenging for them. Most of my students have
never had to fhink in these terms. They are used to
illustrating a scene. It is helpful to share examples if
they are available before asking them to do this on their
own.

3. Encourage the students to expériment with their
attempts. Be sure to tell them that this activity is not
about being a fantastic artist because you will get students
who will say "I can't draw." Be sure to give them plenty of
time to read and draQ.‘ |

4. After the students have drawn their interpretations

they are to share them with the group. They should not say
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: anythlno.about‘therr breoe at this tlme.‘The other students ;f'
“y‘should examlne the works and dlscuss what they thlnk the |
;f:artlst 1s trylng‘to say o |
{yISI Once everyone 1n the group‘has had-an opportunlty to
hsekpress thelr thoughts about a plece, then the artlst can.y'"
”have the last word about hls/her plece.ydh“;yd" S
| k 6 Sharlng contlnues-ln thlS way untll eyeryone s‘»h
sketoh has been dlscussed One plece can then be selected;;td

;ffrom the group to be shared w1th the rest of the class.f;“”'

Adapted from- B ' ‘ : R T ‘ E
: ) Short, K.sG., Harste, J. C., Burke, Cc (1996) Creatlng
- classrooms for authors and 1nqu1rers. New Hampshlre')_y' R
: Helnemann., o - : > : :

%0



RECORD OF PREPARATION FOR AND PARTICIPATION
IN LITERATURE CIRCLES

Name Date
Author Title

Preparation for Literature Circles

* Brought book to group. Yes - No
* Contributed to developing

a group reading plan. Yes No
* Worked according to group plan. Yes No
* Read the book. , Yes No
* Took note of places to share. Yes No

Participation in Literature Circles
* Overall participation in the dialogue.
Weak Good Excellent

* Overall quality of responses.
Weak Good Excellent

* Referred to text to support ideas
and to clarify.
Weak Good Excellent

*

Listened to others and modified
responses where appropriate.

Weak Good Excellent
* Other
Weak Good Excellent
Weak Good Excellent
Weak Good Excellent

Adapted from: :
Peterson, R., & Eeds, M. (1990). Grand conversations.
New York: Scholastic. o
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LITERATURE DISCUSSION NOTES

Book Title ~ Date

Record student responses that indicated any of the
following: ‘

shows enjoyment

shares reaction ,
seeks meaning from illustrations
draws conclusions

elaborates

justifies

explains

expresses feelings

relates to personal experiences
goes beyond "I like"

11. makes predictions

12 asks questions

13. discussing literary elements

.

Voo dWNRK

oy
o .

Name
Codes

Adopted from:

Hill,B. C.,Johnson, N. J., & Schlick Noe, K. L. (1995).
Literature circles and response. Maine: Christopher Gordon
Publishers.
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LITERATURE CIRCLE EVALUATION FORM

Trai Source of Data

40% Productivity

* Quantity of reading
* Preparation for discussions Daily role sheets

* Contributions to group Teacher observation
40% Growth
* Variety of books, authors, Daily role sheets
genres

* Explanations and interpretations Conferences
Use of input from peers/teachers Teacher observation
* Application of new skills Artifacts
and insights to new book Projects
* Response expressed in projects

*

20% Quality of Reading

* Difficulty of texts read Teacher Observation
* Level of thinking shown Conferences

* Leadership in group sessions Artifacts

* Sophistication of projects Portfolios

Adopted from: :
Daniels, H. (1994). Literature circles: Voice and
choice in the student-centered classroom. Maine: Stenhouse

Publisher.
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LITERATURE CIRCLE DISCUSSION RUBRIC
sconz RO . CRITERIA

5 . * Focuses on majorjthemes, issues; ‘questions,
o ’ ' or characters S
* Effectively uses»ev1dence from text
- content area, and/or personal
experience to support ideas :
- * Appropriately 1ntroduces new ideas on a
regular basis :
Builds/expands on others’ 1deas _
Respects ' others' ideas _—
Talks for a clear purpose :
Appropriately supports less actlve members
of the group ~ :

* ok ok ok

4 v *‘Focuses on secondary'themes,‘iSSues,
‘ questions or characters R
** Uses some evidence from the text, and /or
: ‘personal experience to support ideas
'* Demonstrates some sense of purpose for
: ' 'speaking _
* Occasionally builds on others' ideas
* Demonstrates some respect for others' ideas
* Occasionally introduces new ideas

-3 o * Superficial response with minimal reference
to the text or personal experiences.

“Talks about trivial textual details or
irrelevant personal experiences

‘Rarely builds on the ideas of others

Rarely introduces new ideas ‘

Demonstrates no clear purpose for speaklng

Speaks very 1nfrequently

Raises hand before speaking and/or resorts
to round-robin turn- taklng )

*

B S

o2 X Superf1c1al response with no reference to

At the text or personal experiences '

Talks about trivial textual details does-
“not connect with text in any way

Does not build on the ideas of others

‘Does not ‘introduce new ideas ‘

Demonstrates no purpose for speaklng

Speaks very infrequently

Waits for someone to ask them. to speak

* .

* % ok X ¥
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Talks about anything but the text
Does not build on the ideas of others
Does not introduce new ideas

Will not respond when asked to speak

* F X

Adapted from:
Bisesi, T. L. & Raphael, T. E. (1997). Assessment
Research in the Book Club Program. In S. I. Mc Mahon , T. E.

Raphael (Eds.), The Book Club Connection (p.197). New York:
Teachers College Press.
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