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  FOREWORD


  Iam pleased to write the foreword for Remote Learning: Engaging in K–12 Literacy Instruction, 2nd Edition. This is a timely and important book that provides readers with an array of instructional approaches, strategies, tools, and resources for engaging productively in remote or virtual tutoring environments with K–12 students.


  This book brings together two often separate bodies of research: teaching children to read in conventional classroom and tutorial settings and teaching them to read in online or virtual learning environments. Virtual or remote literacy tutoring is becoming increasingly important due, in part, to temporary or prolonged school disruptions posed by such pandemics as COVID-19. Whether it is conducted in conventional or virtual settings, tutoring has been shown to provide teachers with an opportunity to modify instruction to meet the specific learning needs of students and improve reading achievement outcomes. Decades of research have shown that one-on-one tutoring by qualified tutors is one of the oldest and most effective forms of instruction (Allington, 2011; Institute of Education Sciences, 2003; Juel, 1996).


  The chapters in Remote Learning provide a suite of coordinated instructional approaches, tools, strategies, and resources aimed at supporting effective student engagement in remote literacy teaching and learning. This book is coherently structured using a mix of case studies, lesson frameworks, and instructional strategies to help educators engage a diverse group of students with a range of literacy needs in productive online learning environments.


  A unique feature of Remote Learning is its practicality. While it is grounded in research about teaching children to read in conventional and remote settings, it is ultimately an action-oriented guide to help teachers effectively reach and teach students in remote learning settings. This book represents a welcome opportunity for teacher preparation professionals, preservice teachers, mainstream classroom teachers, tutors, and parents to learn about how to effectively reach and teach students to read and write in remote settings.


  REFERENCES


  Allington, R. L. (2016). What at-risk readers need. Best of Educational Leadership, 68, 40–45.


  Institute of Education Sciences. (2003). Identifying and implementing educational practices supported by rigorous evidence: A user friendly guide. Washington, DC: U.S. Department of Education.


  Juel, C. (1996). What makes literacy tutoring effective? Reading Research Quarterly, 31(3), 268–289.


  Kouider Mokhtari, PhD


  Anderson-Vukelja-Wright Endowed Chair
University of Texas at Tyler
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  INTRODUCTION


  Studies have shown that one-on-one tutoring is effective in raising reading levels of struggling readers (S. Baker, Gersten, & Keating, 2000; Quatroche, Bean, & Hamilton, 2001; Schmitt, Askew, Fountas, Lyons, & Pinnell, 2005; Strickland, 2002). Empirical research has also confirmed the effectiveness of one-on-one literacy instruction (Bloom, 1984; Clay, 1982; Juel, 1998; McMaster, Fuchs, & Fuchs, 2006; Morrow & Woo, 1999; Shanahan, 1998; Theurer & Schmidt, 2008; Wasik, 1998; Wasik & Slavin, 1993; Wright & Cleary, 2006). Leal, Barnhart, and Frederiksen (2008) examined the effectiveness of a one-on-one tutoring intervention in a program where twenty-five elementary school students identified as struggling readers and writers were matched to twenty-five university tutors. The tutors met one-on-one with the students twice a week for sixty minutes during a period of fourteen weeks. Tutoring sessions focused on assessment and remediation of reading and writing difficulties.


  The pre- and post-assessment, Word Writing Café (Leal, 2005–2006), was used in grades one through four to assess student gains in three aspects of word writing (fluency, accuracy, and complexity) as determined by the assessments. The results indicated tutoring did not have a statistically significant effect. However, it was interpreted as successful since the lower-performing students made gains in word writing similar to their average-performing peers.


  Barbetta and Miller (1991) measured the effects of cross-age tutoring on sight vocabulary. High school students tutored six elementary students for thirty to forty-five minutes, four days a week. The results indicated an increase in sight-word knowledge, and a high percentage of the gains were maintained. In 2005, Schwartz conducted an experimental study of randomly assigning at-risk first-grade students who qualified for Reading Recovery. In this research, students received intervention during the beginning or second half of the school year, and their performance was compared to high-average and low-average students from the same classrooms to investigate the effectiveness and efficiency of the Reading Recovery early intervention. Performance levels were measured at three points across the year on Clay’s (1993) observation survey tasks, two standardized reading measures, and two phonemic awareness measures. The intervention group showed significantly higher performance compared with the random control group and no differences compared with average groups.


  Although one-on-one literacy instruction delivered in person is generally considered the most effective method of advancing students’ literacy skills, Reinking, Labbo, and McKenna (2000) predicted distance technology as a foreseeable and promising medium for increasing the accessibility of one-on-one literacy instruction. One year later, Boxie and Maring (2001) conducted a study where preservice teachers served as cyber-mentors. They tutored students from a distance to promote literacy learning. Findings showed positive influences of cyber-mentoring on student learning.


  Today, remote environments are a common alternative space for candidates to engage in meaningful online teaching and learning with students in K–12 classrooms (Boxie, 2004; Hurst, 2007; Williams & Casale, 2015; Witte, 2007). According to Hernandez, Newman, Seiler, and Shultz (2014), virtual teacher training is essential for teacher candidates as they learn to accommodate the growing demand for virtual schools. They argue that candidates must be trained to create instructionally sound, authentic, and socially engaging online lessons. Christensen, Horn, and Johnson (2010) predicted the majority of K–12 education will be delivered using online learning by the year 2020. Although online learning continues to be widespread, it has not transformed K–12 schools as quickly as the authors predicted. Interestingly, the COVID-19 pandemic did disrupt K–12 instruction in the classroom. It brought remote learning to a broader audience. In March 2020, there was a rapid shift to remote learning in schools throughout the United States in response to the pandemic. Thus, teachers had to rethink how they taught and how they would teach their students remotely. In addition, the markets were disrupted by the enormous amount of online instructional resources purchased by school districts to meet the needs of teachers and students.


  Saine and West (2017) explored how remote interactions between content area teacher candidates and high school writers contributed to candidates’ self-efficacy beliefs of teaching writing online. Findings indicated that candidates’ self-efficacy beliefs were influenced by nine specific experiences. Moreover, Nail and Townsend (2010) found the internet offered an additional benefit of allowing candidates to practice a specific aspect of teaching before they assumed the full responsibilities of a teacher in their student teaching internships. Clearly, remote interactions can be used earlier in the teacher education program to allow candidates to practice delivering synchronous one-on-one literacy instruction.


  As other online research projects continue to evolve, findings have indicated that teacher candidates need ongoing support as they work to expand their knowledge and skills to teach students in a remote environment. This is essential as candidates apply literacy approaches used in traditional brick-and-mortar settings to remote settings (Davis & Roblyer, 2005; Davis et al., 2007; Graham, Woodfield, & Harrison, 2013; Kale & Goh, 2014). Thus, Easton (2003) pointed out that remote teaching requires a paradigm shift in how teachers manage instructional activities and assessments and engage students.


  REMOTE LEARNING


  Remote learning is valuable and provides educators another way to vary their methods and enhance literacy instruction through online student engagement. Studies have been conducted on the effects remote learning has in teacher education programs, and the results are promising. As society becomes increasingly technological, teacher candidates must become engaged with remote learning so they are appropriately prepared to utilize it with their students when they become teachers and have classrooms of their own.


  Compton and Davis (2010) conducted a study on the impacts of successful virtual learning early in the field experience for preservice teachers. The participants worked with a cooperating teacher at a virtual school and had to record their insights in a journal throughout the study. They indicated that after utilizing virtual learning, they wanted to use online teaching and new technology in their classrooms when they became teachers because their exposure to these methods made them seem necessary for delivering effective instruction. Other studies build on these findings, highlighting the benefits of using technology in a manner that supports learning and meets teaching objectives (Doyle & Reading, 2013).


  Implementation of remote teaching and learning can take different forms. For example, preservice music teachers primarily used Skype as a tool for teaching and learning. In a study by Reese (2016), preservice teachers virtually observed cooperating teachers and in turn the cooperating teachers viewed the preservice teachers, with one-on-one Skype interviews taking place after the lessons. The study found that all parties involved, despite technological problems that arose, saw the benefits of virtual learning, stressing the importance of professional growth that was fostered through the use of technology.


  In an earlier study (Boxie, 2004), candidates in their content area methods course were given opportunities to teach remotely using online technologies and literacy strategies to promote meaningful learning among students at a remote elementary school. The internet was used as a means to bridge the distance between candidates and students so that candidates could apply the pedagogical theories and instructional practices they were learning to a real-world context.


  Another form that remote learning can take is computer-assisted instruction (Murray & Rabiner, 2014). Video-based reflection and podcasts are also great due to their relatively easy implementation, their layout and ease of access, and the fact that they are highly effective for students with disabilities and with topics that are difficult to teach (Kennedy, Alves, & Rodgers, 2015).


  However, the biggest obstacle facing implementation is teachers’ lack of self-efficacy when using technology due to inexperience. Numerous studies have found that showing teacher candidates how to utilize technology during their training helps increase their self-efficacy, thus making them more likely to implement it in their classroom (Albion & Ertner, 2003). Confidence in technological skills is a necessity for integration during instruction; thus spending time using technology is imperative in preservice programs (Groth, Dunlap, & Kidd, 2007).


  Technology has become increasingly entrenched in our society. And not surprisingly, the definition of literacy has expanded from traditional notions of reading and writing to include the ability to learn, comprehend, and interact with technology in a meaningful way (Coiro, 2003). Students of all grade levels participate in curriculum involving online reading. Most states have created standards making computer learning an essential part of the curriculum. In many alternative school settings, students’ entire high school curriculum is based in online classes. The internet has become an important new context for reading and learning in some school systems (Hartman, 2000; International ICT Panel, 2001; International Reading Association, 2009; Sher, 2009).


  Currently, online assessments such as STAR testing are used to test reading comprehension using only online texts. Interestingly, many schools use the STAR scores to design interventions and strategies to improve comprehension that are implemented using traditional paper methods. It is important not only to help students improve their offline reading abilities but also to look at what might motivate students to read more and improve their online reading abilities. After graduation, when students enter postsecondary schooling and the workplace, it is crucial that they have been exposed to these new literacies and given proper strategies to comprehend and use them. It is important for teachers to explore the possible benefits and different approaches students may use when engaging with online texts and to teach them how to utilize these reading strategies to comprehend online texts.


  The best way to prepare teachers to utilize these methods is through exposure during their teacher preparation programs, thus allowing them to receive continual feedback and ongoing support while they are engaging in K–12 remote instruction. As teachers become comfortable working in this space, they can foster greater academic growth for their students in the area of literacy.


  LITERACY


  When students attempt to regulate their cognitive processes to maximize their learning, they are engaging in metacognition (Brown, 1978; Duell, 1986; Flavell, 1979; Siegler, 1986). Most research studies examining differences between good and poor readers’ knowledge of strategies indicate that knowledge tends to be developmental, with older readers more aware of available strategies than are younger readers (Moore & Kirby, 1981). Better readers tend to use strategies more flexibly, matching strategy use to task demands. In addition, L. Baker and Brown (1984) stated that,


 
    an essential aim is to make the reader aware of the active nature of reading and the importance of employing problem-solving, trouble-shooting routines to enhance understanding. If the reader can be made aware of (a) basic strategies for reading and remembering, (b) simple rules of text construction, (c) differing demands of a variety of tests to which his background knowledge may be put, and (d) the importance of attempting to use any background knowledge that he may have, he cannot help but become a more effective reader. (p. 376)




  The greater students’ metacognitive awareness, the more they will know about effective literacy strategies (Mokhtari & Reichard, 2002, 2004) and the higher their classroom achievement is likely to be (E. L. Baker, 1989). Among the various vocabulary, comprehension, and writing strategies that are available when teaching reading, teachers can help students develop and effectively use literacy strategies before, during, or after reading. But, before doing so, teachers first need to know what research says about literacy strategies so they can more effectively engage their students in these processes. The following section describes effective literacy strategies good readers use.


  Vocabulary Strategies


  Vocabulary is an integral part of learning to read and is highly related to comprehension. It has been found that a child’s knowledge of vocabulary is related to beginning reading ability (Ayers & Downing, 1982; Johns, 1980). Therefore, increasing students’ vocabulary is necessary for them to become effective readers.


  Researchers have made several attempts to find out whether there are comprehension gains following vocabulary instruction. McKeown, Beck, Omanson, and Perfetti (1983) taught a group of fourth graders the meanings of 104 difficult words over a period of five months. McKeown et al. concluded that teaching the vocabulary of a reading selection might improve students’ comprehension of the selection.


  In addition, Krashen (1989) has argued that reading is the best way to teach vocabulary. However, highly skilled readers are likely to embrace the idea of increasing their reading, while less skilled readers might be reluctant to do so. Moreover, Beck (1977) argued that children coming from lower socioeconomic homes who are not provided the necessary continuous exposure to vocabulary and concept growth struggle to understand what they read. The concept of definition map, vocabulary self-collection, and word sort are some useful strategies that can be used to build vocabulary.


  Concept of Definition Map This strategy allows students to share their knowledge of vocabulary words listed in a nonthreatening way. It is used before reading to preview a new chapter or section of a novel (McLaughlin, 2010). A concept of definition map can be created and shared on a web meeting tool (if available) or on chart paper.


  In addition, individual students can create concept of definition map organizers simultaneously with the class. Teachers can introduce new vocabulary words that students will encounter, and students can provide a definition or what they think each word means. The teacher can revisit the concept of definition map after reading to see if students agree with their original definition or if changes need to be made. The concept of definition map can be placed on the wall to create a word wall for future reference. This strategy also provides the teacher the opportunity to understand the depth of students’ vocabulary as it relates to the topic. Through completion and discussion of the concept of definition map, students demonstrate their understanding of the topic.


  Vocabulary Self-Collection Strategy Vocabulary self-collection strategy promotes long-term growth and fosters the acquisition of language of academic disciplines (Ruddell, 2007). Once students have read and discussed an assignment, teams (partners or small groups) identify one word they would like to learn more about. Then each team responds to the following questions: (1) Where is the word found? (2) What do you think the word means? (3) Why do you think the class should learn the word? The teacher also nominates a word. As the teacher facilitates the discussion, the nominated words are written on the board and defined. Finally, the chosen nominated words and their meanings are recorded by students into their journal.


  Word Sort This strategy allows students to use categorization as a way to actively learn the rules associated with the word features rather than passively memorizing them. Students learn to recognize sounds, patterns, and meanings (Ganske, 2018). Then they sort words into categories based on features. Students benefit from both group and individualized instruction.


  Comprehension Strategies


  Many students, when given the opportunity, learn to read long before they come to school (Teale & Sulzby, 1989). Through storybook reading, students develop a sense of story, and each day they come to recognize many words that are functionally important to them.


  According to May and Rizzardi (2002), reading is communication. It is the interaction of the reader, the print, and the context. Through this interaction, meaning is constructed. During a review of literacy research, a number of reading strategies were identified as valuable for guiding students in learning to read, understand, remember, and enjoy text. Two suggested strategies were guided reading and DR-TA, or directed reading-thinking activity.


  Guided Reading This is the time when teachers guide students in areas that will enable them to grow as readers. Mooney (1995) defines guided reading as an approach to reading instruction where teachers and students talk, think, and read through a text that offers manageable challenges. During this time, teachers can observe the reading strategies the students are using, as well as make relevant demonstrations of reading strategies. Teachers also have the opportunity to help students gain a deeper understanding of text, challenge them to think beyond the text, and demonstrate reading strategies.


  In addition, when employing this strategy, teachers can control the amount of support through (a) the types of questions asked or prompts given, (b) the amount of material students read, and (c) the kind of discussion held. However, when students become more independent, they may carry out and direct the discussion with a partner.


  Directed Reading-Thinking Activity DR-TA was developed by Russel Stauffer (1976). Employing this strategy requires students to generate purposes for reading in which they use their own experiences to reconstruct the author’s ideas. As students read, their predictions are either confirmed or revised on the basis of what they have read. They also ask questions for which they would like to find answers as they read or set purposes for reading. The teacher’s role throughout this teacher-led reading experience is to create a situation in which thinking processes will occur. Just as readers engage in processes of thinking, predicting, confirming, revising, and rereading, so do writers as they prepare to write content (what) for an audience (who) and for a purpose (why).


  More importantly, students should be able to change tactics while reading and have at hand a variety of strategies for fixing any difficulties encountered along the way. It is hoped that students will learn to regulate their own reading and to use strategies for different purposes. In addition, it is hoped they will become successful independent learners who read and write with confidence, greater interest, appreciation, and enjoyment.


  Writing Writing is a constructivist process that promotes critical thinking, problem solving, and comprehension (Applebee & Langer, 2009, 2011; McLaughlin, 2010; Newkirk, 2009). Students need to recognize that they do have something to write about; they do have something to say. As students engage in writing, they should be encouraged to write for an audience and not just for themselves and their teacher.


  However, not long ago, most instructors gave little or no attention to the process of writing and its important connection to reading. After the release of Emig’s (1971) study of twelfth graders’ composing process and Graves’s (1975) observations of seven-year-old writers, educators and researchers began paying greater attention to the writing process and its implications for the classroom. This rapid change was considered a paradigm shift, with a new focus that shed light on the process involved in writing rather than the end product of writing. In teaching reading, teachers take time to build students’ background before they engage in an assignment; so too in writing. The teacher must also prepare students by building backgrounds. Without background, some students have nothing to write about. Moreover, Tompkins (1996) maintains that effective teachers give students enough time for process writing.


  In previous studies that Clay (1982) reviewed, she observed that as little as zero to eight minutes per day were devoted to writing. Graves (2003) argued that children should write every day. He also stated writing time should be thirty-five to forty minutes per day for a minimum of four days a week. The writing workshop, which is similar to the reading workshop, has been recommended by numerous researchers and writing specialists as an effective way to build in writing time.


  Process Writing This approach is used to help students learn to construct meaning through writing (Calkins, 2003). As students begin to write, they fall into several stages or categories: prewriting, drafting, revising/editing, and publishing.


  Prewriting is the first stage of the writing process. In this stage, students make decisions about why to write, what to write, who the audience will be, and which approach to take. Once students have chosen their topics, they begin drafting their ideas on paper. The next step is revising and editing their work. Students examine content to ensure that spelling, writing mechanics, and sentence structure are in order. Publishing, the final stage, is the culmination of the writing process and involves two main steps: (1) making a final copy of the writing and (2) sharing the writing with others. These stages represent a process that is nonlinear, and students can go back and forth between stages while composing. These steps can be found on the walls of many classrooms across the country.


  This writing process should begin as early as kindergarten. Throughout the earliest levels of learning, students will be at various developmental stages. For example, stages include picture writing, scribble writing, random letter, invented spelling, and conventional writing. As students continue learning the process of writing, they soon select their own topics and use their own ideas. Another possible way of helping students generate ideas to enhance writing is by allowing them to use academic journals. Journals help tie together reading and writing and give students opportunities to construct their own meanings (Richards & McKenna, 2003).


  Journal Writing Journal writing is simply an avenue for written communication between two or more people: student and teacher or student and student (Wollman-Bonilla & Werchadlo, 1995). It may be in forms such as response journals, dialogue journals, or learning logs.


  Response journals in the classroom allow students to record or recount events about their learning, feelings, or experiences. When they write about what they read in a way that is meaningful to them, they are practicing reflective and informal writing. Dialogue journals are very similar to response journals, except the teacher reads the students’ journals and responds in writing to them. As well as having a written dialogue with the teacher, each student may also have a dialogue with himself or herself or with peers. Learning logs, like other types of journals, are notebooks or booklets of paper in which students record information they are learning, write questions and reflections about their learning, and make charts and diagrams.


  According to Hancock (2008), teachers should look for “patterns of response” in journals because the patterns may provide a window to observe how readers are developing, as well as insights for understanding the whole child. Teachers may learn more about the meaning-making process of the reader through the way he or she makes sense of the text or how personal experiences contribute to meaning.


  Journal writing can easily be integrated into the curriculum of younger and older students. It can also provide opportunities for teachers to note gaps in students’ knowledge and explore relationships between what is being learned and students’ experiences. As students use response journals, dialogue journals, or learning logs, they soon learn to write without the fear of making mechanical errors.


  In preparing students to be successful independent learners for the twenty-first century, researchers have realized that teachers need to vary their approach for student engagement so that students are constructing their own meaning not only within the traditional brick-and-mortar environment with the assistance of the classroom teacher but also in an online environment scaffolded by a remote tutor.


  ORGANIZATION OF THIS BOOK


  This book is organized as follows: It begins with an introduction that focuses on the review of literature on tutoring, remote learning, and literacy. It is then divided into three parts followed by appendixes with additional resources.


  Part I, “Planning,” explains what a remote tutor is and what he or she needs to know. It also addresses the selection of online materials for tutoring and describes practical ways of using digital resources to support remote tutors and students in synchronous environments.


  Part II, “Remote Engagement of Instructional Practices,” covers remote tutoring for K–12 students, English language learners, and students with special needs using Zoom, Adobe Connect, email, Webex, Edmodo, and so forth. Each chapter concludes with an emergent case to demonstrate the remote tutoring collaborative experience in action. However, pseudonyms are used in each case to protect the anonymity of the tutors and students.


  In part III, “Reflections of Remote Experiences,” students and remote tutors share the benefits they gained through their remote teaching and learning experiences. Then, concerns of the remote tutors’ experience are shared. Finally, suggestions for successful remote experiences are provided and ideas for future research to investigate this innovative work are shared.


  This book is intended for college professors; current and future K–12, special education, and English language learner teachers; and parents (homeschool). It can be used as a primary or secondary text in a college methods course. The book can also be used during professional development meetings as a tool for integrating online educational freeware and apps to enhance phonics, vocabulary, fluency, comprehension, and writing in the classroom. I invite my audience to explore innovative and engaging ways of using these tools. Some benefits and features of this publication include the following:


  
	Case studies of online literacy pedagogies for tutoring diverse learners with diverse needs


	Online literacy pedagogies for tutoring K–12 students in diverse locations


	Strategies for remote tutoring


	Synchronous techniques to enhance students’ verbal and written literacy skills


	Learning management systems for teaching, such as Adobe Connect, Zoom, Google Classroom, and the like


	Digital online resources for tutoring or classroom use


	Description of integration of digital tools for reading, writing, and working with words


	Lessons that can easily be adopted for classroom use


	Description of pros and cons of learning in a remote environment


	A remote teaching and learning model for use in teacher education programs
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  WHAT IS A REMOTE TUTOR?


  For the purpose of this book, the terms remote tutor, college tutor, and e-mentor are used interchangeably. These terms are used to describe tutors who deliver synchronous instruction using web meeting tools and digital technologies to enhance the literacy learning of K–12 students. For the duration of the synchronous sessions, both the remote tutor and students are online at the same time. This allows those involved in tutoring to have real-time interaction during each session.


  In this book, the delivery mode for tutoring virtually was fully online and consisted of both volunteers and paid tutors. During the fall and spring semesters, some volunteers chose tutoring as a way to fulfill their service learning course requirement, whereas others chose tutoring as a means to serve the community. On the other hand, college students were hired and received payment to tutor for their service in summer.


  The use of web meeting tools made it possible for remote tutors to engage K–12 students in synchronous tutoring. As they worked closely with students using web tools and digital technologies, the tutors realized the importance of fostering students’ use of skills and strategies and supporting students’ self-confidence. Given the responsibility to complete a literacy task, students were able to perform better while completing online literacy activities as they were guided through the meaning-making process. The Vygotskian perspective states that it is important for lesser-skilled persons to have an expert scaffold learning within the zone of proximal development. Through this scaffolding, the learner gradually builds skills and knowledge with help from someone who has more capability.


  THEORETICAL FRAMEWORK


  The work of psychologist Vygotsky (1978) has been employed as the theoretical framework for guiding tutors as they engage in online literacy teaching and learning. The social constructivist views the student as an active learner in a community of learners where an adult or knowledgeable peer provides opportunities for engagement in an authentic and purposeful learning environment. Vygotsky (1978) noted that knowledge is socially constructed and is dependent on the culture in which the learning takes place. Classrooms are social organizations and can be arranged in such a way that social interactions will be supportive and accepting of the cultures and social values students bring to school.


  This assisted learning is sometimes referred to as scaffolded instruction. Scaffolded instruction provides a framework for developing instruction. The process is dependent on positive social interactions between the teacher and the students.


  The zone of proximal development is an essential component of the social constructivist theory. This term describes an individual’s potential learning range. Vygotsky describes it as the “distance between a child’s actual developmental level as demonstrated through independent problem solving under adult guidance or in collaboration with their peers” (Vygotsky, 1978, p. 86). Therefore, as teachers attempt to provide enriched learning environments for their students, they must keep in mind that learning is an active and social process.


  Active Process


  Active learning calls for students to engage in meaningful tasks in which they have ownership of content. Making errors and looking for solutions are vital for the assimilation and accommodation of information. The more active students are in processing information, the more successful they will be in encoding and retrieving it.


  In a review of what students remember from knowledge taught in school, Semb and Ellis (1994) concluded that instructional strategies that promote higher levels of original learning enhance retention over the short term, but only instructional strategies that involve active learning prevent forgetting over the long term. In summary, cognitive research clearly points to the conclusion that teachers who foster active learning enhance the outcomes of learning for their students. An important issue in active learning is the type of activity in which learners engage. Seel (2012) argued that for students to learn the skills and knowledge of a given discipline, they should engage in activities that are authentic.


  Social Process


  Interaction is a major factor in the learning environment. To communicate ideas, students must be given the opportunity to interact with others. Today, they have opportunities to interact not only within the classroom walls but also beyond these walls using web meeting tools. Students must be involved in purposeful interaction, which includes a real audience that is actively involved with them. They need an audience that will engage them in genuine communication.


  Consider the way students in the classroom have become involved in social literacy activities as they work remotely with tutors to complete assignments. This arrangement achieves several aims that advocates of cooperative learning feel are important. Perkins (1995) points out that cooperative learning illustrates distributive intelligence at work. Furthermore, cooperative learning is an ideal environment for students to learn how to share responsibility and work together toward common goals on skills they find very useful in a variety of settings.


  Since learning is a social process, as Vygotsky and others have argued, social interaction is necessary for students as they engage in literacy learning with their remote tutors. The purpose of a remote tutor can vary from site to site, as you will see in the following examples. Therefore, the main considerations are to set up the online interaction and decide how best to design it. Thus, I have provided a few examples below.


  In the first example, the purpose of the university–school interaction was to respond to an urgent call to meet the needs of struggling readers and writers. Due to this urgency, a decision was made to identify and recruit tutors with a strong knowledge base of literacy. A recruitment flyer for paid tutors was developed and circulated throughout teacher education classes at a university in southwestern Ohio and around the department. The requirements of the undergraduate tutors were for them to have (1) completed the tutoring practicum and phonics courses in their program, (2) obtained access to a Mac computer with iChat and internet access, and (3) attended a two-hour general session for using iChat to tutor online. Students needing help were identified by the classroom teachers.


  In another case, the purpose of the university–school interaction was to create a virtual space where students would be able to develop reading comprehension skills. For this case, the volunteer tutors were recruited through the Office of Community Engagement for the purpose of serving the community or fulfilling their service learning course requirement. They completed the first two weeks of remote tutoring under the supervision of the college professor. Thereafter, tutors had the option to use computers in the Office of Community Engagement or their own laptops.


  In the next example, remote teaching of college tutors occurred due to the disruption of the school’s “normal” days, which quickly shifted from face-to-face to online instruction. This was caused by the COVID-19 pandemic. At the same time, the school was facing a financial crisis and had recently cut back on reading specialists. Thus, the administrator reached out to the nearby university to request help with providing interventions for their most vulnerable student population. Several college tutors were paired with students to provide one-to-one online instruction for one hour twice a week.


  In the fourth example, college tutors brought their personal laptops to their content area literacy course. The purpose of this interaction was for tutors to work with students during part of their university course. In doing so, they were to respond and give feedback to high school students on their multigenre papers. Although the settings were different, the tutors’ main responsibilities were the same:


 
	Be online during designated tutoring sessions to provide individualized instruction.


	Develop a daily tutoring plan and write daily reflections to assist with planning for the following day.


	Contribute to the open blog (this was a place to celebrate and share challenges, remote tutoring links, websites, and so on).


	Write an overall summary of the child’s strengths and needs and provide recommendations at the completion of the tutoring semester.


	Write a final reflection of his or her remote tutoring experience.




  The remote tutors provided one-on-one online tutoring to K–12 students from places that worked best for them. As one tutor stated, “When tutoring in the virtual space, I felt least restricted of time and definitely less stressful. Because I didn’t have to leave campus to tutor, I didn’t have to worry about getting stuck in traffic, rushing back to campus, or making it to my next class on time after tutoring.” Another tutor said,


  
     I love having the choice of synchronous tutoring. This made it very convenient for tutors to work with students. I also liked the fact that I had access to students and schools that would be otherwise impossible to service face-to-face due to their geographic location. When using the web meeting tool, it made it possible to see the students’ reactions during the lesson, as well as interact with them as though we were meeting face-to-face!




  REMOTE TUTORING


  While engaging in remote tutoring, tutors actively participate synchronously or asynchronously with K–12 students. Since geographic boundaries are not a restriction, the nature of this type of interaction allows tutors to teach in virtual places regardless of location, thus allowing remote tutoring to take place during the school day, in after-school programs, while attending summer camps, or in virtual classrooms.


  The model used for remote tutoring contained features similar to many tutoring programs. The first feature is gaining knowledge of the reading and writing process, which is essential for tutors as they strive to meet students’ needs. The second feature is becoming proficient with web meeting tools so tutors can concentrate on what’s really important while tutoring—content—rather than technology. The third feature is understanding the necessary components for designing and implementing an effective online tutoring session. By implementing these three components, remote tutors can provide better online service for students.


  KNOWLEDGE BASE OF THE READING AND WRITING PROCESS


  While some tutors were enrolled in or had completed college literacy courses, others attended workshops to gain skills and strategies needed for teaching reading and writing. It was important for tutors to connect theory to practice because of the instructional decisions they made. The tutors were exposed to the research of Louise Rosenblatt, David Rumelhart, Arthur Applebee, Judith Langer, Donald Graves, Ken Goodman, and others. They learned how literacy instruction is grounded in transactional, interactive, top-down, and bottom-up models of reading and writing.


  As Baker, Gersten, and Keating (2000) point out, the amount of training is key for reading volunteers if they are to make a measurable impact on literacy achievement. In addition, digital resources such as online books, newspapers, poetry, and so forth were used to demonstrate how to teach phonics, vocabulary, fluency, comprehension, and writing.


  All tutors noted how working with these digital tools prior to tutoring benefited their professional growth and helped them plan effective tutoring activities before, during, and after literacy instructions. In other words, they were able to make theory-to-practice connections and provide support for their instructional decisions. For instance, they used various strategies aimed at enhancing the students’ reading and writing skills. Hedrick, McGee, and Mittag (2000) wrote that candidates tend to benefit from this experience, especially when they aren’t managing a classroom. The ability to focus on a single student during the tutoring session was an important part of the tutors’ preparation.


  As Katie stated, “Tutoring really helped me put theories into practice. I actually enjoyed putting to practice what we had been taught in class. It’s one thing to read from a book and memorize it for the test or to try out what we are learning. I enjoyed having the real experiences of working with a student and being part of the school.”


  KNOWLEDGE OF WEB MEETING TOOLS


  As teachers explore the use of web tools to support reading and writing activities for children, they find they must look at literacy in new ways. Learning on the web is compatible with constructivism and social construction. The very process of knowledge construction on the web is in keeping with these paradigms. This knowledge causes us to rethink the idea of the teacher as the sole source of knowledge by providing a vast world of information at students’ fingertips.


  When using the web, teachers can focus less on transmitting information and allow for synchronous engagement with the students instead of having students be passive recipients listening to their teachers. As tutoring took place remotely, tutors and students were connected by Zoom, Adobe Connect, email, Edmodo, Webex, or iChat to create a scaffolded environment that encompassed literacy learning. Such tools made it possible to foster meaningful learning experiences either asynchronously or synchronously.


  Zoom


  Zoom is a remote learning platform that allows tutors to communicate with their tutees using tools such as screen sharing, voice, video, and chat. The interaction took place in breakout rooms. During this time, the tutors shared documents, digital newspapers, literacy activities, and so forth. In addition to using the collaboration tool to share their desktop, the tutors engaged the students using the remote-control capabilities. This allowed students to gain control of the mouse on their tutor’s desktop computer.


  Adobe Connect


  Adobe Connect is a remote meeting platform that is used in many classrooms today. Teachers hosted classroom meetings and invited tutors into their remote space using a private link. Then the teacher broke the class into pods (same as breakout rooms). Thus, tutors worked with the children one-on-one or in small groups. Once the tutor and tutee were connected in the pods, tutors greeted the students before sharing their screen with them. Then the tutors shared literacy materials (online books and educational literacy activities) with their tutee.


  Email


  Email is an asynchronous tool that is used to send and receive electronic messages to communicate locally and globally. Email is the link that connects education to the world and promotes collaboration and communication beyond the classroom walls. It is also an effective, motivating instructional strategy that holds potential for improving reading and writing in schools. Reading and writing using email takes many forms, such as posting a draft for a peer to review or editing a draft. This makes it possible for tutors to give feedback to students regarding their writing assignment. A variety of email programs make it simple for two or more individuals to communicate. Email also provides a unique social setting for integrating numerous literacy activities. According to McKeon (1999), engaging in electronic conversations is an effective way for students to respond to reading and writing.


  Edmodo


  Edmodo is an internet-based learning management system that provides a safe and easy way for tutors and high school students to collaborate and share information on the web. For example, the tutors and high school students used the wall to interact with each other in real time.


  They also used Edmodo to engage in collaborative writing experiences by revising the high school students’ multigenre papers. Using this learning management system afforded the high school students the opportunity to write for a different audience and receive written feedback from someone outside their classroom walls. In doing so, they met in a shared space that helped develop the rapport needed to build trust between them. Edmodo has many other features that are beneficial for teaching and learning online.


  Webex


  Webex allows tutors to share documents, digital newspapers, literacy activities, and so forth in real time. Both tutor and student had the ability to navigate and make changes to a single shared document or interact within a literacy activity. Thus, screen sharing allowed tutors to refer to the same application on the computer desktop just as if they were sitting side-by-side in a traditional face-to-face tutoring environment. Webex also has collaboration tools such as a whiteboard, note taking, annotations, and more.


  iChat


  The synchronous iChat application (currently discontinued) supported audio, video calling, and screen sharing. Tutors used desktop computers to connect with their tutees. When setting up the iChat application for remote tutoring, an account was connected to each desktop computer and given a pseudonym. For example, computer number one was given the name John123. This name was shared with the tutors prior to contacting the students for their daily online lesson. Once they were connected, the tutor could be seen by the students. However, once the remote tutors shared their screen with their tutees, only the tutor’s desktop could be seen by both the tutor and tutee.


  DESIGN AND IMPLEMENTATION OF TUTORING SESSIONS


  After analyzing the results from the initial assessments, the remote tutors developed a semester-long individualized intervention plan for the students. From the intervention plan, tutors designed activities that met the literacy needs of the students. However, with ongoing monitoring and assessing throughout tutoring, plans were fluid and flexible. The tutoring sessions contained the following elements (Roller, 1998):


 
	Reading easy books—at student’s independent level


	Reading a new book—at student’s instructional level


	Writing


	Mini-lesson


	Reading challenging books—at student’s frustration level
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  Figure 1.1. Mini-lesson plan template


  The mini-lessons (figure 1.1) were designed and implemented to provide more individualized instruction for the students. This was accomplished by using the gradual release of responsibility model (Pearson & Gallagher, 1983). This instructional model required remote tutors to make a transition from providing high levels of support to gradually allowing the students to gain a high level of control over their learning (Duke & Pearson, 2011). Thus, the plan of instruction included demonstration, shared demonstration, guided practice, and independent practice (figure 1.2). The gradual release of responsibility model of instruction is noted for its effectiveness in improving reading and writing.
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  Figure 1.2. Gradual release of responsibility


  The mini-lessons were developed to build on the students’ strengths and to help them develop skills and strategies for improving reading and writing. Several tutors felt that, with the aid of the instructor, designing tutoring lessons was the easiest step for them to complete. Dan mentioned he enjoyed tapping various resources. For example, as he successfully planned a vocabulary lesson, he stated, “My fear occurred during the implementation phase. It was always the time factor because what you think may take five minutes really can take up to twenty.”


  The tutors received different forms of feedback. For example, feedback was received from their university supervisor and oftentimes from the classroom teachers. Tutors worked closely under the supervision of their university professors. When using web meeting tools such as Zoom, Adobe Connect, and Webex, tutors were observed virtually on the spot. Occasionally, they recorded and saved their tutoring session for later viewing by the professor. In either manner, they were given immediate feedback on their tutoring session, as well as a significant amount of information to enhance instruction. A brief conference was also scheduled with the tutors either following the session or shortly thereafter. They were given a copy of their evaluation form (figure 1.3) and asked to express any concerns they may have had or still had. With regard to the virtual settings where tutors were part of the university–school partnership, tutors stayed in contact with the classroom teacher through email or text. During those meetings, they discussed the students’ literacy strengths and needs and any progress they were making. They also discussed developmentally appropriate activities to use during the next lesson.
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  Figure 1.3. Tutor evaluation form


  Thus, the effective use of web meeting tools benefited both the K–12 students and the college tutors. In their role as remote tutors, they offered individualized instruction, coached learning using various educational websites, and mediated lessons using email, Zoom, Adobe Connect, Webex, and Edmodo. Nonetheless, remote tutoring is not limited to these web meeting tools. While there is much research on the effectiveness of one-on-one tutoring, we must continue to explore the benefits of remote one-on-one tutoring.
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  SELECTING ONLINE MATERIALS


  Increasingly, the internet has given teachers access to shared digital spaces and online resources for enhancing literacy instruction. These spaces offer teachers an additional mode of teaching to connect their students to high-interest digital reading materials that promote interactive learning. The selection and use of high-quality materials is essential for teachers for them to provide students with an authentic learning experience.


  Christenbury and Mitchell (2000) discuss the importance of using reading and writing materials that build on students’ interests and backgrounds. They state that if students have some sort of prior knowledge or interest in acquiring new knowledge, they will work and work well. It is for this reason that teachers must be intentional when selecting materials that will connect to students’ interests and backgrounds from the very beginning.


  When one virtual tutor, Kailey, administered an interest survey to connect with Angel (fifth grader), she found that Angel wanted to receive help with learning long words, understanding what she read, and remembering what she read. Kailey also found Angel was interested in reading mystery books. Therefore, Kailey’s tutoring plans included online mystery poems and short stories. Reading and writing surveys such as this can be found in the ReadWriteThink database for educators and students (http://www.readwritethink.org) or pinned on the Pinterest board (https://www.pinterest.com/explore/reading-interest-survey).


  It is also important for one to understand literacy assessments (formal and informal) before selecting materials because the assessment results help identify students’ strengths and needs, which will lead to an appropriate starting place for teaching. The results are also used for selecting materials to effectively carry out online literacy instruction. Some of the materials tutors selected for tutoring elementary, middle, and high school students were digital texts and tools to engage in reading and writing to demonstrate what they had learned in real time.


  ASSESSING DIGITAL TEXTS SELECTION


  When selecting text (printed or digital) for students to read, the chosen text should be relevant and engaging, should complement their interests, and should be appropriately suited to the students’ reading levels. Teachers should encourage students to read at their reading level rather than at their oral proficiency level, which could be significantly higher.


  There are assessment tools to help assess the readability level for a text, for example, the cloze tests (Taylor, 1953) and Fry readability evaluation (Fry, 1977). The cloze tests are used to determine a student’s ability to comprehend the text. In this technique, a passage is selected and every fifth word is removed; students are asked to supply the missing words. A book is at the students’ instructional level if they can supply between 40 and 60 percent of the missing words. However, if students score below 40 percent, the text is at their frustration level, and they will most likely have difficulty with it. A cloze test can be easily and quickly created using a cloze test creator (http://l.georges.online.fr/tools/cloze.html) and pasting text in a given text box.


  The Fry readability evaluation is used to assess the grade level of a text using three random one hundred–word passages and calculating the average. It measures the grade level of a text from grade one through college. The Fry readability evaluation takes into account the average number of syllables and sentences to determine the readability level. This tool can be completed by hand, as well as with the free online Fry readability calculator (http://www.readabilityformulas.com/free-fry-graph-test.php). Although the evaluation typically depends only on sentence length and word length of the passage, the online readability tool calculates the number of sentences, words, syllables, and characters.


  Another more practical option for a quick check of readability for print and online text is to make use of the readability statistics available with many word-processing packages. For example, with most versions of Microsoft Word, running the grammar check tool will generate a readability dialogue box that includes a Flesch-Kincaid readability level expressed as a grade level.


  Although knowing grade-level readability is important, Coiro and Dobler (2007) noted that reading online requires students to develop complex skills in applying background knowledge, using inferential reading strategies, and self-regulating their reading processes. In fact, in an article published in the New Yorker on the differences between print and online reading experiences, Julie Coiro is quoted as describing the importance of self-regulating reading online: “But if you’re a reader who hasn’t been trained to pay attention, each time you click a link, you’re constructing your own text. And when you’re asked comprehension questions, it’s like you picked up the wrong book” (Konnikova, 2014, para. 8).


  Thus, as tutors incorporated online text (i.e., poetry, online newspapers, articles from Time for Kids, picture books, and so forth) in their instruction, they modeled strategies to help build students’ self-regulatory skills. They also made a conscious effort to include short digital passages during their tutoring sessions.


  Selecting short, complex digital texts creates the opportunity for teachers to not only address reading requirements of Common Core State Standards that are meant to develop in students the ability to “use technology and digital media strategically and capably” (Ohio Department of Education, 2017, p. 6) but also to aid students in developing the skills necessary to read texts using the medium they are most likely to use as students and adults in the twenty-first century.


  There are free digital sources that can be used to teach phonics, fluency, comprehension, and writing online (see table 2.1 for variations of digital tools). By carefully selecting and making available digital tools for students, tutors can virtually interact with tutees.


  Table 2.1. Digital tools for remote teaching

  


	Literacy Skills
	Online Digital Tools
	Links
	Description



	Phonics and Vocabulary





	Phonics, vocabulary development, spelling, word relationships


	RoomRecess


	https://www.roomrecess.com/pages/ReadingGames.html


	Provides educational games to enhance skills in reading, language arts, math, and spelling for students in grades K–6





	IXL


	https://www.ixl.com/ela


	Offers personalized learning for K–12 students in the areas of math, language arts, science, and social studies in English and Spanish





	Mentimeter Word Clouds


	https://www.mentimeter.com/features/word-cloud


	Creates a text cloud that uses the size of the text to represent the frequency of a word





	Home Spelling Words


	https://www.homespellingwords.com/spelling-games


	Offers free online spelling games and words for kindergarten through ninth grade students to practice their spelling. The program also allows you to create your own spelling list





	Starfall


	http://www.starfall.com


	Provides free literacy games and activities





	Long Vowels: Phonics for Learning to Read


	https://www.youtube.com/watch?v=l7t2MI_nQVg


	Provides fun songs to enhance phonics rules for making long vowel sounds





	Quizlet


	http://www.quizlet.com


	Makes simple flashcards and quizzes





	Fluency


	
	
	



	Repeated reading, oral expression, accuracy, speed


	Library digital books


	https://bcpl.libanswers.com/faq/74931


	Provides tips for getting e-books on a Nook





	ReadWriteThink


	http://www.readwritethink.org


	Provides resources to aid K–12 fluency instruction





	Readworks


	https://www.readworks.org/find-content#!q:/g:/t:/pt:/features


	Offers differentiated fluency instruction for K–12 students





	Worlds of Words


	https://wowlit.org


	Contains global booklist of fiction and nonfiction books





	LibriVox


	https://librivox.org


	Provides a database of free public domain text as audiobooks





	Stornory


	http://storynory.com/archives/fairy-tales


	Contains hundreds of audio fairy tales





	Readers theater scripts


	http://www.readerstheaterallyear.com


	Assists with expression and speed





	Comprehension


	
	
	



	Meaning making, connections, inferring, making predictions, summarizing, critical thinking, listening


	Newsela


	https://newsela.com


	Offers new articles sorted by content and skill





	CommonLit


	https://www.commonlit.org


	Offers free texts that support critical thinking





	Smithsonian Tween Tribune


	https://tweentribune.com


	Provides daily news for kids, tweens, teens, and teachers





	Reading A–Z


	https://www.readinga-z.com


	Provides tools to engage students during reading





	Skitch


	https://evernote.com/products/skitch


	Offers a cross-platform application for annotating documents





	Dogo News


	https://www.dogonews.com


	Offers free online source for current events, news, and nonfiction articles





	Diigo


	https://www.diigo.com/tools/diigolet


	Allows users to highlight important information online and add a sticky note





	Writing


	
	
	



	Personal narrative, descriptive, persuasive, poetry, interactive writing, storytelling writing process


	Google Docs


	https://docs.google.com


	Allows multiple users to contribute to a text in real time





	Boom Writer


	https://www.boomwriter.com


	Encourages collaborative story writing





	Mixedlnk


	https://vimeo.com/10468404


	Promotes collaborative writing





	Edomodo


	https://www.edmodo.com


	Provides a safe space for teachers and students to connect and collaborate





	A.nnotate


	http://a.nnotate.com


	Publishes files and allows annotation of them online








  When digital tools are used to teach in these areas, students are highly motivated to learn and teachers become energized to teach (Boscolo & Gelati, 2007). In the following sections, examples of digital sources that can support online instruction in each area are shared. Digital tools include but are not limited to digital books, websites to promote literature books, and online newspapers.


  DIGITAL TOOLS FOR PHONICS AND VOCABULARY


  RoomRecess


  RoomRecess (https://www.roomrecess.com/pages/ReadingGames.html) has more than 150 engaging educational learning games to enhance skills in reading, language arts, math, and spelling for students in grades K–6. The online reading skills include vocabulary, main idea, problem solving, computation, and more. The program helps keep students engaged and highly interested in learning new and challenging skills as they play the reading games individually or with others. This site also includes bilingual resources for teachers to use in the classroom.


  IXL


  This site (https://www.ixl.com/ela) offers personalized learning for K–12 students in the areas of math, language arts, science, and social studies (subscription based), where they explore and learn the skills they need. Students engage in differentiated learning based on their needs. IXL also offers 140 skills in Spanish.


  Mentimeter Word Clouds


  Mentimeter Word Clouds (https://www.mentimeter.com/features/word-cloud) is an online resource that allows teachers and their students to create live word clouds in the classroom. Word clouds are a grouping of words that are organized together to give visual representations of the most frequently used word. Mentimeter word clouds let students set their own list of words to be made into a cloud, and they can also adjust the fonts, layouts, and color schemes of the words the teacher or tutor provides. The image that is created in the word cloud can be saved, printed out, and displayed on a projector, or it can be used in a manner that students deem fit. Mentimeter is great for placing emphasis on vocabulary terms and words that have importance to a given unit or lesson.


  Home Spelling Words


  The Home Spelling Words site (https://www.homespellingwords.com/spelling-games) offers free online spelling words and lists for students in kindergarten through ninth grade to practice their spelling. The words are arranged from easy to challenging. In addition, students can create their own spelling list if they choose to do so. They can play games and practice spelling words anytime and anywhere as they work to improve their spelling scores. As students practice their spelling list online, they are able to hear and see the words, as well as receive feedback before engaging in an online spelling test.


  Starfall


  This website (http://www.starfall.com) was created by the Starfall Education Foundation, which is a publicly supported nonprofit. The website is free to use and provides educators, as well as students, with free educational activities for both literacy and mathematics. The website provides a wide variety of games that can be used in order to enhance students’ educational experience and make learning fun. Teachers can purchase a membership to the site, which provides additional activities to the already free content they have access to.


  DIGITAL TOOLS FOR FLUENCY


  When using digital books from libraries, students have access to texts inside and outside the classroom. However, as part of the library’s lending system, students must have a valid library card to check out these books. They must also develop an understanding of checking out digital texts and materials and have support to effectively navigate the online lending system(s).


  Local libraries lend books using such vendors as OverDrive, Freading, and 3M Cloud Library, which distribute e-books and other digital materials. Many libraries throughout the country offer e-book training for patrons to learn to browse, borrow, and download e-books on e-readers or mobile devices.


  Local libraries also offer useful online tips for accessing digital materials. For example, the Baltimore County Public Library provides a document with useful online tips for getting e-books onto a Nook (https://bcpl.libanswers.com/faq/74931). One can find tutorials on YouTube explaining how to borrow digital books from the library and for various devices. For instance, here’s a link to a video showing how to borrow books for a Kobo (https://www.youtube.com/watch?v=x7DZ6ceUVIA).


  As teachers facilitate their own development as literacy educators, they must begin to diversify their literature collection. In doing so, they should carefully select digital literature from across the globe that attempts to bring cultures together. If teachers incorporate global literature into the literacy curriculum throughout the school year, they can help transcend cultural stereotypes in the world in which they live.


  ReadWriteThink


  This K–12 website (http://www.readwritethink.org) is a free platform from the National Council of Teachers of English that includes not only readings but also lesson plans, graphic organizers, videos for students, and more. Teachers can search for content related to what they are currently teaching to best aid their instruction. Resources are broken down by theme, grade level, learning objective, and the type of interactive activity.


  ReadWorks


  ReadWorks (https://www.readworks.org/find-content#!q:/g:/t:/pt:/features) offers free online content that is differentiated for fluency and comprehension instruction to meet the needs of every student. This site allows teachers to assign individualized reading passages to K–12 students or have them read passages together in small or large groups. After reading passages, students answer both multiple-choice and constructed response questions. ReadWorks requires students to highlight textual evidence in the passage to support their answers. Immediate feedback is provided for multiple-choice questions, and the teacher scores constructed response questions in the system. Teachers can view overall results of the class, as well as individual student results, through the progress section.


  Worlds of Words


  Worlds of Words (http://wowlit.org) is a popular and reliable website for promoting literature. This site is hosted by University of Arizona in the College of Education, where teachers will find an estimated thirty thousand volumes of children’s and adolescents’ literature focusing on world cultures and Indigenous peoples. Articles are also available for accessing global literature for classroom use. For example, Asia Society (Children’s Literature Builds Global Competence) (https://asiasociety.org/education/childrens-literature-builds-global-competence) contains eight interactive online books for students to utilize and has a list of books from different cultures. After reading these global books, students can respond to literature by recounting the story, comparing and contrasting stories, or searching for common themes across books (Saine & Kara-Soteriou, 2010).


  LibriVox


  LibriVox (https://librivox.org) provides a database of free public domain texts as audiobooks that have been read by volunteers from around the world. Students have access to the entire book in various languages, as well as the ability to listen to the book in iTunes, as students from diverse backgrounds engage with the book in and out of the classroom. This database includes such languages as Spanish, Balinese, Arabic, Chinese, Sundanese, Russian, and more.


  DIGITAL TOOLS FOR COMPREHENSION


  Newsela


  Newsela (https://newsela.com) has a large amount of real news articles for grades two to twelve, and new content is added daily. Newsela sorts the materials by content and skills to help educators find authentic texts for whatever they are teaching. This site is great for vocabulary instruction, as well as other English language arts standards (for both literature and nonfiction texts), as there are paired quizzes and writing prompts for every article. Educators can assign these articles online through the site or print them out for students without computer access. Five reading levels are available for all nonfiction texts so students can be scaffolded to meet their individual needs. As quizzes give automatic feedback to students, the teachers are able to review their responses online and can see how students are performing over time.


  CommonLit


  CommonLit (https://www.commonlit.org) has free reading passages for students in grades three to twelve. Teachers can search for passages by genre, book title, theme, and so forth. There are three different question sets for each text, as well as paired text sets, on the site. If access to technology is available, students will engage with the texts digitally. Otherwise, they will receive printed PDFs for free. Students have the option to listen to the text virtually. They can also have it translated, if needed. After completing the question sets, a detailed report of students’ strengths and needs are provided. This information is essential in helping teachers plan future lessons.


  Smithsonian Tween Tribune


  This is a great online resource (http://tweentribune.com) that provides daily news for millions of kids, tweens, teens, and their teachers. One of the most interesting facts about this selected K–12 online news outlet is that it’s student centered. Although professional journalists select the stories, 99 percent of the content is produced by teens and tweens for teens and tweens. This site also provides a safe space for students to post comments, which are moderated by their teacher. In doing so, students interact with the various topics, such as animals, art, entertainment, food and health, national news, and more.


  Today’s Front Pages


  Today’s Front Pages (http://www.freedomforum.org/todaysfrontpages) is another online global newspaper for teachers and students that provides daily access to more than two thousand free global newspapers, encompassing front-page news from around the world. In addition, CNN Student News and Radio broadcasts (www.broadcast-live.com) offer free online resources to enable both students and teachers to access news websites and radio stations around the world. These news outlets can also create deeper discussions as multiple perspectives are shared. However, reading the headlines from any source requires critical thinking to make important distinctions between what is deemed worthy and what appears to be trivia or sometimes propaganda.


  Reading A–Z


  This website (https://www.readinga-z.com) provides teachers with tools to engage students while reading digital texts. As students read texts online, they can use tools such as a drawing pen, highlighter, text tool, and stamp. The text tools allow students to annotate the text while reading using marks and notes within the body of the text as a way to process the information. For example, students can use symbols for meaning making. The check mark can be used to indicate the student understands the text, the star can be used to identify important information, the question mark can represent lack of understanding or the need to ask a question, and so on. Free samples of texts are available through the website, but teachers must purchase additional resources.


  Skitch


  Skitch (https://evernote.com/products/skitch) is a cross-platform application for annotating existing images and documents. The program also allows users to use a screen capture function to import images and text from other locations, such as other websites, into the program. As text is imported into Skitch, users can draw arrows to point to specific parts of the text, add text notes, highlight text, and draw boxes around important information. Once students annotate the text, they can export their annotated version as an image file, embed it in an email, and even share it through social media. Skitch is a product of Evernote, so Evernote users can create a notebook of their Skitch documents for easy access to their annotations.


  DIGITAL TOOLS FOR WRITING


  Google Docs


  Google Docs (https://docs.google.com) allows multiple users to contribute to a text in real time. When students collaborate within the same document, teachers are able to see the contributions to the text made by individual students. Using word-processing functions that are similar to common word-processing software programs, users are able to write comments and offer feedback within the document to encourage revision. Google Docs is free and easily accessible to anyone with a Google account. This web-based word-processing program offers the easiest transition for students from word-processing software to collaborative word-processing websites.


  Boom Writer


  This free website (https://www.boomwriter.com) is designed to encourage collaborative story writing. Teachers begin by creating a first chapter of a text. The chapter could be a start to a narrative story or an explanation of a controversial topic on which students are expected to write an argument. Students can work independently or in groups to write subsequent chapters. Once a chapter is submitted and approved by the teacher, students have the opportunity to vote on whether the chapter should be included in the story or argument. The chapter with the most votes is added to the book. Then the process is continued for the next chapter. When the book has been completed, the website offers options for publishing the collaboratively constructed text as a real book.


  Using this website, teachers can provide an engaging platform for students to write about the texts they read, as well as write new texts using the writing skills they learned about. Working a chapter at a time, teachers can engage students in close writing of a text, address writing standards with more depth, and focus instruction on critically evaluating their development of appropriate text structures for their genre. The ways in which the website encourages revision and evaluation emphasize strategies to strengthen student writings.


  MixedInk


  MixedInk (https://vimeo.com/10468404) is a free website that functions in similar ways to Boom Writer. Instead of writing books, however, teachers assign writing assignments through the website. Students can work individually or collaboratively to write the text for the assignment. Once the assignment is written, students are able to write comments and submit evaluations of the texts created by their peers.


  The structure of the website encourages students to remix their writing by combining language from the submitted texts to create a new version of a collaboratively constructed text that contains the best writing submitted by the group. However, the website tracks authorship so teachers can still see the text contributed by each student. Remixing a new text from their existing texts requires students to use the reading practices they developed while reading and critically evaluating their own and their peers’ texts.


  This is just a sample selection of digital resources that show promise for student engagement in online reading and writing. This selection of resources provides knowledge of what is available for classroom use and encourages teachers to explore new resources as they are developed so students can be better prepared to work in shared digital spaces using these and other types of online resources.


  Once students have been given an appropriate selection of digital resources, they are ready to engage with them. The goals of reading and writing could range from extracting key concepts (i.e., main idea or argument) from the text to participating in higher-order processes such as critical thinking and analysis of the text. This process may include short complex passages, repeated readings, asking text-dependent questions, and annotating the text (Fisher & Frey, 2012). There are many websites and applications available to students as they read from digital text.
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  TEACHING PHONICS AND VOCABULARY DEVELOPMENT


  Phonics skills and vocabulary acquisition strategies are important for early literacy development. Once children learn to read, they use their developing skills to identify patterns of letter-sound correspondences in familiar words to figure out how to pronounce unfamiliar words. When readers encounter too many words that are unknown, they are unable to derive meaning from the text. Moreover, it has been shown that through the use of vocabulary acquisition strategies, a student can acquire higher levels of understanding of the meaning behind printed and digital text. Yet, when the text is expository and does not correlate with the children’s background knowledge, it is imperative that the vocabulary is mastered to build meaning and allow growth across content areas.


  Digital technology can also be used to foster early literacy development. It is often used in the classroom to create an engaging learning environment. Numerous studies have been conducted on the effects of digital technology and lessons focusing on the development of phonetic and vocabulary skills. The results of these studies make it evident that implementation of digital technology is beneficial to children as they cultivate their language and literacy skills.


  While digital technology improves the development of phonetic and vocabulary skills, it is not a be-all, end-all solution; rather it is best when used in a supplemental manner based on scaffolding and constructivist principles (Basuerman, Cassady, Smith, & Stroud, 2005). One means by which to accomplish supplemental implementation is through integrated learning systems (ILS). These systems are advantageous due to the plethora of learning strategies that can be designed and used to meet the needs of individual students. More importantly, evidence has shown measurable gains, with students using ILS outperforming those of similar backgrounds who did not use them (Basuerman et al., 2005).


  Embedding computer-assisted tutorial programs such as Reading Reels and Alphie’s Alley into the curriculum has been found to produce vast improvements in terms of comprehension skills in at-risk first graders (Chambers et al., 2008). Research conducted by Cassady and Smith (2004) on the effect of ILS on kindergarteners reinforces similar findings by demonstrating that these programs increase phonological skill growth at a greater rate than when these supplemental programs are not utilized.


  Two separate studies examined students’ pretest and posttest results on Dynamic Indicators of Basic Early Literacy Skills (DIBELS) after receiving computer-assisted instruction in addition to traditional methods. Placing an intensive systematic emphasis on developing phonological awareness through computer-assisted instruction programs has been revealed to increase students’ scores on DIBELS (Macaruso & Walker, 2008). In addition, a mastery and linear sequencing approach has been shown to produce similarly strong results (Johnson, Perry, & Shamir, 2010).


  According to Pearman and Lefever-Davis (2006), as technologies continue to emerge, teachers should be ever mindful of the positive impact they could have on the curriculum. Not only do these programs increase phonics and vocabulary skills; they also assist with the development of technological and literacy skills at a more rapid rate compared to programs that do not provide digital immersion.


  For example, there are online word study activities, literacy apps, and games available for virtually every aspect of phonics and vocabulary development. While teaching word study, the remote tutors could focus instruction on orthography, vocabulary, word recognition, and decoding strategies. Word study goes far beyond learning to spell words. During instruction, students are led to pay attention to sound, pattern, spelling, and meaning. There are also apps that allow students to practice correct articulation of words by recording their voice and then playing it back as the voice of an animated character. These types of apps are useful for students who struggle with reading. There are also games that make recognizing words more engaging than traditional flashcards. These games enhance the learning of vowel patterns and complex consonants.


  A remote tutor uses many fun and interactive online tools that target his or her student’s needs when teaching virtually. Struggling readers can benefit from practice using these tools in several ways. For instance, a short list of words to be learned can be provided by the tutor. Then, poems or short passages that contain these words can be displayed on a shared screen. Students can hunt for and underline or highlight the designated vocabulary words in the poem or passage using the highlighter.


  Or, the tutor might choose to hide all the designated words from a poem or passage and ask students to guess which word from their list would make sense. Their guesses can be revealed to check their responses. Finally, students can also practice writing and spelling the words using different font colors to write or type them. With these types of tools, tutors are likely to keep students actively engaged and motivated.


  For the purposes of this chapter, I will focus mainly on the remote teaching of phonics and word study. As teacher candidates tutored in remote spaces, they used Apple iChat and Zoom to remotely deliver literacy interventions. They also used digital technologies such as online educational word study activities and so on. By using these digital technologies, synchronous interactions between the remote tutors and students were made possible, and they were able to tutor from their locations.


  BACKGROUND: SUMMER DIGITAL LITERACY CAMP


  One summer, the traditional summer school in a small town was moved to a nearby city, leaving the local schools without a summer intervention program at the university. The local schools made an urgent call for summer literacy intervention for twelve rising fifth- and sixth-grade students. Thus, the summer digital literacy camp was created to meet their needs.


  The digital summer camp was designed using both face-to-face and remote teaching intervention methods. Since the camp was located in the digital lounge of the College of Education, there was access to desktops computers, MacBooks, and iPads. Students enrolled in the camp were taught by two classroom teachers and eight undergraduate teacher candidates.


  The classroom teachers were completing the final practicum requirement of their master’s program in literacy. They taught the students face-to-face in the areas of reading and writing. The eight teacher candidates were recruited to virtually teach phonics and word study. Prior to tutoring, they were required to attend a two-hour general session on remote tutoring because their task was to teach from their summer locations anywhere in the United States.


  The training sessions mainly focused on iChat and how to use it to teach online. iChat was the tool used for teaching from many miles away through video conferencing. Another tutoring requirement was to have completed an undergraduate phonics course and the reading practicum. Having completed these two courses allowed them to have experiences in teaching phonics, working with struggling readers, and engaging in daily reflection to drive their instruction.


  The remote tutors committed to teaching four days a week, providing forty-five minutes of individualized instruction. The majority tutored one fifth or sixth grader, while others agreed to tutor two children, extending their sessions to two hours per day. Meanwhile, the graduate students tutored face-to-face, and their daily focus was to teach guided reading and writing in small groups.


  The summer digital literacy camp was a four-week program that ran from 9:00 a.m. to 12:00 p.m. each day. A literacy framework of three stations was developed for tutoring to allow students to gain their fullest experience. Groups of four students rotated through each station, receiving either face-to-face small-group instruction or individualized remote instruction. Then students engaged with digital technologies (iPads, apps, e-books, and other educational games and activities) at the end of each day.


  For example, David and Heather’s schedule consisted of the following: Their first station (9:00 a.m. to 9:45 a.m.) was led by a graduate tutor and focused on guided reading. The second station (9:50 a.m. to 10:35 a.m.) was led by a different graduate tutor and focused on writing. During their third station (10:40 a.m. to 11:25 a.m.), each student received individualized instruction from his or her remote tutor that focused on working with words. The electronic lessons included but were not limited to educational websites, Pearson interactive word sorts, phonics and fluency activities, and vocabulary development.


  CASE STUDY 1: DAVID


  David was a rising fifth grader who had attended Northside Elementary School since he was in kindergarten. Most days David wore hearing aids in both of his ears. He was a very polite, outgoing boy who loved helping his family around the farm. Teachers at Northside Elementary School identified David as a struggling reader and writer, and therefore he received extra interventions throughout the school year.


  David’s reading interest inventory revealed that he enjoyed reading and read about thirty minutes a day. He mentioned the Black Lagoon and the Magic Tree House series as some books he’d like to own and stated that he had recently read a few from those series. He also showed an interest in farming and mentioned it was his hobby and that his favorite magazine was about cattle.


  According to the developmental spelling analysis, David exhibited strengths throughout the Letter Naming stage in the use of initial and final consonants and short vowels. However, when assessed at the Within Word stage, he met with difficulty, particularly with long vowel pattern words. During the transition from the Letter Naming stage to the Within Word stage, he needed more exposure to long vowel patterns (Bear, Invernizzi, Templeton, & Johnston, 2020).


  David began to add silent letters to words (as in bike) correctly on his dictation task. He had much practice spellings those words, and his tutor noticed he did especially well if he was able to manipulate the letters in front of him using the Scribble Kid app on an iPad. This is a kid-friendly and fun app for kids to use when writing and drawing. David also used multiple online spelling games and word sorts. These were productive ways to help him compare word features, as well as attend to and remember them for making deep connections between words. Therefore, the following remote instructions were designed in a progressive fashion.


  Each lesson was built on his strengths with short vowels by starting with a comparison of short a vowel to long a vowel words, then distinguishing short a with long a Ce words and ai pattern words; next comparing long a Ce words, ai words, and ay words; and finally distinguishing between long ay words, ey words, ei words, and ea words with the long a sound. This scaffolding procedure was helpful as he moved to the last sort, which obviously proceeded into the abstract vowel sound category.


  Because David tended to look at only the first letter of the word while reading, he’d say the first thing he thought of rather than reading all the way to the end of an unfamiliar word before pronouncing it. He needed frequent reminders to look at the whole word because David rarely went back to self-correct or took time to break down words. Other times, it seemed as though he only worried about how fast he read. As the remote tutor shared her screen with him during one of his reading lessons, she covered up part of a word he was struggling with to see if he would recognize the remaining part of the word. Using this strategy, David was able to figure out the word almost immediately. Thereafter, he continued using this strategy on his own to help with words he struggled to pronounce.


  As David transitioned to the Working with Words station, he worked with his remote tutor for forty-five minutes. He was tutored daily using innovative synchronous tools. The following online interactive activities aided David in developing word knowledge in long a vowel patterns.


  In the first activity, the remote tutor used the Pearson online PDToolkit to create a four-column word sort focusing on long a vowel patterns (CVCe, CVVC-ai, CVVC-ei, CVV-ay) as shown in figure 3.1. She had David read and define all words in the word sort. She also had him use the word in a sentence to ensure understanding. Then the remote tutor demonstrated the four groups of words they had been working with and asked David to highlight similar groups of words to show how he would sort them. Figure 3.2 illustrates how the student sorted the words by the long a vowel feature as a guide.


  Finally, she asked David to tell her what he noticed about the words in each column. How were they alike? How were they different? Was there another way he could sort these words? Did any of them rhyme? Did any words end with the same letter or letters?
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  Figure 3.1. “Long A” vowel patterns
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  Figure 3.2. Sorted “long A” vowel patterns


  David used Quizlet as another interactive activity in developing word knowledge in long a vowel pattern words. Quizlet (www.quizlet.com/10058339/long-vowel-patterns-cvce-flash-cards) is an online tool designed for students to make flashcards, practice spelling, play learning games, test their knowledge, and more (see figure 3.3). This tool was used mainly to create study sets (word sorts). Students can sign up for a free account to create their own study set. The remote tutor would say the word before revealing it to the student. Then the student was responsible for spelling the word and indicating which long a vowel the word contained.
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  Figure 3.3. Quizlet “long A” vowel patterns. Quizlet


  After completing ten of the twenty-four words, David was able to successfully spell the words.


  Next, David listened to fun songs to enhance phonics rules for making long vowel sounds (https://www.youtube.com/watch?v=I7t2M1_nQVg) that focused on such long a features as ay and ai. Students can hear, learn, and remember vowel combinations with each song. In addition, students watch an on-screen mouth to assist with the correct sound formation for each word.


  The remote tutor began by reading the poem to David, and he later identified the words to complete lines from the poem. He also used Coconut Vowels (http://www.arcademicskillbuilders.com/games/coconuts/coconuts.html), which provides practice in spelling words. Since spelling is a skill that goes hand in hand with phonics, words that can be decoded can also be encoded. Encoding is the skill of putting sounds and spellings together to create words. In this game, David was responsible for matching the missing vowel pattern on the correct coconut word before it fell to the beach. The student begins by inputting his or her name or pseudonym and then clicks to play. He or she then uses the arrow keys, spacebar, and/or mouse to move the blaster and fire at a coconut (see figures 3.4 and 3.5).
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  Figure 3.4. Coconut vowels. Arcademicskillbuilders
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  Figure 3.5. Coconut vowels. Arcademicskillbuilders


  After using multiple interactive synchronous activities with his remote tutor, David was able to develop word knowledge in long a vowel patterns and successfully apply word analysis skills to decode long a words. Since David enjoyed playing the spelling bee game on www.bigiqkids.com, the remote tutor used it as an incentive during the last five minutes of each day’s session. This online tool was designed to prepare students to learn a weekly word list to mastery. It utilizes a fun, interactive, and dynamic approach that addresses each student’s proficiency. (Note: Bigiqkids.com has been replaced with Spelling-Classroom.com.)


  Figures 3.6 and 3.7 show an example of the Word Ladder spelling bee game. First, you need to select the category, such as Spelling and Vocabulary, then choose a word list. Once you have your word list, click the Start button to complete the spelling bee.


  The Word Ladder allowed David to type a word as he stepped down the ladder until he reached the bottom. The hints (light bulb) provided clues to help him guess each word, if needed. He clicked the Check button to submit his answer and was given three chances to get it right.
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  Figure 3.6. Word ladder. bigiqkids
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  Figure 3.7. Word ladder. bigiqkids


  CASE STUDY 2: HEATHER


  Heather was a rising sixth-grade girl who would be attending Northside Junior High School. Her favorite subjects were language arts and social studies because she found them easy and interesting. Math was her least favorite subject because she struggled when working with numbers.


  She described herself as a good reader because she did not give up easily and tried hard at pronouncing large words. Heather said she enjoyed reading as long as the text grabbed her attention immediately. She especially liked mystery books and was interested in the Titanic because she had recently learned about it in school. However, Heather admitted that when she was not in school, she did not read very often. Outside of school her favorite thing to do was play volleyball. She played this past year and planned on playing again in the coming year. She also admitted she texted a lot and even asked if that counted as reading.


  The screening word list indicated that Heather was in the Within Word stage of development. Her score of seventeen on the Within Word list of words confirmed this was her stage of development. Of the five features in this stage, Heather had mastered long vowel VCe and r-controlled vowels. However, she needed additional practice with other long vowels and complex consonants. For example, Heather had trouble remembering rules for spelling patterns –tch versus –ch and –dge versus –ge. Heather also needed to focus on homophones because she sometimes wrote grate for great and threw for through. In the area of writing, she described herself as good but not perfect. She also said she enjoyed writing poems but that in school there was not very much opportunity to write them. The focus was more on reading and reading well.


  Each day Beth began the tutoring session with a video to give Heather background knowledge on the topic of the story to be read that particular day. In addition, they often worked with sorting, making, spelling, and unscrambling words, as well as writing them. If Heather was unsure of a word, she learned to apply word analysis skills to identify words ending in –tch, –ch, –dge, and –ge. This led to her ability to apply these word skills, which empowered her when reading and writing.


  For each lesson, the remote tutor incorporated an interactive activity such as word sort, Quizlet, word scramble, word search, hangman, and homophones as a way of providing Heather with multiple and repeated exposure to words ending in –tch, –ch, –dge, and –ge. The first activity was an interactive PowerPoint word sort (see figures 3.8 and 3.9) (https://drive.google.com/drive/folders/0ByF1ITmr9YS5STJOV1NjVU9JZ28). Heather followed her tutor’s demonstration of clicking on the word and then dragging and sorting it into the correct category.
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  Figure 3.8. PowerPoint word sort
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  Figure 3.9. PowerPoint word sort


  After the sorting had been completed, they discussed the categories. The remote tutor also emphasized the difference between words with the complex consonant patterns –tch and –ch.


  The second activity Heather used to explore and gain a better understanding of the complex consonants –tch and –ch is shown in figure 3.10. Heather began with the flashcards and match games (see figure 3.11). She was also given the opportunity to practice spelling and writing –tch and –ch words. In the spelling activity, she typed words as the computer pronounced them, whereas in the writing activity, she was probed to type the name for each picture shown on the screen. The use of pictures that represented the target words helped Heather determine the word in each word study set.


  Writing was an effective way for Heather to engage in word study. Word study activities that span the three-part learning framework (before, during, and after reading) helped her connect new words and concepts and relate them to ideas she already understood. When students are allowed to engage with words while reading, writing, speaking, and listening, their knowledge of the word improves (Robb, 2010). To truly understand a word, students need to be able to hear it used, use it in their speech, and read it in a meaningful context.
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  Figure 3.10. Complex consonants (–tch and –ch). Quizlet
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  Figure 3.11. Complex consonants (–tch and –ch). Quizlet


  Developing a student’s writing vocabulary permits the student to better express their ideas and learning through writing. Using writing allowed Beth to formatively assess Heather’s levels of understanding to make instructional decisions. By developing her writing vocabulary through word study, Beth gave Heather the bank of words she was able to build and use effectively.


  Next, Beth led Heather through a word scramble (see figures 3.12 and 3.13) to address complex consonants –dge and –ge. In doing so, Heather learned the specific rules of when to use –dge or –ge. The remote tutor then showed her a list of sentences she had to complete by selecting –ge or –dge to fill in the missing words. Afterward, the student independently unscrambled –dge or –ge words using the word scramble game on the site PlayKidsGames.com. Heather clicked the Start button to begin the game and then was led to rearrange the letters to form a word. If she needed a hint, the meaning of the word was provided by pressing the Hint button.
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  Figure 3.12. Word scramble. Playkid Games
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  Figure 3.13. Word scramble. Playkid Games


  This active manipulation of the letters allowed Heather to critically analyze the word parts and to test hypotheses regarding the relationship between complex consonant patterns (Ganske, 2013). By manipulating the word parts, she was able to create generalizations regarding spelling that could be applied to other words she encountered as a reader and writer. With the aim of reinforcing the identification and spelling of –ge and –dge words, Heather played two additional PlayKids games: hangman (figure 3.14) and word search (figure 3.15).


  In the online hangman game, Heather had to guess the words by choosing the correct letters. Her score was added or subtracted depending on whether she picked up a correct letter. In the last interactive activity, word search, Heather enjoyed clicking and dragging the cursor over words as she and Beth took turns finding words ending in –dge and –ge.
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  Figure 3.14. Hangman. Playkid Games
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  Figure 3.15. Word search. Playkid Games


  SUMMER INTERVENTION LITERACY CAMP


  This school district follows the belief that all students can learn and that they must meet and exceed the growing demands of the state and national standards. Thus, they believe in providing academic opportunities and support for their students inside and outside the classroom walls. Therefore, it was no surprise they made it possible for their students to participate in a remote summer intervention literacy camp. The literacy bridge camp was unique because it had never been offered to students fully online. However, the camp director and teachers worked diligently to best meet the needs of their students. They did so by (1) administering a needs-based assessment, (2) placing laptops in the hands and homes of each student, (3) offering training and technical support to parents, and (4) recruiting remote tutors to teach the students online using the Zoom platform.


  The camps were held at two different locations in the school district and were designed to provide remote literacy intervention for challenging readers in primary grades. The students met with their tutor four days a week for six weeks. Students in kindergarten and first grade met with their tutor for thirty minutes a day from 10:00 a.m. to 10:30 a.m. Each tutor provided one-to-one individualized literacy instruction for the student he or she tutored and was able to successfully address skills ranging from rhyming words to complex consonants.


  The remote tutors had access to all the resources each school already had. The resources included but were not limited to programs such as ABC Mouse, SeeSaw, and Raz-Kids. In addition, the tutors used interactive and engaging online resources during their tutoring sessions, such as Starfall, ABCya, IXL, Arcademic, Turtle Diary, and so forth. Thus, in the following sections, I’ve provided two cases to represent one student in kindergarten and one in first grade.


  CASE STUDY 3: BRAYDEN


  Brayden was a kindergarten student who would be turning seven years old. He qualified for an individualized educational plan (IEP) due to speech/language impairment. Brayden was interested in drawing and liked to draw pictures of his family. He was very independent and outgoing and enjoyed being read to. He lived with his grandmother, who was his primary caretaker, and English was the language spoken at home.


  According to the results of the literacy assessments, Brayden could identify all twenty-six letters of the alphabet and nineteen letter sounds. However, he struggled with the vowel sounds. He was eager to learn and was actively engaged in every lesson and worked hard during each session. Based on the results of the spelling assessment, Brayden was identified as being in the Letter Name stage of development.


  Brayden was tutored by Kemi, who was a junior enrolled in the under-graduate Primary Education Program at her university. Kemi’s daily journey with Brayden began in January and included reading a book to and with him, implementing an intervention literacy strategy, and engaging Brayden in online educational games to enhance his literacy skills. At times, Kemi could be seen rereading the same story they had previously read. She chose to do this because it was an opportunity for Brayden to learn new words and to help grow his vocabulary. During their first sessions, Kemi wanted to begin by building a strong relationship with Brayden. In doing so, they spent time getting to know about one another. Thus, Kemi shared her screen with Brayden to present the “All about Me” slideshow she created for sharing information about herself with him. She also spent time getting to know about him. After Brayden briefly discussed things he liked to do, books he liked, places he liked to visit, and so forth, Kemi guided him in making an avatar on the Starfall.com (https://www.starfall.com/h/me) web page called Who Am I. Brayden chose various features to create his avatar. For example, he chose hair, skin tone, eyes, nose, mouth, dress, and so forth. He also responded to questions such as “When is my birthday?” “Where do I sleep?” “What is my pet?” and “Which is my toy?”


  As they proceeded to their first tutoring activity, Kemi and Brayden listened to an ABC book about the letter b on Starfall.com (https://www.starfall.com/h/abcs/letter-b/?). She chose that letter because she knew Brayden would be successful since he already knew all the letters of the alphabet and the sound of the letter b. She also knew it would help build his self-esteem as they worked together during the session. Next, they looked at a PowerPoint slide to distinguish which pictures started with b and which did not. Then, Kemi asked Brayden to locate something in his home that started with the letter b, and Brayden chose his name, a bat, baby sister, bottle, and bed.


  During a different session, Kemi used two classroom resources, SeeSaw (https://web.seesaw.me/remote-learning) and an easy-to-read Raz-Kids book called To Market (https://www.raz-kids.com/main/BookDetail/id/1410/from/quizroom), which is a fictional story. Then she reviewed the short a sound. She asked Brayden to tell her if he knew what a short a is and if he knew what it sounds like. After Brayden answered, Kemi shared a song called “Short Vowel Letter A,” which is found on YouTube (https://www.youtube.com/watch?v=vE2T8P8kURo), and encouraged him to get up and dance! She said this would allow him to get some energy out before the lesson began. She then followed up with a decodable book about the short a sound.


  Another classroom resource Kemi used to teach the CVC short a vowel sound was the platform SeeSaw. This platform engages and inspires students with meaningful learning. Students have the options of drawing, using audio and video recording, and more. Brayden’s first task was to use the tool to circle the word that matched the short a picture or circle the picture that matched the word (see figures 3.16 and 3.17). Kemi told Brayden the first picture was a cat. Then she asked him what he thought the word cat starts with and to draw a circle around it. Once Brayden successfully completed that task, she continued:


  
     K: Yes, good job!


  All right, Brayden, let’s move to the next one on here. What is this a picture of?


  B: A rat.


  K: Awesome! So, which word do we need to match the picture of the rat? Can you say the word again?


  B: R-r-r-r-rat.


  K: Awesome! Now I want you to use the tool to draw a circle around the correct word. If it goes outside of the box, it’s okay.


  [Brayden’s coach assisted him as he drew a circle around the correct word.]


  K: Good job! Just remember to push down on the mouse as you draw the circle.


  Good! You did it!


  Think you can do a virtual high-five? Are you ready?


  Okay, stick your arm up and we will high-five the camera!


  That was silly and fun, wasn’t it! Since we are not in person, we can always do camera high-fives.


  [Brayden gave Kemi a big smile. Then he reached up toward the camera to give her another high-five.]




  The next day Kemi reviewed the sound of short a with Brayden. Then she said they were going to use a different SeeSaw activity for more engaging practice with CVC words and it was going to be awesome! On this day, she wanted to take a look at short a word families as shown in figure 3.18.


  She asked, “Do you see these picture words at the top of the page? Do you see the short a word families –ab, –ap, –an, –am, and –ag below?” Then she said they were going to virtually drag and move pictures over to the correct word family it matched. First, she reminded Brayden to say the word out loud then find the word family it belonged to or matched. Kemi pointed to the word top and then asked:
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  Figure 3.16. Short a SeeSaw
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  Figure 3.17. Short a SeeSaw


  
     K: What happens if you put all the letters together? What does it say?


  B: T-a-a-p.


  K: Okay, I’ll show you how to use your mouse to move and click on it. Hold down, then drag it to the correct word family it matches.


  [Brayden clicked, held, and dragged the word.]


  K: Good job! That word is tap. Can you say it one more time for me?


  B: T-a-p, tap.


  K: [points to another word] What about this one? What does c say?


  B: C-a-a-n-n.


  K: What happens when you put them all together?


  B: I know that! Can. [moves the word to match the correct word family]


  K: Good job! High-five! Are you ready for the next one?


  Wait! Don’t move it yet. You need to say the word before moving it.


  Remember, we have to practice reading our words.


  Okay, what’s the word?


  B: It’s easy! The word is tag!
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  Figure 3.18. Short a SeeSaw


  Finally, Kemi asked Brayden to tell her two words that had a short a sound in them. Then she wrapped up with goodbye. Brayden loved the activities and was very engaged and interacted with the lesson. By the end of these lessons, Brayden was able to successfully tell Kemi what a short a sounded like. Then they returned to the short a song on You-Tube and sang and danced with one another remotely!


  CASE STUDY 4: ALA


  Ala was a first-grade English language learner who was particularly quiet due to her limited English vocabulary. Spanish was spoken in Ala’s home. Her mother had limited English and worked at one of the local restaurants. Her father did not speak any English. When the classroom teacher communicated with Ala’s parents, the school’s psychologist served in the role of translator. Ala had a small group of friends and was often found eating lunch with one or two of the girls. She was most interested in playing fun educational games on her mother’s cell phone. She enjoyed learning new sight words and solving simple math problems on the apps her mother had downloaded for her. Although Ala knew most English, she struggled when reading and writing the language.


  It was evident from her literacy assessments that Ala was not performing at grade level. Her assessment scores revealed she had difficulties with short vowel spelling words. Because there are many vowel sounds, her remote tutor, Katherine, chose to begin with CVC patterns for short o words. As Ala mastered the short vowel patterns, Katherine would add new ones. Katherine said that when Ala was told a word, she wasn’t able to recall it although it was repeatedly seen in the text. Katherine used this data to plan her remote daily tutoring instructions. She decided to engage Ala in literacy activities such as word family memory match, sight-word detective, and more to enhance her vocabulary and word development skills. Like Kemi, Katherine’s daily tutoring plan included reading a book, implementing intervention literacy strategies, and engaging Ala in an interactive online educational game.


  Katherine entered the main room of the learning management system as she joined the teacher and the rest of Ala’s class online. The teacher introduced all the tutors to the children then separated everyone into smaller groups known as pods or breakout rooms. Since Katherine had been previously matched with Ala, they were both assigned to room number three. They reintroduced themselves to one another. Shortly thereafter, Katherine told Ala they would work with the short o words this week, and they would begin their daily lesson with a book with lots of short o words in it. Then Katherine shared her screen with Ala to read the decodable book A Jog in the Fog to and with Ala. As they read the book, Katherine would stop on a page to have Ala identify at least two words that contained the short o vowel sound. They also took turns drawing pictures and writing short o words on the whiteboard on Zoom as shown in figure 3.19. It is important to include pictures with English language learner students because it helps them understand the meaning of words. Katherine also used a decodable text, The Tot and the Pot, from Reading A–Z (https://www.readinga-z.com/phonics/lessons/lesson/?id=4990).
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  Figure 3.19. Short o


  In another activity, Katherine used one more of the online class resources to help Ala practice short o word families (i.e., –ot, –og, –ob, and –op). First, Ala clicked on the screen to choose the word family she wanted to work on, then she listened closely to each word as it was enunciated. To reinforce these skills, Katherine introduced Ala to the Word Family Memory Match. In this game, Katherine instructed Ala to click on the cards to find the matching pairs for words that were in the –og and –ot word families. After Ala flipped two cards to find a match of short o words –ot, they took turns identifying matching pairs remotely. Another engaging online activity on education.com asked Ala to sort short a and short o words. The focus of the sorting game (https://www.education.com/game/short-a-or-short-o) was for Ala to drop the books into the right backpack according to their vowel sound (see figure 3.20). She was successful with this game because it included both text and visuals.
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  Figure 3.20. ShortaEducation.com


  Finally, Katherine moved on to teach sight words. These are words students are able to read automatically when they see them. Katherine’s goal was for Ala to be able to pronounce these words without having to sound them out. She wanted her to read the words by remembering what they look and sound like. A few sight words Ala practiced and learned were am, at, be, do, key, and on. Katherine allowed Ala to practice recording up to six sight words during her tutoring session. With the intention of enriching Ala’s sight-word vocabulary, Katherine also used other interactive online games to teach sight words, such as Sight Word Smash (https://www.roomrecess.com/mobile/SightWordSmash/play.html), Dolche Word Recognition (https://www.arcademics.com/games/kitten-hop), and Starfall Sight Words (https://www.starfall.com/h/ltr-lv-i/match-sw/?sn=ltr-classic).


  The Digital Literacy Camp and the Summer Intervention Literacy Camp provided very positive experiences for the students. They were able to stay engaged in their learning by using various forms of interactive digital technology. This allowed them to learn in a way they weren’t familiar with and gave them a new outlook on learning. For example, David’s mother told his teacher that he was very motivated to attend the camp. She said he would get up on his own and get himself ready to be there every morning. She felt this excitement to learn really showed through David’s actions.
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  DEVELOPING READING FLUENCY INSTRUCTION


  Reading fluency has been studied over many decades and will continue to be an important component for effective reading instruction in the classroom (Rasinski & Hoffman, 2003; Rasinski, Rikli, & Johnson, 2009; Wolf & Katzir-Cohen, 2001). It has been defined as word identification accuracy, pacing, and prosody (Paige, Magpuri-Lavell, Rasinski, & Smith, 2013; Schwanenflugel, Westmoreland, & Benjamin, 2015). Fluency has also been described as the ability to quickly identify and read a word or groups of words (Allington, 2014; Young, Valadez, & Gandara, 2016). When students immediately recognize and decode words, they can devote more mental capacity to comprehension. This automaticity allows the reader to predict and infer hidden meanings from the text.


  Samuels (2011, 2013) pointed out how fluency plays a major role in cognitive theories of the reading process. He noted that reading fluency is the ability to recognize words quickly and accurately. This ability is important because it is key in having good reading comprehension. He also argued for the importance of word recognition. Word recognition is the visual stimulation that goes through a transformation for words on a page to make contact with stored memory codes and meanings. Samuels concluded that proficient word recognition makes up fluent reading and adequate comprehension of text.


  Moreover, Eldredge (2005) stated that some educators suggest that fluency is defined as reading accurately, at minimal rate, and with expression. He also mentioned that word recognition is improved by phonics and that fast, accurate word recognition affects fluency.


  According to a study by Torgesen, Rashotte, and Alexander (2001), efficiency in word recognition accounted for 58–82 percent of the variance in oral reading fluency in young readers. They also claimed verbal knowledge accounted for approximately 6–9 percent, while phonological decoding accounted for 2–10 percent, of the variance in reading fluency after controlling for sight-word reading efficiency. When students read fluently, they are able to understand the meaning of words in the context in which they are used (Álvarez-Cañizo, Suárez-Coalla, & Cuetos, 2015; Kuhn & Stahl, 2003; Schwanenflugel & Benjamin, 2016).


  Researchers have found that lack of proficiency in this foundational aspect of reading prevents readers from adequately comprehending the texts they read. If fluency problems are not addressed in the early elementary grades, it is likely these problems will continue to hinder students’ reading progress in subsequent years (Paige et al., 2013). In effect, this makes reading less enjoyable for young children and begins a cycle of nonfluent reading. However, fluency development is often achieved when students are given lots of opportunities to practice their reading. And it is through these opportunities that nonfluent readers can learn to read fluently (Allington, 1983).


  Davidson and colleagues (2006) noted students should be reading at least 137 words per minute by the end of third grade to be considered fluent readers. Students should also be improving about one word per minute as their fluency develops. As students transition to fourth grade, they progress from learning how to read to reading for information (Meisinger, Bloom, & Hynd, 2010).


  One problem evident in the classroom is that since dysfluent readers read very slowly and laboriously, they try to avoid reading. This avoidance does nothing to aid them and only causes them to fall further behind their peers.


  While some fluent readers are not always completely accurate in their reading, they oftentimes maintain the text’s meaning. As students develop fluency to better understand the text, teachers should include fluency activities in their daily or weekly routines. In doing so, they can model fluent reading, have students listen to audio podcasts, and/or have students view videos of fluent readers.


  In their study, Parenti and Chen (2015) explored VoiceThread (https://www.voicethread.com) as a tool to encourage reading fluency. This tool allows students to integrate multiple forms of media materials. It offers a natural online interactive space that allows students to present their work before peers and practice their communication skills in a safe learning environment. This tool was beneficial due to the interactive use of engaging text, which led to improved reading fluency through the practice of repeated reading and readers theater.


  Moreover, Vasquez and Slocum (2012) showed evidence of improvement in reading during synchronous online instruction. They stated the analysis of the multiple baselines across participants revealed gains in oral reading fluency for all participants when placed into the synchronous online tutoring program. Participating students and tutors reported an awareness of increased reading skills and value of synchronous online instruction. Teachers and parents generally reported that students demonstrated increased reading skills after receiving instruction.


  This chapter focuses on how remote tutors implemented iChat, Adobe Connect, and Zoom to effectively teach reading fluency skills to students. The students practiced read-alouds, signaled reading, fluency phrases, paired reading, and more. They also participated in a wide range of daily readings from online newspapers and stories and from websites that offered readers theater scripts.


  YMCA AFTER-SCHOOL PROGRAM


  For two years, teacher candidates in an undergraduate literacy course tutored students face-to-face at the YMCA. This partnership began one summer when the professor of the literacy practicum course in teacher education was in need of students for the candidates to tutor. After reaching out to an urban community center a few miles away from the university, she found they were in the process of developing an after-school intervention program and were in need of many tutors. Thus, the teacher education department assisted with funds to transport the students to the university four days a week for four weeks.


  However, the following summer, major cutbacks at the department level affected the future of the transportation service. To continue to provide tutoring services, the professor suggested trying something innovative and creative instead of tutoring face-to-face. She suggested remote tutoring from 4:00 p.m. to 5:00 p.m. every Monday through Thursday. The plan was to provide not only tutors but also the loaner laptops for the students to use in their daily online activities.


  The YMCA directors agreed, and arrangements were made for the candidates to virtually teach challenged readers and writers online using iChat. In this setting, the teacher candidates are referred to as tutors or remote tutors. As remote tutors, they were able to provide remote tutoring services to meet students’ needs. Accordingly, teacher candidates gained experience with one-on-one remote teaching, which in turn provided them the necessary knowledge, skills, and dispositions relevant to teaching in an authentic online learning environment.


  Twelve remote tutors participated in this partnership. In addition, the YMCA directors identified twelve struggling readers and writers. Now that tutoring would take place online, there would be an increase in the number of minutes for the daily tutoring sessions. Thus, candidates’ tutoring sessions were increased from forty-five minutes to sixty minutes per day.


  Prior to the first online session, time was spent in the college classroom practicing how to administer the assessments and how to use iChat. The remote tutors were taught how to administer and interpret the Qualitative Reading Inventory, which is an informal reading inventory (Caldwell & Leslie, 2012). The most important reason for using informal reading inventories with readers was to diagnose their reading challenges and provide instructions that would be directed toward the skills they lacked. The remote tutors had additional experiences with running records (Clay, 1985) and selecting developmentally appropriate interactive read alouds of children’s trade books, stories, informational texts, and other online reading materials. For example, materials included online newspapers, books, poetry, and tools, as well as educational literacy websites.


  In addition, they practiced teaching with iChat. They partnered with one another and took turns using the application. They began by selecting the name of their colleague in the sidebar. Then they clicked the Screen Share button to invite their colleague to share their screen. They waited for the other person to accept the screen share invitation and for the sharing app to open. They continued practicing how to open and end screen sharing. They also practiced how to share documents with one another for the purpose of sharing the reading assessments (i.e., graded word list and passages) with the students. There was also time to answer technological questions such as the following:


  
     Q: Is there a better way to quit sharing the screen? The program shuts down once we quit sharing.


  A: You’ll have to make the students aware of this glitch and let them know you’ll call them right back.


  Q: Can we quit the screen sharing without ending our tutoring session or video chat?


  A: No.


  Q: Is there a way to see the students as we tutor them?


  A: No.


  Q: How do we use and record our session using iChat?


  A: You can’t record while sharing the screen. However, you can use GarageBand to record while sharing the screen.




  Following the question-and-answer session, the teacher candidates practiced using GarageBand with iChat to record a pretend session. Finally, the literacy framework for tutoring was discussed. This framework was based on the works of Roller (1998) and Tancock (1994). The following were critical components of the literacy lesson framework:


 
	Reading easy or familiar texts at the student’s independent level


	Reading new texts at the student’s instructional level


	Reading challenging books at the student’s frustration level


	Shared writing


	Developing mini-lessons using guided and independent practices




  They could incorporate tools such as Apture, Diigo, or creative educational literacy gaming activities into the virtual learning instruction.


  The remote tutors were required to write individual reflections at the end of each tutoring session to identify the student’s strengths and needs for the current lesson. This reflective process helped the remote tutors appreciate teaching not only as planning and organizing instruction but also as focusing on students’ learning. In addition to writing self-reflections, the tutors were evaluated by the professor, who was in the space with the students. The tutor evaluation form was used as a feedback tool.


  By the end of the semester, each tutor wrote a case study report documenting the names of the assessments performed, instructional online activities that were used during the tutorials, and recommendations to parents and teachers. The individual case study reports allowed the professor and YMCA directors to assess the quality of the tutoring program.


  In a relatively large, sunny classroom with wood floors, students sat at tables with a laptop connected to their remote tutor, who provided intensive intervention in reading four days a week. It was a wireless room at the YMCA, so the connection dropped on occasion. On the whole, the students were engaged; they read to their tutors, who would later assess their reading levels and provide appropriate instructions to meet their needs.


  On a typical day, the professor arrived at the YMCA at 3:00 p.m. to set up the twelve laptops and make sure the Wi-Fi was working, iChat was on “available,” and the headsets were at the appropriate volume. This setup process was completed before the students’ arrival, which was anywhere between 3:30 p.m. and 3:50 p.m. On the first day of tutoring, the students gathered together to learn how to answer the iChat invitation and accept screen sharing from their remote tutors. By 3:50 p.m., FaceTime video calls from the tutors began to come in for them to start instruction. Next, I provide two sample cases of the remote tutoring.


  CASE STUDY 1: ALLISON


  Allison was a third-grade student who was eight years old. According to her teacher, she was reading at a second-grade level. Allison’s favorite subject in school was mathematics, and her least favorite subject was writing.


  Allison was not interested in writing, history, or science. Some of Allison’s favorite books included the 39 Clues series, as well as informational books about such animals as snakes and dolphins, in particular. In terms of reading, she worked to enhance fluency expression, rate, punctuation, accuracy, and phrasing. The fluency activities included read-aloud practice, as well as repeated, signaled, radio, echo, and choral reading. Allison preferred reading silently because she had problems with difficult or unfamiliar words while reading a story aloud on her own. However, she was able to answer most comprehension questions.


  Kayla, the remote tutor, began her first lesson by practicing read-alouds with Allison. She modeled expression, rate (or speed), and use of punctuation while reading a few pages from Stink: The Incredible Shrinking Kid (by Megan McDonald) to Allison. Then Kayla moved to guided practice so that Allison would practice reading aloud. At this point, she asked Allison to practice rereading the assigned passages to herself.


  Once Allison was ready to be recorded, Kayla reminded her to pay close attention to expression, speed, and punctuation while reading. After Allison listened to the recordings, they discussed what she did well and what could be improved. Later, Kayla provided Allison with additional passages from Scholastic online newspapers for practicing reading aloud and a read-aloud checklist (figure 4.1).
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  Figure 4.1. Phrase I. Fundations


  In another fluency activity, Kayla provided Allison with multiple exposures of readings (i.e., talking books, free stories, fairy tales) to help her develop words and phrases. Kayla had Allison reread the text on her instructional and/or independent level several times. At times, Allison listened to free online talking books, such as The Farm Animal (http://www.magickeys.com/books/farm/page1.html) by Rolando Merino, prior to repeatedly reading them. In this online version, Allison had the opportunity to listen to every individual word on each page. Other books she listened to were free online stories such as The Princess and the Pea (http://www.storynory.com/2006/03/04/the-princess-and-the-pea) and Kissa the Cat (http://www.storynory.com/2006/02/27/kissa-the-cat) on Storynory (http://storynory.com/archives/fairy-tales), a site that contains hundreds of audio fairy tales, including works by Hans Christian Anderson, the Brothers Grimm, Charles Perrault, and others.


  In the third activity, Kayla and Allison read online stories together and used signaled readings. Kayla reminded Allison to signal her by holding up one finger when she felt confident to read alone. Kayla said she would stop reading until a mistake was made, then she would rejoin Allison while she was reading. After several rounds of paired readings, Kayla allowed Allison to read alone and monitor her own mistakes. She encouraged Allison to self-correct if she noticed that something didn’t sound right. They also read from online magazines such as Time for Kids (https://www.timeforkids.com), which is made for students (K–6) and supports standards-based daily instruction. Other fluency activities that created great reading opportunities were radio, choral, and echo reading.


  Kayla used running records to assess Allison’s reading fluency. A running record provides a way to assess a student’s reading, determine appropriate levels of text for reading, and inform teaching. Taken at intervals, these records can show growth over time in reading skills. Kayla used a passage from the story The Littlest Knight by Carol Moore (http://www.magickeys.com/books/lk/index.html), and before beginning she reminded Allison that she would be timing her but needed her to finish the passage strong and with accuracy. She placed a copy on her shared screen and started the timer as Allison began to read. When the timer reached a minute, Kayla drew a line to mark where Allison was reading in the story. Although the timer had reached one minute, she allowed Allison to continue reading. Later, she looked for any errors, self-corrections, and repeats and calculated all the miscues.


  CASE STUDY 2: NATHAN


  Nathan was a third-grade student at Wood Elementary. He had reached a first-grade reading level. According to Words Their Way, he was in the early Within Word pattern stage. Nathan had been given the Bader Reading Passage at a first-grade level and read with confidence but needed work to improve his reading comprehension skills. Nathan was very successful with long vowel words. He had also been working on fluency in regard to expression, rate, punctuation, accuracy, and phrasing. He had shown improvements in reading with expression.


  Nathan loved playing games in his small group, especially the educational games from Google Chromebooks. He was most confident as he played competitive games. He focused and worked hardest on those games as his objective was to win. Nathan was very enthusiastic during the hour of his tutoring sessions.


  In preparing for the lesson Tina would teach on fluency, she read articles to find out what research said about the subject. She found when students are given the opportunity to practice rereading materials three to five times, they tend to improve their reading speed. Her research was followed by intense searches for fluency activities to incorporate in the virtual lessons with Nathan. She decided to use readers theater scripts, fluency phrases (Schreiber, 1991), fluency with punctuation, paired reading, and so on.


  Nathan sat at his station ready to accept Tina’s iChat invitation for his daily remote tutoring session. Once he accepted it, Tina shared her desktop with Nathan and asked him to read a familiar passage from an online international newspaper for kids called Our Little Earth (http://www.ourlittleearth.com). The chosen passage was at his independent level. Then he read a new e-book at his instructional level. Finally, Tina read a challenging book with Nathan at his frustration level. In the following sections, she shared two fluency lessons she taught in the virtual space.


  In Tina’s first lesson, Nathan was engaged in readers theater. This activity helps students become fluent readers. The repeated readings of the scripts are a critical component for students to develop confidence with the selected text. Readers theater enhances students’ fluency skills as they read the script multiple times to achieve accuracy; readers theater also encourages students to use expression and speed as they read. More importantly, they don’t need to memorize lines of the script. Tina explored an array of websites that offered various readers theater texts to be used in classrooms:


 
	Readers Theater All Year (http://www.readerstheaterallyear.com)


	The Best Class: readers theater scripts by Dr. Chase Young (http://www.thebestclass.org/rtscripts.html)


	Reader’s Theater Scripts and Plays: free scripts and plays for the classroom (http://www.teachingheart.net/readerstheater.htm)


	Aaron Shepard’s RT Page: readers theater scripts and tips (http://www.aaronshep.com/rt/index.html)


	FictionTeachers.com: teachers classroom theater (http://www.fictionteachers.com/classroomtheater/theater.html)




  Tina invited Nathan to act out a couple of short plays together. First, she modeled an example of how a fluent reader reads the lines during readers theater. Next, she and Nathan rehearsed the script together a few times before the final performance. Finally, they each spent about ten minutes reading their lines to themselves and preparing to act them out.


  Another lesson Tina taught was phrase reading, which was one of Nathan’s favorite reading fluency activities. Phrase reading is also known as scooping phrases. During phrase reading, students read the text phrase by phrase rather than word by word. They concentrate on reading in phrases and pause when they approach the punctuation. In addition, students can read short phrases on phrase strips for more practice.


  Tina began this next lesson with probing questions to guide Nathan in recalling what they had been practicing. She asked him to tell her what he remembered about rate, expression, and punctuation. Then Tina used readings from Starfall (www.starfall.com) and fluency phrases from Fundations Level 2 by Wilson Language Basics for her online literacy instructions.


  Starfall is a free educational website for early learners. It has everything from letter recognition and sounds to reading stories and poems. Students can actively practice letter sounds, vowels, diagraphs, and blends with different games, as well as read interactive online books. They can also read a variety of stories, and the website will help them sound out unknown words. Nathan practiced phrase reading with online stories from Starfall called Happy Mother’s Day, Dear Dragon and It’s Earth Day, Dear Dragon by Margaret Hillert (http://more2.starfall.com/n/level-c/fiction-nonfiction/load.htm?f).


  Once Tina retrieved the first story, she reminded Nathan to listen as the narrator read the story to them. She allowed him to click the speaker button to hear the narrator read the story on each page. The moment the narrator had finished reading, Nathan used the arrows to move on to the next page. At the conclusion of the story, Tina asked Nathan to turn back to the beginning of the story. Then she explained that both she and Nathan would reread the story aloud together. She reminded him to be conscious of his expression, speed, and accuracy as he read the story.


  Nathan was also given the opportunity to practice phrase reading with poetry from Starfall. He listened to them read “If I Could Touch the Sky” by Natasha Josefowitz and “My Shadow” by Robert Stevenson (http://more2.starfall.com/n/level-b/poetry/load.htm?f). Another activity Tina tried was fluency phrases (see figures 4.2 and 4.3). Tina told Nathan she would practice reading the sentences by scooping the phrases in the sentence. As she read the first sentence, Tina used the Diigo highlighter to make a scoop line from the first to last word in the phrase. She repeated this activity then moved on to the next activity.
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  Figure 4.2. Fluency Phrase II. Fundations
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  Figure 4.3. Oral reading fluency passage, curriculum-based measurement. Oral Reading Fluency Passage Generator


  Additional fluency resources Tina used for practicing phrases and sentences came from the Curriculum Corner (http://www.thecurriculumcorner.com/thecurriculumcorner123/2015/09/fry-fluency-sentence-resources) and ReadingResource.net (http://www.readingresource.net/support-files/shortsentences2.pdf).


  Tina’s goal was for Nathan to read with speed, accuracy, and phrasing. She used the Oral Reading Fluency Passage Generator (http://www.interventioncentral.org/teacher-resources/oral-reading-fluency-passages-generator) to create running record passages for Nathan’s preand post-assessments. Tina generated the passages by pasting in a few lines from the story The Little Gingerbread Man by Carol Moore (http://www.magickeys.com/books/gingerbread/index.html) in the appropriate fields on the site. Next, she was given the option to download the passages or send them to her email. The assessment included an area for documenting words read per minute and miscues. Figure 4.4 shows the running word count on the side of each line. Nathan was asked to read for one minute to determine his oral reading fluency (figure 4.5).
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  Figure 4.4. Tina listens as Nathan reads an oral reading fluency passage
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  Figure 4.5. Tina listens as Nathan reads an oral reading fluency passage


  Both case studies show that iChat can be used to effectively teach reading fluency skills online to challenged readers. Both the remote tutors and the students they taught gained from this remote experience. The tutors felt that tutoring online was a great idea and concept. It provided much convenience for them and allowed for a different kind of teaching and learning interaction.


  Other aspects of this project proved positive for the tutors. First and foremost, they tutored students who wanted to learn. This is a key component to this type of tutoring. The students were focused and truly wanted to improve their fluency skills. Tina stated she never once had to ask Nathan to pay attention or focus on his tasks. He was always willing to learn and was ready to go for the entire hour.


  Kayla stated how she liked the idea of working on computers because there are so many options to work with. She also felt the students were very engaged with computers, and the opportunity to work on one for learning peaked their interest further. The online activities she chose for Allison worked flawlessly with the computer, which allowed the lessons to flow with no problems in that area.


  Finally, Kayla believed this method of instruction gave her a lot more freedom because she could be anywhere and still be able to tutor. She liked the idea of not being scheduled to appear at a certain location, which would require more driving. This was a definite bonus because she was a commuting student.


  BEACHSIDE VIRTUAL SCHOOL


  Beachside Virtual School is highly rated with a student-teacher ratio of one teacher to eighteen students. The school’s philosophy reflects 100 percent student success, and teachers are committed to ensuring college, career, and life development for all students. The school also encourages strong university-school partnerships that provide a twenty-first-century outlook for all students by integrating digital technology into instruction. It was their goal to create innovative experiences throughout the curriculum that was taught using the platform Adobe Connect. In addition, the community surrounding the school was encouraged to get involved in student learning through means such as volunteering or joining committees.


  The school had two reading intervention specialists. However, one worked full time and the other worked part time due to financial cutbacks that limited the number of students receiving service to only those who scored below grade level. With this limited amount of service for challenged readers, they feared that some of the students could potentially fall through the cracks. Since the need for more support was a high priority, the administrator and staff came together to develop a plan. In doing so, the administrator at Beachside in collaboration with the staff decided to request assistance from their university partner, who quickly stepped up to meet this great need.


  The next steps would be for classroom teachers to identify challenged readers who scored below the twentieth percentile on a reading achievement test to participate in this partnership project, and they were recommended for the literacy lab. Those students received a double dose of reading intervention from a university remote tutor. The tutoring consisted of four sessions per week with fifty-minute lessons of instruction delivered over Adobe Connect for twelve weeks. As in many of the other remote programs, the remote tutors had access to all the resources each school already had. The resources included but were not limited to programs such as Moby Max, EPIC, CommonLit, and CNN 10. In addition, the tutors had a plethora of other engaging online resources for instruction that were introduced to them in their university classes. These included resources such as YouTube read-alouds, LibriVox, Flipgrid, and so forth. In the following sections, I’ve provided two cases: Carter in second grade and Isaiah in seventh grade.


  CASE STUDY 3: CARTER


  Carter was in second grade. He was one of three children, with an eleven-year-old brother and a nine-year-old sister. Both his mother and father completed high school, with some years of college. His father worked as a mechanic, and his mother was a housewife.


  Carter was referred by his classroom teacher and the intervention specialist. They said that he tried very hard but seemed to be “going backwards” in his reading. Major difficulties reported by his teacher were that Carter read word by word and could not adjust speed to difficulty of text. He had some problems with context clues, sight vocabulary, and phonics. However, he was an enthusiastic hard worker. He told his mother that when he read, the words sometimes mixed together. His eyesight was tested, but no problems were found. His teacher also shared that when Carter reread stories to her, the words learned would not transfer to new text. Carter stated he enjoyed riding his bike and swimming. He also enjoyed playing computer games on his iPad. He frequently visited the library with his mother and said that his family read to him regularly.


  Carter was able to use several strategies to figure out unfamiliar words. He was not afraid to go back and repeat the unknown word if his pronunciation did not sound right to him. Then he was able to sound the word out letter by letter. Carter had a few other strengths. He had a good bank of sight words and was able to quickly identify high-frequency words in isolation. In addition, he showed a great enthusiasm for learning. On the other hand, his word recognition strategies were limited. He often replaced unknown words in stories with those that did not make sense. Usually, he substituted (not mispronounced) real words with similar beginning sounds. He would quickly read another word without stopping to think or carefully look at the letters in the word. He did not use the context of the sentence and did not attend to the middle or ending letters to narrow his word choices so that they made sense in the passage. Carter recognized many more words in isolation than he did in contexts. He showed poor fluency when reading aloud. He tended to read slowly and word by word. His ability to read in phrases with expression was limited. Finally, Carter needed much prompting along with direct teacher encouragement for him to read with appropriate rate and accuracy.


  Jamar’s intervention goals for Carter were to build his confidence by helping him feel successful. He would provide Carter with authentic and engaging online literacy activities. Jamar would also help Carter learn more strategies to decipher unknown words, for example, reading words for meaning rather than word calling, using semantic context, and learning to look for word parts and common spelling patterns. Therefore, fluency was encouraged with repeated readings, teacher modeling, leveled texts, and so forth.


  Jamar always began his sessions with a greeting. Each day after sharing his screen with Carter, he asked questions such as “Can you see me?” “Can you turn your camera on?” and “Can you hear me?” Once Carter gave Jamar thumbs-up responses to the questions, Jamar would start with a fun question of the day. For example, “If you were PJ Masks, what color would you be and why?”


  One way in which Jamar helped Carter decipher sight-word vocabulary was through repeated reading. By seeing words placed in context and repeated across readings, Carter got plenty of practice using and learning them in continuous text. For example, Carter practiced using sight words in poems that he would read to Jamar over Adobe Connect. Whenever Carter was given a new poem to read at his instructional level, Jamar told him this was considered his “cold read” since he was seeing it for the first time. Carter read the poem from the iReady program titled “The Faces I See” by Aletha Bader. The iReady program was part of his classroom curriculum that provided assessments and personalized instruction for the students. Throughout the week Carter listened to the poem using the audio support within iReady. In addition, he continued to reread the poem several times. They designed a chart to capture and record miscues, as well as the amount of time it took to read the poem. By the end of the week, Jamar would have Carter read the poem again to conduct a “hot read”; he would later compare results from these two reads. In the following days, Jamar increased the difficulty of various types of readings. In so doing, he increased the level of scaffolding and guidance to keep Carter from feeling frustrated as he worked to gain success in reading fluently. He knew the importance of practice in reading fluency. Thus, the more practice and exposure to reading that Carter received during their remote tutoring sessions, the more his reading fluency skills would be enhanced.


  In another activity, Jamar decided to model fluent reading through the use of echo reading. The text selection was chosen from Carter’s digital library in EPIC (https://www.getepic.com). This website for children offers access to many books, audiobooks, and educational videos. After choosing the selected text, Jamar would read the story aloud line by line and have Carter echo read the same text. Jamar used hand motions, changes in tone of voice, and songs to make the lessons more fun when Carter practiced pronunciation and understanding of words through reading a repeated text. Jamar knew the power of repeating text and how it would affect Carter’s reading fluency.


  As Jamar modeled what fluent reading sounds like, he made sure to read each sentence with the proper phrasing and accuracy. When he was not satisfied with the echo, he had Carter repeat the phrase. On one occasion, Carter began reading, but then he restarted for his reading to be as accurate as possible. Jamar intentionally started with material that was fairly easy for Carter and asked him to pay close attention to any textual signals. As they continued to practice echo reading throughout the week, they gradually moved from easy passages to more difficult ones. In addition to reading the story to and with Carter, Jamar also used YouTube. For example, he and Carter listened to the story Catching the Moon (https://www.youtube.com/watch?v=9kTVtML08CE) read by Kevin Costner and Jillian Estell. Thus, Carter was able to see and hear expression, phrasing, and pace modeled by an adult and a child.


  Next, Jamar used sight-word sentence trees (https://www.playdoughtoplato.com/fluency-trees) to build fluency. Using sentence trees allowed Carter to focus on each word, improving accuracy and speed. Jamar began with teaching basic sight words and using them in sentences. Then he asked Carter to orally use them in a sentence. He said that he liked to ride his blue bike. Jamar translated his sentence into a fluency sentence tree (see figure 4.6) on the whiteboard in Adobe Connect, and they used the tools to draw a picture of his blue bike.
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  Figure 4.6. Carter’s sentence tree


  A final engaging repeated reading activity that Jamar used was the student interactive flip book (http://www.readwritethink.org/classroom-resources/student-interactives/flip-book-30054.html). This tool assisted Carter with more reading fluency practice. He typed sentences using sight words and then provided illustrations for them.


  Jamar’s tutoring plans also included reading material that ranged in difficulty from independent through challenging. Moreover, he used varying levels of support commensurate with the difficulty of the texts, thus aiming at the development of automaticity and prosody and, of course, always focusing on meaning making. He gained access to many leveled texts on EPIC. Using leveled texts was important because Jamar could select reading materials that were “just right” for Carter. He not only chose books on his level but also books of interest. When reading books on his level, Carter was able to read without stumbling over words and could read smoothly, thus increasing his fluency. Jamar and Carter discussed how to use the three-finger rule to determine if a book was too hard for him to read. He would begin reading a page and hold up one finger for every word missed. If he missed more than three words on a page, the book was too hard. Reading A–Z (https://www.learninga-z.com) was another valuable resource they used for selecting readings across different levels. Carter selected his own books and kept track of the ones he had read on his personal portal, whether using EPIC or Reading A-Z.


  CASE STUDY 4: ISAIAH


  Isaiah’s classroom teacher identified him as a low reader for an average seventh grader. He received intense intervention with the special education teacher to improve his reading skills. His classroom and special education teachers strongly believed in inclusive education, and they work collaboratively. Thus, his special education teacher provided push-in services within the context of Isaiah’s classroom.


  Isaiah was an outgoing boy who liked to talk and share about his life and hobbies. He was very alert in the classroom and liked to give his input in class discussions. He seemed very interested in having someone work with him one-on-one. He was a very friendly boy who liked to share his thoughts and ask questions when working with his remote tutor, Gabrielle. Isaiah would make eye contact when talking and was motivated during the tutoring sessions. He wanted to know why and what he was learning prior to each session. He was very pleasant and cooperative while working with the tutor. He was also a very polite and respectful student and had a very positive attitude toward reading in general.


  Isaiah always asked about the next remote tutoring session and if they could meet longer than the allotted fifty-minute timeframe. He looked forward to working with Gabrielle on reading skills and strategies. Each time he met with Gabrielle over Adobe Connect, he wore a big smile on his face and was ready to begin his tutoring session.


  As Isaiah engaged in the oral reading passages of the literacy assessment, he repeated and self-corrected several word errors. These miscues seemed to be used to construct meaning. On passage 6A, Isaiah had ten word-recognition errors, which showed frustration level, whereas on passage 5A, he made four word recognition errors that put him at the instructional level. He demonstrated very slow speed for the silent reading passage. He took about ninety seconds to read passages 5A and 6A. This showed that he definitely needed to work on speed in oral reading fluency. Thus, based on Isaiah’s assessment results and individualized educational plan, Gabrielle knew that Isaiah needed to work on increasing accuracy. He would be expected to sound out words in a text with minimum errors. Isaiah would also practice prosody or expressive reading that required him to not only read fast but also use correct phrasing and expression. In addition to scaffolding Isaiah during instruction, Gabrielle used read-aloud digital tools, repetition, ongoing engagement, and so forth.


  Gabrielle opened her session with a “question of the day,” which always allowed for an open-ended response from Isaiah. Gabrielle knew that Isaiah loved sharing his ideas with others, so that’s the reason she decided to incorporate questions at the beginning of each tutoring session. These were based on things outside of the classroom, so Isaiah had to come up with his own answer and vocabulary to respond to the question, which boosted his critical thinking skills.


  Following the question of the day, Gabrielle stressed one way of reading smoothly is to keep your eyes ahead of the words while reading to help your brain preview what words are coming next in the sentence. When Gabrielle used that particular strategy, she gave Isaiah warmup phrases that were lower than his reading level because she wanted him to see and feel it as he read it. She would randomly select eight to ten phrases from a Newsela (https://newsela.com) article. Although she would use the same article on various days, the selected phrases from the article would be different each time. As Isaiah practiced reading each phrase, Gabrielle timed each one for approximately thirty seconds with her phone timer. Then she asked him to read them a second time because the idea was for him to become more fluent while reading. Thus, she’d use these warmup phrases to get his reading started.


  Other times Gabrielle taught word chunking for the multisyllabic words found in the passage because these words were unfamiliar to Isaiah. Then on the second day she would get into the fluency phrases. Isaiah enjoyed the reading challenge whenever Gabrielle made Power-Point phrases. She would use animation and have the sentences fly in, and Isaiah’s goal was to read a sentence before the next one appeared. This activity was especially powerful when helping him read informational text on subjects such as the Civil War, the Battle of Bull Run, the Battle of Shiloh, and so forth. It not only helped him read more fluently but also improved comprehension because teaching informational text could be a challenge.


  One of Isaiah’s favorite activities was Beat the Clock. During this activity, Gabrielle intentionally chose books for Isaiah to read that were below his reading level. She used fun animated online classroom timers (https://www.online-stopwatch.com/classroom-timers) to determine his rate. Isaiah would reread the same story, attempting to increase his speed with each repeated reading. He enjoyed this game, although he did not always beat the previous readings.


  One final activity they used to practice reading fluency was sharing a book review. Gabrielle used the QR code tool in Flipgrid (https://info.flipgrid.com) to offer an engaging way for Isaiah to share his book review. After Isaiah wrote his book review, Gabrielle helped him record it as he repeatedly practiced rereading it. Next, she printed the Flipgrid-generated QR code and attached it onto the book to be scanned and read by others in the classroom. This was motivating for Isaiah because others would be able to listen to his review as a way to help them decide if they would read the book in the future.


  Gabrielle knew that as Isaiah’s accuracy increased, his attention would no longer focus on identifying words. Thus, he would gain a deeper understanding of the text.


  These projects provided support for many students as they were tutored online. Students saw many benefits as they mastered the fluency skills very quickly and understood exactly what their remote tutor wanted them to do. They were especially happy to read and complete their work online. Although it was a different type of learning environment for some of them, Allison, Nathan, Carter, and Isaiah were always focused on their task. Kayla, Tina, Jamar, and Gabrielle always gave them positive feedback on their work. Whenever the students struggled with any aspect of reading fluency, the tutors worked with them and would move forward after the students reached understanding. This helped them become fluent readers.
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  PROMOTING READING COMPREHENSION


  A considerable amount of research has been conducted regarding reading comprehension and instructional strategies that enhance comprehension (Anderson, Osborn, & Tierney, 1984; Calfee & Drum, 1979; Cervetti & Wright, 2020; Fogarty et al., 2014; Guthrie, 1981; Sencibaugh & Sencibaugh, 2015; Steven, Parks, & Vaughn, 2019; Swanson et al., 2017). The process of comprehension involves an active search for meaning. Once readers are mentally prepared for the task at hand, they need to develop flexible strategies that allow the comprehension process to move smoothly.


  David Pearson and his colleagues (Pearson, Roehler, Dole, & Duffy, 2011) posit that reading comprehension strategies are conscious and flexible plans that readers utilize as they actively construct meaning while reading. Rosenblatt (1938/1983, 1994) was the first researcher to propose that reading is a transaction between the reader and the text; therefore, readers construct their own meaning. Such strategies require readers to bring something from their own experience to a story.


  Many researchers argue that reading is a process to be learned mainly through actual reading; thus, readers require extensive practice (Chomsky, 1976). Others suggest the purpose of reading is to obtain meaning. Readers construct meaning from text based on their prior knowledge and experiences. Goodman (1967) calls breaking the code a “psycho-linguistic guessing game.” He suggests that readers use three, not one, cueing systems to predict and infer upcoming words. These cues are known as semantic, syntactic, and graphophonic cues.


  Several reading strategies have been identified as valuable for guiding students in learning to read, understand, remember, and enjoy text. For several years, researchers have contended that having appropriate background knowledge is absolutely crucial to understanding text. In earlier studies, researchers used passages that were purposely ambiguous but could be given a clear interpretation by a specific subgroup of readers (Reynolds, Taylor, Steffensen, Shirey, & Anderson, 1982). When familiar schemata were used, readers were able to apply new information in new situations.


  As teachers model instructional strategies such as KWL (know, want, learn) and REAP (read, encode, annotate, ponder), readers should be able to change their tactics while reading and have at hand a variety of strategies for overcoming any difficulties encountered along the way. Many students, when given the opportunity, learn to read long before they come to school (Holdaway, 1979). Through their storybook reading they develop a sense of story, and each day they come to recognize many words that are functionally important to them.


  Today, digital texts are becoming increasingly ubiquitous in the classroom. As new technologies emerge, it is imperative that educators are given the skills to incorporate electronic texts into their instruction in a manner that maximizes the digital reading comprehension skills of their students. Studies conducted on digital reading comprehension have highlighted that pedagogy used for teaching traditional texts is also successful when using electronic texts. Findings have indicated that digital text can actually enhance comprehension skills when compared to using traditional text alone (Brown, 2016; Coiro, 2011).


  Properly leveraging and infusing technology during instruction is paramount for teachers. Molin and Lantz-Anderson (2016) found that while digital media may be underutilized in the classroom and require different competencies, focusing on specific concepts in a structured, task-oriented fashion is beneficial for both traditional and electronic texts. Other research reinforces this point, and studies have found that concept-oriented reading instruction increases student motivation due to its engaging problem-solving nature (Guthrie & Klauda, 2014). By designing task-oriented instruction, educators help foster literacy growth in their students in a manner that naturally lends itself to scaffolding. Scaffolding works well with digital media because it is considered a catalyst of self-regulatory behaviors in students (Davis & Neitzel, 2012).


  Some of the best practices to use with digital literacy are social constructivist in nature. Creating digital narratives increases comprehension, as well as motivation (Gunter & Kenny, 2012). Studies have also found that social interaction through digital literature circles provides a rich educational experience (Tobin, 2012). In addition, engaging in social interaction helps to provide a deeper understanding of literary works (Mills, 2009).


  Technology allows for collaboration and cooperation in an interactive fashion that differentiates instruction, which in turn benefits students. Digital texts need to be incorporated into the classroom to prepare students for the world they inhabit, as well as maximize their reading comprehension skills.


  This chapter focuses on the use of different online platforms to teach reading comprehension. For example, through the Zoom and Webex platforms, remote tutors used the online highlighter and sticky notes from Diigo, downloadable books, and online newspapers, articles, stories, and poems to teach remotely. Through the interactions between remote tutors and students, it was noted that each student’s interest in reading and in being tutored were increased as a consequence of this experience.


  BACKGROUND


  At a Midwestern university, the Office of Community Engagement and Service (OCES) provided many K–12 volunteer tutoring opportunities for college students. There were approximately eleven thousand students engaged in some form (one time or ongoing) of community services. As neighboring school districts continued to request tutors in consistently larger numbers, no doubt the ever-increasing cost of transporting tutors to and from the school sites made it a challenge.


  Due to the high cost of vehicle insurance, maintenance, and fuel, it was imperative to explore other means of accomplishing the desired outcome of service to students. Hence, the OCES decided to partner with an urban school sixty miles away to pilot an innovative remote tutoring option. This would allow the college students to tutor fifth graders without leaving campus or their dorm rooms. More importantly, it would eliminate travel time (approximately two and a half hours) to and from the site. Rather than spending time on the road, tutors could use this extra time to reflect on teaching and plan future lessons.


  The partnership began with a face-to-face meeting with the professor, the OCES director, school administrators, a fifth-grade teacher, a curriculum coordinator, and a technology coordinator to discuss tutoring possibilities. The professor shared what it would take to create a positive remote literacy learning experience. First and foremost, she stated there needed to be a strong and solid bandwidth in the school because without a strong bandwidth, there would be too many drops in the system that would interrupt the remote teaching and learning process.


  As the conversation went back and forth during the meeting, the excitement in the room continued to rise because of the prospect of exploring an innovative pilot project. They knew it would be beneficial and everyone would win: the students would enhance their reading comprehension skills, and the tutors would build their knowledge of and skills in remote teaching and learning. By the end of the meeting, an agreement was made to test the system one week prior to launching the project.


  A week later, emails were exchanged between the partners to set up and prepare for the remote experience. The technology coordinator sent the following email to the OCES:


  
     Hello Partners,


  Do we have any indication yet how many tutors will be participating in the program? We are gearing up to set up the Google accounts and student assessment data extract and this will affect how we proceed and how many resources we assign to it.


  Thank you.




  Reply from the OCES:


  
     Hello,


  Sign-ups are happening today because our volunteers just began selecting placements today. I will let you know tonight how things are looking. I did get two Service-Learning professors to agree to offer it as an opportunity to their students, so I am hopeful!

  


  Reply from the classroom teacher:


 
    Hello Ladies,


  So, based on the information I got from Ms. J., let’s plan for 8 tutors. I will identify the 8 students then pair them up. Thanks.


  Ms. T.




  Request from the coordinator:


 
    Ms T.,


  Can you or someone at the school identify which students will be participating? Ms. J. (OCES), can you send the list of tutors (need email addresses to share Google docs) as it stands now? I will need these lists quickly if I’m to get the Google shared folders ready before the program begins. Thank you.




  Things moved very quickly, and the Google shared folders were in place prior to the single onsite visit by the college friends. Once they reached the site, they went straight to the computer lab to interact with the fifth graders under the supervision of their teacher. Following this single face-to-face visit, the college friends met remotely with the students at least once per week over a period of fifteen weeks.


  REMOTE TUTORING PROJECT


  Eight fifth graders and eight college friends took part in the remote teaching and learning project. The fifth-grade students were identified by their classroom teacher to receive fifteen hours of one-on-one tutoring. All tutors were first-year college students at a Midwestern university who had a strong interest in participating in service learning. Three of the tutors were able to use their service hours to meet the service-learning component of the education course in which they were enrolled.


  Prior to the first tutoring interaction, the professor offered several training sessions the tutors were required to attend. They were taught how to write lesson plans, teach, and reflect on the day’s lesson. They were provided with a lesson plan template and resources for teaching comprehension in a remote space. The tutors also spent time familiarizing themselves with Webex, a platform that allowed them to share documents, interactive literacy activities, and their desktops with the students.


  Once tutoring began, the tutors received ongoing assistance from both the professor and the classroom teacher because they knew the importance of ongoing support. For example, all tutors spent the first two weeks teaching from the OCES under the supervision of a college professor. Beginning in the third week, tutors had a choice to continue tutoring at the center or from anyplace else. Some tutors chose to teach remotely from their dorm rooms. However, when that option was chosen by the tutors, they recorded their tutoring sessions so the professor could observe their interaction with the students. The professor would promptly watch the video and provide tutors with feedback on their lessons. This helped them to prepare for the next week’s lesson. All recordings were automatically saved in Webex.


  In addition, the classroom teacher communicated with the tutors before and during the project. At the start of tutoring, she provided them with the critical standards (see figure 5.1) they needed to address during each session.


  The classroom teacher also stayed in contact with the college friends on a weekly basis to give them feedback and direction on next steps to take. She was always encouraging, thanking and praising tutors when communicating with them through email. She wrote,


 
    Hello All,


  Great 1st week. Everyone was able to get on, even if only for a short time. Thanks so much. The students are more excited than ever. Please combine some of what you all did today with week 2 work. Thanks.
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  Figure 5.1. Critical standards


 
    Hello All,


  Hope your weekend was great. Attached is the Week 3 focus standard. Thanks.


  Hello All,


  Just checking in, be sure that you just re-emphasize the work that you have been doing with them. The weeks seem to be coming fast and the time with the tutoring goes quick. Recap with the students and make sure they are getting what you are tutoring with them. In other words, don’t give newer information if the older work is not complete or if they are not showing comprehension. Thanks so much! You are really awesome!




  The teacher also kept in touch with the administrators and others overseeing the project. She kept everyone abreast by providing insight into what was going on from their end.


  A TYPICAL DAY


  It was 8:15 in the morning, and remote teaching and learning was about to take place. Adam, the lead tutor, was the first college student to log in. He greeted Chris, the lead student, saying, “Good morning. Is everyone here today?” The student replied, “Yes, everyone is here.” Then Adam asked, “How are you today? How was your weekend?” Next, Liz’s student appeared. It was delightful to watch the expression on Liz’s face and hear the excitement in her voice when her student arrived. Liz’s face lit up as she greeted the student with a smile. She asked, “Are you ready for Halloween? What will you dress like? Are you having a Halloween party at school?”


  As shown in figure 5.2, when Sidney’s student appeared, Sidney greeted him with a smile as well. Then he noted, “You look really nice today. Where are you going?”


  The tutors engaged the fifth graders with many online literacy activities for making connections, inferring, summarizing, thinking critically, and so on to enhance their comprehension skills. In doing so, they used Webex video conferencing, which offered integrated audio and video.
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  Figure 5.2. Students are greeted by their virtual tutors


  CASE STUDY 1: ANGEL


  Angel was in the fifth grade. Her favorite classes were math, because she liked multiplication, and science, because she enjoyed the hands-on projects. Her least favorite class at school was reading because she struggled to understand what she read. One of her favorite books was Captain Underpants by Dav Pilkey.


  When orally reading narrative or expository text, Angel was able to comprehend and retell more information. However, she struggled when she lacked interest in and vocabulary on the topic. Upon completion of the interest inventory, Angel stated she would like to receive help with learning long words, understanding what she read, and remembering what she read.


  Kailey’s lesson for this day, in particular, focused on the critical standard of making and checking predictions with references. In her first lesson, she engaged Angel in the reading comprehension strategies of making and checking predictions. The second lesson focused on summarizing information in the texts. The focus of the final lesson was developing different types of questions.


  The tutor, Kailey, began the first lesson with a warm-up predicting activity from ReadWriteThink called What’s in the Bag (https://www.readwritethink.org/search?s=what%27s+in+the+bag). This online version encouraged making predictions based on words (see figure 5.3). Angel was shown three words to describe what was in the bag. Then three word choices appeared, and she had to click on the one she thought matched the thing in the bag.


  They continued this activity for several rounds before moving to Reading A–Z, a website that provides multiple teacher resources, such as online and downloadable books, lesson plans, and other teaching and learning materials. From this site, they finished reading the short story “The Hollow” (http://www.readinga-z.com/projectable/book.php?id=1855&lang=1&type=book). Then Kailey used the Find the Clues worksheet to give Angel more practice in predicting and inferring. Angel did a great job of coming up with examples in the text that supported her predictions. Kailey noted Angel was grasping the concept of predicting and inferring, and it was evident she was ready to move ahead to the next weekly standard of main idea and supporting details.
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  Figure 5.3. What’s in the bag? ReadWriteThink


  Kailey’s second lesson focused on determining the central idea of a text and how it was conveyed through details. She began with the reading and discussion of two poems: “My Teacher Took My iPod” by Kenn Nesbitt and “Confession” by Bruce Lansky as shown in figure 5.4. The discussion focused on the following two questions:


 
	What is the poem talking about, and how do we know?


	Do the poems have anything in common? If so, what is similar?




  Next, Kailey and Angel moved to the main part of the lesson, which was the reading of an online article from National Geographic (https://www.natgeotv.com/int/return_to_titanic/about) titled “Return to Titanic.” As they read through the article, they used a free main idea map from the site Teachers Pay Teachers (https://www.teacherspayteachers.com).


  The purpose of this activity was to help Angel gain a better understanding of the article. To show Angel how to complete the activity, Kailey modeled by reading the first section of the article aloud and summarizing the main idea of that section. She wanted to make sure the instructions were clear prior to moving forward with the activity. Then, Kailey asked Angel to read the second section out loud, and they summarized that section together. The moment Kailey was certain Angel understood, they moved on to the next lesson.
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  Figure 5.4. Poems for discussion


  Finally, Angel worked independently to complete the rest of the activity by summarizing each section. As shown in figure 5.5, her responses were typed in the map in complete sentences. Once again, Angel showed evidence of grasping the concept. She successfully expressed her understanding of the article through a main idea map, which served as her notes for the article. She summarized each section, and when she finished reading the article, she wrote the main idea of the whole article. Her writing in this lesson was used in a later lesson as well.
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  Figure 5.5. Angel’s main idea map


  On one particular day, it was all about mystery. Kailey and Angel read mystery poems and a short mystery story. Kailey chose this genre because Angel loved mysteries. This genre was perfect for this lesson, since they were practicing how to develop different types of questions. Using the online mystery story “Pruxi and the Scary Ghosts” (http://www.storystar.com/php/read_story.php?story_id=12224), Kailey focused on the question-answer relationship strategy (Raphael & Au, 2005). The purpose of this strategy was to bring about a better understanding and ability to answer different types of questions. It also helped Angel look at the text closely as she read it. Next, Kailey introduced four types of questions for Angel to think about while reading.


  In the Book


  
	Right There (literal questions found in the text)


	Think and Search (found after combining multiple parts of the text)




  In My Head


 
	Author and Me (text may contain clues but schema is also needed)


	On My Own (not answered from the book at all)





  Kailey decided to use Diigo (https://www.diigo.com/tools/diigolet) highlighter and sticky notes to annotate this digital text throughout the completion of the task. Diigo is a website that allows users to highlight important information and add a sticky note to that specific information. Kailey began this activity by pulling up the story and modeling asking different types of questions using the sticky notes. She finished this lesson by having Angel work independently to ask questions about the rest of the story. As shown in figure 5.6, Angel highlighted and posed questions such as, “What else could the villagers do to get rid of the ghost?” (Author and Me question) and “How would you feel if a ghost sucked the oxygen from your house?” (On My Own question).


  Additional digital materials used to address the critical standards (previously shared by the classroom teacher) included online newspapers for kids, such as Dogo and Scholastic News. Dogo News (https://www.dogonews.com) is a free online source for current events, news, and nonfiction articles. Articles are sorted both by K–8 grade band and topic. Each article includes a list of vocabulary words that are hyper-linked to definitions in the text. Articles also include comprehension questions and a critical thinking challenge question that can lead to extended written responses. Another free online daily newspaper used was Scholastic News (http://magazines.scholastic.com). On this site, teachers engage students with online news, games, and activities. Teachers are also provided mini-lessons to have their students make and check predictions, write and publish responses to nonfiction text, and record main ideas and supporting details when reading a complex news story.
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  Figure 5.6. Angel’s QAR


  ST. EUGENE CATHOLIC SCHOOL


  St. Eugene Catholic School’s major goal was to equip every child to their fullest potential. Their students would strive for excellence, be problem solvers in a caring environment, and be supported through partnerships as they became lifelong learners. However, in March 2020, due to the COVID-19 pandemic, all K–5 classrooms were disrupted and their “normal” school days were quickly shifted from brick-and-mortar classrooms to remote learning. This new normal came with many challenges. But this school reached out to the nearby university to brainstorm ways their teacher preparation programs could assist with student interventions. They were concerned and didn’t want their most vulnerable student population to be left behind. The school was already facing a financial crisis and had recently cut back on reading specialists, and the student-teacher ratio was one teacher to twelve to fifteen students.


  One intervention specialist and one literacy coach were in the building daily. They both worked in the building on a day-to-day basis. The intervention specialist worked with students in kindergarten through third grade. The fourth and fifth graders did not have an intervention specialist working in their grades. On the other hand, the reading specialist worked with teachers and students in kindergarten through fifth grade.


  As they worked together and moved forward, the administrator and her staff had many questions, for example, the following:


 
	Will we need funding to pay tutors?


	How many tutors will we need?


	Will they be matched one-to-one? One-to-two? One-to–small group?


	How will tutors keep the students engaged?


	How many days of tutoring are available per week?


	How many hours per day?


	How do you train tutors?


	For how long should the tutoring session be held?


	Are parents involved?




  Because the teacher preparation program had a small group of experienced candidates who had previously engaged in remote teaching and learning, they were prepared to help the group navigate their unfamiliar virtual space. Thus, several remote tutors were paired with students to provide individualized instruction. The candidates would tutor the students twice a week for twelve weeks from 9:00 a.m. to 10:00 a.m.


  CASE STUDY 2: PAIGE


  Paige was an eight-year-old girl who recently completed second grade. During the course of the semester, Paige and her tutor, Mya, had various tutoring sessions through which Mya discovered Paige’s strengths and challenges in her academic abilities, hobbies, and family structure. During the first tutoring session, Paige completed a “get to know me” activity that included basic information about her life. From that activity it was clear that Paige was passionate about swimming, loved to eat pizza, and her favorite color was purple. Paige was interested in several computer games. She seemed to spend a lot of time playing games on her iPad. Paige was a very social student and had many friends in the classroom. She shared information about her family, specifically that her parents were divorced and she had two younger siblings. She got along well with her brother and sister, and they spent the majority of their time with their mother. Paige demonstrated much difficulty in school, especially in the area of reading. Paige’s teacher felt that her performance in school had regressed over the year.


  Based on the outcome of her assessments, it was evident that Paige was below grade level in her overall reading ability. Paige’s results from the Dolch sight-word list revealed that word identification was her strength. Although Paige read simple texts accurately, she wasn’t able to comprehend them in context. She also demonstrated difficulty with completing sentences with words that made sense. In the “Guess the Covered Word” online activity, she was unable to successfully complete the task as Mya read the sentence, “It is a _______ sunny day at the beach.” Paige’s first response was the word swimming. After Mya reread the sentence with the word swimming in the blank, they decided that it did not make sense. In addition, she struggled with making predictions and story retelling.


  To help Paige enhance her comprehension skills, they frequently engaged in making predictions while reading stories together. As they read short passages, Mya would ask the first question, and Paige would respond by telling her what would happen next. Since Mya provided only two choices in which one made sense and the other didn’t, Paige often selected the correct answer. Then Paige would ask the second question, “What made you think so?” Once Paige became confident with this activity, Mya introduced new passages without providing any prediction choices. Paige read the passages independently and with practice began to successfully respond to Mya’s prediction questions.


  In another online activity, Mya shared her Zoom screen with Paige to practice story retelling. First, they listened to the online story “The Last Stop on Market Street” by Matt de la Peria (https://www.youtube.com/watch?v=zk6CWvW_5-s) as Mya paused the story to model retelling throughout it. Next, Mya changed the screen to demonstrate how to summarize the story using the five important elements for a story retell. The story elements they explored were (1) characters, (2) where the story takes place, (3) the problem in the story, (4) the solution, and (5) favorite part of the story. For example, Mya periodically paused the story as they read to ask who were the characters and so forth.


  Mya and Paige also worked together to practice choosing a character from the story and analyzing his or her character traits. These traits told how a character acted or behaved in the story. Mya used the whiteboard on Zoom to type character traits as she demonstrated the think-aloud strategy. In doing so, she gave Paige an example of Nana’s character traits and how she always portrayed a positive attitude and wisdom when CJ asked many questions. Finally, for each trait that was chosen, Mya provided evidence of the character’s actions, words, and attitude from the story. For example, Nana showed wisdom when she stated that some people watched the world with their ears.


  The following day, they practiced and developed a plot summary that was used to inform Paige of the sequence of events in the story. First, they reread the story, then Paige retold the story orally, as well as through writing. This time her retellings included the beginning, middle, and end of the story. Together Mya and Paige used the free software MyStory.com to write and draw pictures about their favorite parts of the story. This was followed by placing the events in the order in which they happened in the story from the beginning to the end. As shown in figure 5.7, in a follow-up to listening to and reading “The Last Stop on Market Street,” Mya engaged Paige in a vocabulary memory matching puzzle game (https://www.rif.org/literacy-central/material/last-stop-market-street-memory-matching-hard) to reinforce easy and challenging words Paige had encountered in the story.
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  Figure 5.7. Vocabulary memory matching. Reading Is Fundamental


  CASE STUDY 3: DANIEL


  Daniel had recently completed fourth grade. He enjoyed school and had many friends in and outside of school. He enjoyed riding his bicycle, playing drums, and playing basketball video games. Daniel was the middle child in his family. He had two older brothers and two younger sisters. His mother and father were college graduates. His mother was a classroom teacher, and his father was an airplane pilot.


  Due to Daniel’s low score on his cognitive development assessment, he had been identified as mildly intellectually disabled with autistic traits. His parents believed that Daniel’s birth as a preterm baby contributed to his developmental delays and autistic traits. Thus, his tutor, Josiah, used Daniel’s individualized educational plan goals to guide his tutoring instruction. Many of Daniel’s vocabulary lessons focused on identifying antonyms, compound words, and sight words. Daniel also practiced reading, rereading, retelling, and story writing.


  Josiah felt it was important for him to work with Daniel using the Webex digital platform because it offered a lot of accommodations for Daniel. Josiah knew the importance of providing a schedule as well as using a timer or visuals to help maintain structure. Thus, he began each session by asking Daniel how his day was and giving him time to share a response. He also made sure Daniel received clear instructions and the same routine of reading a passage or book, working to improve vocabulary, and writing a story.


  The first lesson ideas were sparked by a recent story that Daniel had written and was very proud to read aloud to Josiah. It was a story he had created about animal habitat:


  Otters have backbones.


  They take care of the babies.


  This otter is gray.


  He is hungry.


  He is eating fish.


  Gorilla lives in the rainforest.


  Gorilla eats and rests.


  Josiah listened as Daniel read the story, then he probed Daniel for more language to describe the gorilla. He asked what color the gorilla was and what it was doing. Then Daniel said the black gorilla was in the rainforest, and the gorilla was climbing up the tree. Josiah praised Daniel for including the descriptive language. Next, as they began a lesson on antonyms, Josiah shared his desktop to review and reinforce the meaning of antonyms that Daniel had already learned in the classroom. Josiah provided visuals that illustrated the opposite of dry is wet, the opposite of top is bottom, and the opposite of clean is dirty. Then Josiah introduced Daniel to the educational antonym activity on ABCya called Step Right Up (https://www.abcya.com/games/wordtoss_synonym_antonym). He modeled the activity several times, then they both engaged in one round together. Finally, in this activity, Daniel showed his knowledge of antonyms by reading a word at the bottom of the screen, then telling Josiah which bottle held the corresponding antonym.


  Next, Josiah gave Daniel control of the mouse so he could click on the antonym bottles himself. Daniel’s score was eight out of ten. They continued this activity for a few more rounds before moving on to the writing section of the tutoring session. Afterward, Josiah presented the website My Storybook (https://www.mystorybook.com) to Daniel. He told Daniel this tool would be used to create his own online story, and anyone he knew, whether near or far, would be able to read it. This was motivating for Daniel because he wanted to share his story with his grandparents who lived outside of the United States.


  Josiah informed Daniel that the story would include characters, setting, problem, and solution. Daniel clearly understood characters and right away chose two boys for the story. One boy was named James and the other Moryn. Josiah explained that the setting of the story is used to tell the audience where the story takes place. He shared that it could take place on the beach, at school, in the house, outdoors, at the park, or anyplace the writer chose. Daniel decided his story would take place outside. Daniel spent the rest of the tutoring session developing the text and creating the illustrations for the beginning of his online story using My Storybook.


  The next time they met online, Daniel read aloud to Josiah. This time he chose to read from one of his own books, but he read with many errors. So Josiah modeled reading the story to Daniel and periodically stopped, processed, and recalled information from the story. Then they reread it together. Finally, Daniel reread it for a third time by himself. After reading a passage aloud to Daniel at least three times, Josiah asked him to draw a picture of what he saw in his head.


  Josiah noticed Daniel needed more practice, so they spent most of the day’s session reading and rereading passages, as well as listening to them. Josiah gave Daniel shorter passages to read because they seemed best for him. But as Daniel began reading with confidence, he became slightly distracted and less confident in reading words he didn’t know. Whenever he was unsure of a word or phrase, he made one up rather than trying to figure it out. Josiah scaffolded Daniel on how to use context clues to better understand unfamiliar words.


  Later, they revisited the meaning of antonyms and continued to share examples. Josiah engaged Daniel in the interactive antonym game Furious Frogs from Arcademics, a free educational site that combines arcade and academics. In this language arts game, each player used the “furious frogs” (https://www.arcademics.com/games/furious-frogs) to match a pair of antonyms. They continued this activity for several rounds, then moved to the writing lesson for the day.


  During the writing section of the tutoring session, Daniel continued writing the story from the previous session. Josiah explained that the story also needed a problem and a solution. First, they brainstormed a few ideas regarding the problem. Then Daniel came up with the idea that there would be one ice cream and both boys wanted it. Josiah praised Daniel for thinking of that story problem. Then Josiah said the next step would be to identify a solution for that problem. At first, Daniel really struggled to understand the solution. Thus, Josiah came up with different solutions. Finally, it became clearer to Daniel, and he suggested the boys go back to the store and buy more ice cream (figure 5.8). Josiah was pleased with Daniel’s responses and made plans for the next writing lesson to include the five elements of a narrative story. The narrative story mapping elements are characters, setting, events/plot, conflict, and resolution. These elements would provide Daniel with another strategy for comprehending story details. Daniel would be aware of what information to focus on and pay special attention to while reading narrative passages.


  [image: chpt_fig_037]


  Figure 5.8. Daniel’s story


  These remote projects were beneficial and will hopefully be helpful to others involved in remote teaching and learning. In addition, they benefited the second, fourth, and fifth graders. Angel’s teacher noted, “Students love the project. After working out some technical issues, we were getting faster at logging in and utilizing the time more effectively for learning. The experience increased each student’s interest in reading and learning remotely using an online platform. The only ‘problem’ on our end was that more students wanted to be part of the project than we could currently allow at the time—it is a good problem to have. What an awesome instructional and learning experience! Thank you, University Partners!”
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  MAKING A
CYBER-LITERACY CONNECTION


  The National Center for Educational Statistics indicated in its 2000 report that five out of every one hundred young adults enrolled in high school in October 1999 left school before October 2000 without successfully completing a high school program. Data also revealed that in 2000, about three-quarters (75.8 percent) of the dropouts were ages fifteen through eighteen and that about two-fifths (42.0 percent) of the dropouts were ages fifteen through seventeen. The data indicated that the public high school systems were not meeting the needs of many young adults.


  Based on data from the Current Population Survey, between October 2000 and 2015, the dropout rate decreased from 10.9 percent in 2000 to 5.9 in 2015. Over a five-year period, from 2010 to 2015, the status dropout rate fell from 7.4 to 5.9 percent. The status dropout rate refers to the percentage of sixteen- to twenty-four-year-olds who are not enrolled in school and have not earned a high school credential (either a diploma or an equivalency credential, such as a GED certificate).


  Thus, in addition to alternative placements, colleges and universities can take part in serving these young adults. This chapter sheds light on how one university was able to form a cyber-literacy connection with students attending an alternative high school (AHS). The purpose of the project was to offer clear insights of a writing project that professors, teacher candidates, classroom teachers, and their students could easily replicate. Teacher candidates in this chapter will be referred to as cyber-mentors due to their role as remote tutors of high school students.


  In Mrs. Brown’s alternative high school classroom, she worked with students ranging in age from thirteen to twenty-one. The average student was two years behind grade level, and reading was an extremely daunting task. Not only were the students facing a reading barrier; they were also contending with a barrier within their learning environment. Mrs. Brown stated that her class was once located in a busy hallway within the school building. She explained,


 
    We placed old partitions in the long, dark hallway to keep others from walking through our class. However, there wasn’t much that we could do to avoid being disturbed by the boisterous sounds surrounding our class. It was like we could hear everything in the school that made noise. For example, we heard voices of students, shuffle of feet and last but not least, the boiler, what a rumbling sound it made.




  Subsequently, her class was moved to a room that was formerly used as the school’s storage room. The move to the storage room was an attempt to create a learning environment that was conducive to traditional learning (Kagan, 1987). In this room, Mrs. Brown taught four classes per day limited to twelve students each. A large number of the students had poor writing skills. Their papers lacked introductions and conclusions and had no paragraphs. Many students wrote papers that, unfortunately, had no relation to the question asked, and they were then encouraged to rewrite them. Therefore, Mrs. Brown’s role was to enhance students’ skills necessary for success at school and to further encourage them to bond with staff and fellow students. She felt that interacting and bonding with college students would be very useful for student learning.


  Although she had a strong interest in this, Mrs. Brown wasn’t exactly sure how to make it happen. After hearing and reading about cyber-literacy projects that engaged students in meaningful learning at a university some forty-five miles away, she decided to have her name placed on the university’s cyber-partnership list. Weeks later, she was contacted and invited to participate in the cyber-literacy project (Boxie, 2002; Boxie & Maring, 2001). She gratefully accepted the partnership because she knew that technology was quite motivating and advantageous for her students, and they enjoyed using computers. Accordingly, she used this opportunity to make a literacy connection from the storage room to the college room.


  THE STORAGE ROOM


  The storage room, also known as the AHS classroom, served students who had difficulty functioning in traditional high schools. These students lived on their own, with friends, or with a series of people. Some were self-supporting, while others were homeless. The students attended the program for two and a half hours per day, four days per week. The classes lasted six weeks (also known as a hexter), and students took two subjects at a time. Their academic subjects included reading, math, science, social studies, and English. They were also required to complete a health and wellness class, which carried a half credit.


  Finally, the students took a class called Secrets of Success or Seminar of Success. In part, they covered topics such as having a positive attitude, developing communication skills, dealing with emotions, solving problems, and working as a team. The teacher stated, “Some students move on after one six-week session, many stay for a total of twelve weeks, while a few linger or don’t return.”


  Each class period typically began with a short group discussion regarding students’ feelings. During that time, the teacher used provocative questions that were taken from Les Christie’s Have You Ever or What If books. Next, the students worked independently for the thirty minutes, reading silently or developing and writing stories, which they would send to their cyber-buddy for feedback. The feedback took the form of suggestion, guidance, praise, and so on. Before being dismissed, the students completed a self-assessment form for the day on the five Ps (prompt, prepared, polite, participation, and positive mental attitude) and told Mrs. Brown something they learned that day.


  Once a week Mrs. Brown held a probation intervention class consisting of students trying to earn their way back into the program. These were returning students who had trouble completing their work or had an excessive number of absences.


  THE COLLEGE ROOM


  At a land grant institution in an isolated area of the northwest, teacher candidates in a content literacy course were assigned to complete a cyber-literacy project. Teams were formed on the basis of common majors. For example, teacher candidates majoring in elementary education were paired with elementary teachers, and English majors were paired with English teachers. However, the English majors decided they wanted to make a difference in the lives of disadvantaged youth, so they decided to pair with Mrs. Brown, an AHS teacher.


  During the first four weeks of class, the main focus was helping teacher candidates build a knowledge base of literacy strategies needed to enhance writing. They spent many hours reading and reviewing professional texts and articles. The teacher candidates also reviewed Essential Academic Learning Requirements benchmarks and viewed archived course websites that gave them insight into what was required, as well as a sense of what others had accomplished in previous semesters.


  During the next few weeks of ongoing communication and collaboration between the teacher candidates and the classroom teacher, ideas were exchanged, suggestions were given, and support was provided as the cyber-literacy project unfolded. Researchers suggest that collaboration, shared purpose, and commitment form the basis of a successful partnership (Mullen & Lick, 1999; Osguthorpe, Harris, Harris, & Black, 1995; Townsend, Nail, Cheveallier, & Browning, 2013; Wangemann, Ingram, & Muse, 1989).


  WRITING MISS DAISY PROJECT


  The Writing Miss Daisy project was designed to support students’ writing in an AHS classroom (Applebee & Langer, 2011; Atwell, 1987; Graves, 1983). The title of this project was influenced by the title of the teacher candidate’s favorite movie, Driving Miss Daisy. As teacher candidates planned this project, they considered the learning styles of the high school students and the desired skills needed for enhancing their learning. The goal of the activities and assignments was to encourage and challenge students to achieve in writing. As Romano (1987) explains,


 
    Amid the madness of the demands for competence-based test of composing ability, ludicrous quantitative measures of writing skill, we English teachers too easily lose sight of our primary goal. We must encourage, beckon, urge, even incite every one of our students to write—not occasionally and not in proper paragraphs or five-paragraph essays, but often, and in their individual voices, each cut loose, each growing, changing, and maturing by the very act of writing. (p. 14)




  Students from the AHS were involved in writing a personal narrative based on an experience of their choice. They received their first email from their cyber-buddy requesting that they begin by completing the first introductory writing activity on the “pit stop” called Meet-in Cyber. The pit stop was a timeline that gave a day-by-day overview of what was expected to happen in class. One AHS student wrote,


  
     Hi my name is Mary. I am 20 years old and going back to school for the third time. I like doing crafts and spending time with my little sisters. Most of my spare time is spent babysitting or playing games with my little sisters. How is college and is it what you thought it would be.




  The response given by the college cyber-buddy stated,


 
    Hi Mary, I am paired with you for this semester to respond to your writing. Part of the writing process is revising. I will ask you questions about your writing and make suggestions to encourage you through this process. Don’t forget to use your spell checker.


  College is nothing like I thought. It is a time to meet new amazing people and learn things about myself I never knew. I wouldn’t trade my time here at Northwestern State University for anything. I am very grateful for this opportunity. I am thankful for my family. I am excited to learn more about you and I hope some of this feedback helps. Mary, it is a pleasure to meet you!




  Once cyber-contact had been established, the AHS students took another trip to the pit stop. The teacher candidates had constructed an activity to help the students generate information that would later be used to write a personal narrative. Students outlined their hand on a sheet of paper and wrote words around the hand that described themselves or activities they enjoyed. For example, one hand included the words frog, California, Adidas, runner, and May 22nd. The students were asked to add details to their hand, such as rings they were wearing, their wristwatch, or any scars/tattoos they had.


  After a few minutes of writing words that described themselves, students worked with a partner and shared in detail what they had written on their hand. For example, one student shared that the word runner meant that she was once a long-distance runner. Once students had a chance to meet everyone and ask each other questions, they used the information from their hand activity to write a paragraph about themselves or a topic of interest.


  The strategy of clustering was also introduced. Some students used clustering to generate ideas of what to write about on their topic of interest. Clustering is a prewriting tool that helps students brainstorm ideas, explore the many directions that their topic could take, narrow down general ideas into more specific topic areas, and discover what they want to write about.


  When the AHS students composed the first draft of their personal narrative, they were ready to follow the steps for engaging in the cyber-writing activity with their cyber-mentors. They used a preaddressed email link to submit their work to their cyber-mentors for feedback. The teacher candidates developed and used an analytical scoring guide to evaluate the students’ overall performance. Analytic scales are grading guides that contain a list of qualities or features of writing with a numerical rating for each item. The rated qualities were shared with students to provide them with criteria to consider while writing. One student wrote,


 
    My interest is in old trucks, therefore, I am writing about old trucks. There are a lot of uses for old trucks, and cars. Today let us look at some of them. I found that you can soup them up and make them into high performance cars, and trucks. You can make them into lowriders, jecked up. They have enough room for your big engines like your 440s, 454s, 427s, 350s, 302s, 360s. There is a lot of different types you can get, like Ford Chevrolet, Dodge, General Motors, Pontiac, and Honda. There are a lot of different types of cars by these companies. You choose the company you want to deal with and ask about all the cars they put out and if they don’t have the type of car you want then go to another company. Like if you went to Dodge and asked for a Camaro they would look at you as if you were joking, and if you went to ford and asked for a Chevrolet product they would look at you the same way. We all know that we need a reliable source of transportation and that is why I decided to do this.




  The teacher candidate responded by saying,


 
    GREAT start on your story! We are so impressed! We knew you could do it! The topic you chose is very interesting to us and you have included some fascinating information of how one could improve the quality of old trucks. But could you explain to us what you mean by “old trucks.” How old is old? 1960? 1970? Or . . . tell us other reasons why you like old trucks. Since, you mentioned both old cars and trucks in your story, perhaps you should state that in the introduction. Keep sending revisions and any other stories you have!




  The teacher candidates felt that students were willing to write not only because they were writing about topics they were interested in but also because they knew the candidates would diligently read the papers. The students wrote about topics such as cars, happiness, television, drugs, and sometimes violence. One teacher candidate stated that his cyber-buddy was so motivated to write that her story was one of the first stories he received. He responded and asked her to add details to the events to help make it more believable. She had great chronology to her events, but the story lacked details. The AHS student responded the very next day with more details added to her story.


  Through the Writing Miss Daisy project, students focused on reflecting on their story and deciding what elements to include. They also focused on editing and revising their narrative. Thus, their writing, reading, and critical thinking skills were enhanced as they received feedback from the teacher candidates. Finally, publishing their stories online gave them a sense of accomplishment and a chance to see technology working for them and not excluding them because of their socioeconomic background.


  Using technology can sometimes be a challenging endeavor; for example, during this project, servers went down and other glitches occasionally occurred (e.g., links did not work or graphics unexpectedly disappeared from the page). Other limitations involved lack of time in the content literacy course and sometimes lack of effort on the part of the teacher candidate. In light of the limitations, it is clear that the classroom teacher, teacher candidates, and students need ongoing support to help them productively engage in cyber-mentoring activities.


  FEEDBACK FROM THE COLLEGE ROOM


  Teacher candidates were coached in advance on the use of various forms of electronic feedback. Twelve forms of electronic feedback (Bonk, Malikowski, Angeli, & Supplee, 1998) were used as options/categories for giving feedback to AHS students as the interactions took place (see figure 6.1):



	Social acknowledgment


	Questioning


	Direct instruction


	Modeling/examples


	Feedback/praise


	Cognitive task structuring


	Cognitive elaborations/explanations


	Push to explore


	Fostering reflection


	Dialogue prompting


	Scaffolding


	Email discussion




  Johnny, a teacher candidate, expressed his feelings in general about providing feedback to students during the writing process by saying, “I really enjoyed the authentic experience of being able to interact with a learning community through cyber. The students seemed very interested in the responses they received and really took what we said to heart. I could see the advancement of their writing skills as the project progressed.”


  As these remarks reveal, the teacher candidates saw themselves as co-constructors of knowledge and were inspired to see that students took their advice to improve their assignments. Moreover, the teacher candidates’ involvement as guides or mentors in this social collaborative environment helped enrich the students’ writing.


  [image: chpt_fig_038]


  Figure 6.1. Cyber-mentoring feedback


  CONCLUSION


  Forming a cyber-partnership was an effective way of making a literacy connection from the storage room to the college room. As the AHS students worked closely with their cyber-mentors, they became more aware of the literacy strategies (e.g., KWL, clustering, asking questions, writing process) they needed to construct meaning. The literacy strategies employed in the project helped students understand the specific actions they needed to take to gain understanding and assess their learning. The literacy strategies also helped them to focus their minds on the matter of reading and writing to learn and to engage in metacognition.


  Students were also able to recognize and appreciate quality writing. As one student stated, “The strategies did improve my writing because the strategies helped me focus my writing and organize my ideas before writing. I usually have trouble concentrating on one specific topic, forming paragraphs as I write a paper, but this time, I felt so much better about it.” Thus, an analytical rubric was used to assess students’ written work. The students scored an overall average of 91 percent on measurements of the three writing traits (content/ideas, style, and organization).


  During the process of cyber-partnership, literacy learning took place in cyberspace, where teacher candidates and AHS students were connected by electronic text. Throughout the ongoing communication, email was used within the cyber-partnership to engage in the writing activities. This made collaboration in a school-university project possible and, thus, showed how cyber-partnering created an environment that encompassed both literacy and technology.


  In addition, the Writing Miss Daisy project served many purposes beyond writing. Mrs. Brown stated that the classes working with college students had better attendance. They were enthusiastic about interacting through cyberspace and receiving feedback from the teacher candidates. The students were taught to contextualize literacy strategies within the writing assignments as they worked to achieve success.


  Furthermore, several AHS students decided they wanted to become writers. One student who came to get a GED decided to stay to get a diploma. He was so fond of his experience with college students that he wanted to move on to a technical institution after graduation and become a computer technician. Thus, creating more partnerships between colleges and AHS students can turn an obstacle into an opportunity for successful literacy experiences.
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  FOSTERING AUTHENTIC WRITING


  For adolescents to develop as writers, they must be taught to write and given time to write in the classroom. However, in a large-scale study of middle school and high school writing instruction, Applebee and Langer (2011) found that students produced only 1.6 pages of text a week in English classes and even less in their other content classes. Furthermore, they found that little time was devoted to explicit writing instruction, and much of what the writing students did in classrooms was inauthentic in nature, taking the form of completing worksheets and writing within highly formulaic structures. The most recent National Assessment of Educational Progress (2011) results indicate that only 27 percent of eighth graders scored at or above the proficient level in writing, suggesting that we must increase the frequency and quality of writing instruction in our nation’s classrooms.


  One reason for the lack of writing instruction and opportunities for students to compose in class is that new teachers, especially new content area teachers, are entering their classrooms unprepared to teach writing (Pytash, 2012). In fact, in a national survey of language arts, social studies, and science high school teachers, researchers found that 71 percent of all teachers surveyed received minimal, if any, preparation to teach writing during their teacher preparation program (Kiuhara, Graham, & Hawken, 2009).


  Nail and Townsend (2010) suggest that using the Internet to connect teacher candidates with students allows teacher candidates to begin to think about how they would approach a specific teaching situation before they are in their student teaching internships, wherein they must assume the full role and responsibilities of the teacher. For example, teacher candidates can focus on one aspect of their future role as a teacher, such as responding to student writing, before they are expected to perform all the duties of the classroom teacher.


  The goals in designing the Mentored Multigenre Project were twofold: (1) to explore how virtual interactions between teacher candidates and high school writers contribute to candidates’ self-efficacy in teaching writing and (2) to create an authentic opportunity for high school students to receive writing feedback from new readers, who served as virtual writing mentors, outside of their high school building.


  In this chapter, the focus is on instructional practices and support received by high school students during the Mentored Multigenre Project using Edmodo. Then I share an emergent case from the project that demonstrates the virtual writing collaboration experience in action and evaluates the extent to which it created an authentic writing experience for high school writers.


  CONCEPTUAL FRAMEWORKS


  Authentic Writing Instruction


  The project was designed for the high school students to gain an authentic writing experience. Behizadeh (2014a, 2014b) argues that rather than residing in the writing task, authenticity is subjective and resides in the extent to which the student perceives that the writing task connects to his or her life outside of school. In her grounded theory study, Behizadeh (2014a) drew data from twenty-two adolescents over a two-year period to identify three factors that increased students’ perceived authenticity of school-based writing tasks.


  The first factor, choice of a valued topic, refers to students being able to choose topics based on their personal interests, prior knowledge, desire to learn something they deem valuable, or level of importance, which can increase the perceived authenticity of writing tasks. Behizadeh stresses, however, that “although choice increases authenticity, completely free choice does not always yield an authentic topic” (2014a, p. 34). In a case study of a writer drawn from the larger data set (2014b), Behizadeh demonstrates how one-on-one writing conferences can be used to provide structure to students’ process for selecting topics so that they can better identify an authentic topic for writing.


  The second factor, writing for impact, refers to the extent to which students believe that their writing will have an impact on an actual audience. Behizadeh (2014a) explains that it is not enough for students to know that their work will be read by others; they want their writing to make a realistic impact. Students in Behizadeh’s study believed they could make an impact with their writing by changing opinions, helping others, and helping readers understand their perspectives. However, they did not believe that their writing could make an impact at a systemic or global level, and they felt that people in positions of power were not going to give weight to adolescents’ ideas.


  The third factor, dominance of expression over conventions, refers to the extent to which the ideas students express in their writing are valued over the mechanical correctness of their writing throughout the writing process. Behizadeh (2014a) also found that students perceived being required to write in a predetermined format as limiting the authenticity of their writing.


  Integrated within these three factors for authentic writing instruction is the importance of sharing writing with others throughout the writing process and in its final form. While Behizadeh (2014a) emphasizes the subjectivity of authenticity for individual students, teachers can use these factors to design instruction that increases the likelihood that students will perceive the writing experience to be authentic.


  Multigenre Writing


  In Tom Romano’s (2000) book Blending Genre, Altering Style, the term multigenre is used to describe a cohesive piece of writing that is made up of multiple smaller genres of writing. Each genre of writing within the multigenre paper is written so that it can be understood in isolation, but when read in the context of the other genres, it creates a deeper level of understanding on the topic of the whole text. Romano explains, “A multigenre paper is composed of many genres and subgenres, each piece self-contained, making a point of its own, yet connected to other pieces by theme and content and sometimes by repeated language, images and genres” (Romano, 2013, p. 8).


  To write an effective multigenre paper, students must engage in deep thinking on the varied ways in which the topic of the writing is experienced by those it affects. One key feature of multigenre writing is that it can include not just the voice of the writer but many other voices as well (Romano, 2013). Styslinger (2006) asserts that multigenre writing allows students to convey complexity in ways that are limited in single-genre texts by encouraging students to “explore varied truths, a task much better suited for fostering critical thinking within this democratic, diverse society” (p. 56).


  Multigenre writing is well suited for authentic writing instruction. Inherent in multigenre writing is a high level of student choice. Students are able to choose not only the overall topic of their papers but also the topics of each individual genre. While most teachers who use multi-genre writing have several required genres similar to what is described later, multigenre writing also includes genres that students select on their own to best express their ideas and have the most impact on their intended audience. In multigenre writing, students are encouraged to manipulate writing form in the service of expression. Romano (2000) encourages teachers to include a final sharing component in which students publicly share their work.


  Technology-Mediated Writing Connections


  Researchers have explored the benefits of connecting middle and high school students and teacher candidates through the use of technology. These connections create the opportunity for both teacher candidates and students to engage in meaningful literacy experiences (Boxie, 2004; Cook-Sather, 2007; Delacruz, 2013; Hurst, 2007; Witte, 2007).


  In many of these studies, the high school students and teacher candidates collaborated electronically to achieve a shared goal. Cook-Sather (2007) connected high school students with teacher candidates via weekly email exchanges centered on their experiences with and reflections on educational structures. The high school students in the study reported that they felt their voices were heard, and the teacher candidates indicated that they learned the importance of student feedback. However, the exchanges were not centered on writing that students were composing for an assignment in their course.


  Alternatively, in an interactive writing project, Hurst (2007) used floppy disks to connect high school students with teacher candidates enrolled in a content area reading course to collaborate on an imaginative story. Hurst (2007) reported that through the interactions, the high school students were given a meaningful reason to write.


  Students and teacher candidates have also connected through writing about literature. For instance, middle school students and teacher candidates used a blog to engage in responsive journaling around novels students read in literature circles (Witte, 2007). Through the project, the students refined their traditional literacy skills and developed digital fluency. Similarly, upper-grade elementary students used Edmodo to post reader response journals, and students received replies from teacher candidates (Delacruz, 2013).


  Teacher candidates can also serve as mentors to adolescents through the use of technology. In an earlier study, Boxie (2004) stated that teacher candidates in their content area methods course used email to serve as cyber-mentors for students in an alternative high school. The results indicated that as the students worked closely with their cyber-mentors, they became more aware of literacy strategies they needed in order to construct meaning and were able to recognize and appreciate quality writing.


  These studies used email, blogs, and external disks to connect teacher candidates with students. In the project described here, a learning management system (LMS) was used to serve as a virtual classroom through which the high school students and teacher candidates could share writing and communicate. The LMS created a space where profile pictures of the participants and a record of all their interactions lived in a shared digital environment. Creating a shared space for the teacher candidates and high school students was seen as more beneficial than communicating via email that is sent and delivered through isolated platforms.


  Furthermore, while these studies documented the use of technology to connect school-age students with teacher candidates, and many of the researchers indicated that the experiences were meaningful because the students were writing for a real audience, they did not systematically evaluate the extent to which the writing experience was authentic.


  THE MENTORED MULTIGENRE PROJECT


  Over a period of six weeks, thirty-six high school students and thirty-six content area teacher candidates interacted virtually using the platform Edmodo (http://www.edmodo.com) to revise the high school students’ multigenre papers. The high school students were all freshmen enrolled in English 9. Thirty-six of approximately 105 freshmen volunteered to participate in the virtual writing collaboration experience. The majority of students who volunteered (74 percent) were female and Caucasian (94 percent). The thirty-six teacher candidates were all social studies education majors enrolled in a content area literacy course. The teacher candidate group was 94 percent Caucasian and 44 percent female.


  Edmodo is an Internet-based LMS that provides a safe and easy way for teachers and students to collaborate and share information. Each pair of writing partners was assigned to a group on the website that included the teacher candidate, high school student, teacher, and researcher as members. High school students uploaded documents, and the teacher candidates used the comment function of Microsoft Word to write specific feedback in the margins of the students’ writing and upload their responses to the website. The use of Edmodo created a secure environment to moderate the communication between the high school students and the teacher candidates.


  Before focusing on the high school student’s writing, both parties wrote introductory letters and replies as a means of building rapport. In a similar study, Nail and Townsend (2010) stated that participants felt that communicating in an online environment weakened the ability to develop a relationship between the writing partners, and one participant noted that seeing the face of her writing partner would have helped to improve the overall experience of the writing partnership. Therefore, both teacher candidates and high school students were encouraged to upload a profile picture to the Edmodo website to help their partner envision the person behind the words.


  The high school students began sending the teacher candidates drafts of genres they were writing for their multigenre papers. For example, they wrote letters, informational paragraphs, poetry, narratives, persuasion pieces, and self-selected creative genres. The multigenre paper was a major writing assignment for the ninth-grade students. They chose an issue they considered important that related to the class theme of “accepting others, accepting ourselves.” The class theme served as a way to structure students’ choices as they searched for authentic topics. They also included unifying elements such as quotes, fragmented narratives, or repeated phrases or genres to tie the pieces of writing together into a cohesive whole (Romano, 2000).


  Once a week, high school students sent drafts in progress, and the teacher candidates responded with praise, encouragement, and suggestions for improvement to assist the high school students in revising their writing. As the writing process progressed, the high school students sent whole drafts of their multigenre papers that included all genres of writing to the teacher candidates for response.


  Preparing to Write and Collaborate


  High school students prepared to write multigenre papers by learning about multigenre writing and engaging in activities that asked them to make connections between the books they had read during their freshman year and the social issues that existed within the texts. Their teacher and a student teaching intern introduced multigenre writing by giving students examples of multigenre papers to read. The freshmen first chose from stacks of multigenre papers and read the words of students who were sophomores, juniors, seniors, and graduates of their high school. Then they were asked to brainstorm the components of the paper and how it varied from the genres of writing they were accustomed to writing in school. At the end of the class period, they were introduced to the requirements for the multigenre paper.


  Students engaged in literacy activities that asked them to make connections between their own lived experiences, the books they had read during their freshman year, and the social issues that existed within the texts. These activities included the use of instructional strategies such as quick writes, discussion webs, and barometer activities in which students indicate whether they agreed or disagreed with controversial statements. The goal was to structure each student’s choice of a book that related to the class theme of “accepting others, accepting ourselves” and a social issue that was embodied in the text. Students then conducted Internet-based research on the social issues they identified, such as child abuse, sexual abuse, racism, self-harm, and eating disorders, and compiled a collection of resources on their topic in preparation for writing their multigenre papers.


  Students also prepared to collaborate with their virtual writing mentors by thinking about how they wanted to represent themselves in a digital space. Earlier in the school year, students created paper-based Facebook profiles for characters from the book they were reading. This literacy activity allowed students to begin to think from various perspectives as they crafted the newsfeed entries and comments of characters from their books. Writing from multiple perspectives is a key feature of multigenre writing, as each genre can be written from a different point of view. By writing from multiple perspectives within the same text on their Facebook profiles, students were engaging in the same thinking they would need to use as multigenre writers.


  Creating a social networking site profile also allowed the high school students to be metacognitive about the ways they were representing their character in a digital space in preparation for representing themselves on the Edmodo site to their virtual writing mentor. Prior to creating their Edmodo accounts, uploading profile photographs, and writing their introductory letters, the students engaged in a discussion about how they wanted to be perceived by their virtual writing mentors. The students peer reviewed their introductory letters with a high school partner and received feedback before uploading them to Edmodo for their virtual writing mentors to read.


  Supporting High School Students during the Experience


  Once the virtual interactions between writing partners began, high school students were supported to ensure the success of their writing experience. In the classroom, both the teacher and the student teaching intern conducted mini-lessons on individual genres of writing. In each mini-lesson, students were introduced to the genre and shown multiple examples of the genre both within and outside the context of multigenre writing. These examples included excerpts from literature, media, and past student examples. Then the teacher modeled writing about a topic in the genre.


  Finally, the high school students tried out writing in the genre on their chosen topic. These first attempts at a genre written during mini-lessons became the basis for the first drafts of genres that the high school students shared with their virtual writing mentors through Edmodo. Although all students were asked to try each genre taught through mini-lessons, they were given the liberty to choose the ones they wanted to take through the writing process to include in their multigenre paper.


  The high school students who participated in the Mentored Multigenre Project wrote in multiple contexts throughout the experience. Typically, ninth-grade students wrote their first drafts of their multigenre papers in the English classroom using pen and paper. Through this project, the high school students who participated in the project were given frequent opportunities to compose their writing on computers in the library, as having an electronic version of their drafts was necessary to share their writing through the Edmodo website.


  The Edmodo website created an additional context for writing. As the high school students interacted with their writing mentor electronically, they engaged in virtual writing conferences facilitated by written responses. This allowed the high school students to write about their writing to an invested reader of their words.


  Through this project, the high school students benefited from having multiple readers of their writing. For example, the teacher and the student teaching intern read students’ drafts and conferred with students about their writing process in the classroom. When students wrote in the library, the teacher gave feedback about both the genres of writing they were crafting and the written exchanges they were engaging in with their virtual writing mentors.


  A CASE STUDY EMERGES: PAIGE AND KATIE MEET IN EDMODO


  The best way to illustrate this project’s power and potential for fostering authentic writing instruction is through a descriptive case study (Yin, 2014). Through deductive analysis of artifacts collected on the Edmodo website, three factors from Behizadeh’s (2014a) theory were used to answer this question: How can virtual interactions between a high school writer and a teacher candidate around multigenre writing foster an authentic writing experience for the writer?


  In the following section, you will see artifacts of the interactions between Paige, a teacher candidate, and Katie, a high school writer, to show the process of the Mentored Multigenre Project and to evaluate the extent to which it created an authentic writing experience for one high school writer.


  Building Rapport


  The high school students and teacher candidates each wrote letters of introduction to initiate the virtual interactions. Paige introduced herself to her partner and shared her expectations for the Mentored Multigenre Project (figure 7.1). In her letter, Paige shared her interests and hopes for the project and asked Katie questions in an attempt to learn more about her and identify shared interests and experiences. Katie answered Paige’s questions and introduced child abuse as her chosen topic for her multigenre paper (figure 7.2).


  The same day Paige received Katie’s letter through the Edmodo web-site, she emailed the teacher and disclosed that she grew up in an abusive home and shared details of her experience involving her mother. She stated that she was willing to work with Katie on her paper but wanted to ensure she was not crossing any boundaries by sharing her experience with her high school partner. The teacher told Paige that it was her decision and that if at any point she found it difficult to continue working on the topic, other arrangements could be made.


  Paige shared her past experience with Katie (figure 7.3). In this letter she suggested that she and Katie had “a unique opportunity” through this project by being partnered together. She then shared her own experiences writing multigenre papers in the past and asked Katie questions about the choices she would need to consider in her writing. In this letter, Paige positioned herself as someone who had personal experience not only on the topic Katie had chosen but also on the genres of writing Katie would write.
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  Figure 7.1. Paige’s introductory letter to Katie
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  Figure 7.2. Katie’s introductory letter to Paige
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  Figure 7.3. Paige’s response to Katie


  After Katie received the letter, the teacher pulled her aside and talked to her about the sensitive nature of the information Paige shared with her in the letter. Katie expressed concern about upsetting her partner with her paper. This suggests that Katie was aware of the power she had as a writer to make an impact on her audience. The teacher reminded her that as writers, we always have the potential to affect our readers in personal ways and that we must take the words we write seriously for that reason.


  Drafts in Progress


  The next step in the writing process was for the high school students to send individual drafts in progress to their virtual partners. Katie sent Paige a draft of three haiku poems she wrote about her topic of child abuse informed by her reading of A Child Called “It” by Dave Pelzer (see figure 7.4). Katie chose to write from the point of view of an abused child, focusing on the child’s emotions in the first poem and the child’s actions in the second poem; then she wrote from the point of view of the abusive parent in the third poem.
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  Figure 7.4. Katie’s haiku


  Before the virtual interactions began, the teacher candidates were given explicit criteria for responding to student writing. It was evident from students’ comments in class that there was a strong association between responding to writing and fixing errors in the minds of the teacher candidates. To provide guidance in coaching rather than judging writing, the teacher candidates were instructed to attend to the content and craft of the writing rather than the writer’s adherence to standard conventions of writing. This approach to responding to writing emphasizes expression over conventions and is a factor for creating an authentic writing experience for students (Behizadeh, 2014a).


  Teacher candidates were asked to keep the question “What does this writer most need right now?” in their minds as they read. Then they were instructed to follow these guidelines when choosing comments to write on students’ drafts:


 
	Find something the writer has done well. What can you praise?


	Find something the writer is trying out with some success. What can you encourage the writer to continue doing?


	Find something that isn’t working in the piece. What can you suggest the writer do to improve the writing?




  This was a framework the teacher developed to respond to students’ writing in her classroom. Teacher candidates were asked to code their comments as (P) for praise, (E) for encouragement, and (S) for suggestions as a way to monitor and balance the types of feedback they gave students.


  In her first response to Katie’s writing, Paige chose to write her feedback as a reply to Katie’s post on the Edmodo website rather than as a comment in the Microsoft Word file as instructed. The Edmodo website afforded Paige more space to write an extended response to Katie than the margins of a Word document would have allowed (see figure 7.5).


  In her feedback, Paige gave her response as a reader to Katie’s writing and offered suggestions for revision. Paige commended the risk Katie took in writing from the point of view of the abusive parent and identified the impact Katie’s writing had on her as a reader. Although she addressed the topic of child abuse in her response, she did so in a detached way, referring to “an abuser” and “an abused child” without addressing the impact the writing had on her as a person who had experienced abuse herself.
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  Figure 7.5. Paige’s response to Katie’s haiku


  Katie responded to Paige’s feedback by writing a new post on their shared wall on the Edmodo website. Like Paige, she chose to communicate through this shared space rather than within the documents they were uploading. In this post, she acknowledged the importance of what Paige had shared with her about her experiences and then shared her own difficult situation involving her mother (see figure 7.6). In this response, Katie acknowledged that she struggled with how to portray an abused child in her writing because she did not want to glorify the abuse. This shows Katie’s concern for the impact her writing could have on her readers.
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   Figure 7.6. Katie’s response to Paige

  
  When Paige received Katie’s next draft of writing, a narrative from the point of view of an abusive mother, Paige followed the guidelines for giving feedback by commenting within the document and coding her feedback as (P) for praise, (E) for encouragement, and (S) for suggestions for improvement. Paige praised Katie for choosing to take on the difficult task of writing from the perspective of an abuser, made a suggestion about the language an adult would use, and encouraged Katie to do more research about the mindset of an abusive parent before her next revision (figure 7.7).
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  Figure 7.7. Katie’s narrative with Paige’s comments


  Celebrating the Finished Product


  Once Katie revised her individual genres and merged them into a single file in which she used creative definitions as her unifying element, she sent the complete draft of her multigenre paper to Paige. In her comments (shown in figure 7.8), Paige moved from responding to Katie’s writing on the topic of child abuse in a detached way to sharing her personal experience in the context of praising Katie’s choice to write about loneliness. In this comment, Paige showed Katie how her choice as a writer affected her reader’s ability to make a personal connection.
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  Figure 7.8. Excerpt of Katie’s multigenre draft with Paige’s comments


  At the end of the project, the teacher candidates were invited to visit the high school classroom to meet their high school writing partners and attend their multigenre presentations, and Paige traveled thirty miles to do so. She explained that she felt she had developed a relationship with Katie and that it was important to meet her to tell her in person how proud she was of her work.


  Using the Edmodo website as a nexus for the interactions between the high school students and teacher candidates allowed the partners to meet in a shared space. This space not only stored the high school students’ written drafts but also the written interactions between the partners, some of which were social comments that helped to develop the rapport needed to build trust between the high school students and teacher candidates.


  Learning management systems are becoming increasingly popular in schools as ways for students to access assignments and for teachers to administer formative and summative assessments that analyze students’ performance and generate standards-based reports. An LMS can also serve as a powerful tool to connect students with teacher candidates to create an authentic writing experience and provide teacher candidates with the opportunity to practice the craft of teaching.
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  VOICES OF REMOTE
TUTORS AND TUTEES


  In this chapter you will hear the voices of students and remote mentors as they share the benefits they gained through their remote teaching and learning experiences. Then remote tutors’ concerns about the experience will be shared. Finally, suggestions for successful virtual experiences and ideas for future research to investigate this innovative work will be provided.


  Remote tutoring provides opportunities for college students to tutor K–12 students while gaining online teaching experiences. The tutors helped students utilize literacy skills and strategies to gain a better understanding of phonics, vocabulary, fluency, comprehension, and writing. Specific strategies used by the students helped them develop word knowledge, increase reading fluency, summarize information in the text, craft poetry, and so forth. For example, when students were given a choice of topic and perspectives from which to write, Katie, a high school student, chose the topic of child abuse. In doing so, Paige (virtual mentor) offered strategies to use as Katie successfully constructed her multigenre paper. Behizadeh (2014) noted that when students are given a choice of a valued topic to write about, the perceived authenticity of the assignment increases.


  As students took ownership of and responsibility for their own learning, the mentors’ role was to coach and prompt, to ask questions, and to sustain the exchange with students. One mentor stated that the student enjoyed having a choice of what to work on. Allowing students to choose topics and decide what they want to read or write about were important factors. As students chose what to write about, they took ownership of those topics, and their self-esteem rose because they became successful. Another important factor was when students were given a choice to select digital tools for making meaning.


  Interaction between tutor and student was a critical part of the remote learning environment. The use of web meeting tools made it possible for students to construct meaning making online. Such tools also allowed students to travel to places that were inaccessible because of time or distance. The tutors were able to suggest and reinforce various literacy strategies—such as KWL, predicting, inferring, and rereading—that were used in completing online literacy activities. Using these interactive tools, the pairs developed a learning community that would not have been possible without technology.


  One tutor stated how much she loved the interaction she and her student engaged in throughout the online instruction. For example, when they read Diary of a Wimpy Kid by Jeff Kinney, both were amazed at sharing a book from a distance. Sharing of reading and writing on the web did much to enhance student engagement; tutors and students become co-contributors to the learning process. The students enjoyed the whole process, and since students were interested in using digital technology, they never strayed far from the task.


  Students were enthusiastic about interacting online and receiving synchronous feedback from the mentors. Tina (mentor) stated how rewarding it was to work with Nathan each day and see his keenness to learn. Another tutor, Matt, shared how happy he was when the student got excited about reading something. For instance, Matt remembered a time when the student didn’t want to read the online version of Beauty and the Beast by Mabie, Hale, and Forbush, but after Matt read a few paragraphs and made different voices for all the characters, the student really wanted to read it and had a fun time doing so.


  Another mentor commented, “My student enjoys using the computer instead of books and I think that it keeps her motivated to read. It also allows for her to be more engaged and hands on with her learning.” The tutors used online activities to encourage meaning making as students constructed their knowledge in a social, interactive environment. In the next sections, you will hear the voices of students and tutors. Hearing their voices will shed light on their remote teaching and learning experiences.


  VOICES OF THE STUDENTS


  In writing, the students expressed their thoughts about being taught online. They shared what they found most valuable. Students’ responses indicate they viewed their experience as beneficial for the improvement of literacy learning.


  One student stressed that the tutors were very good at keeping their instruction interesting and engaging. Another student stated she valued having remote tutors to read and write with. She continued, “Now I can read and write better. I learned lots of stuff with my college friend.” Students valued being able to learn in a different type of environment with tutors. It was noted there was an increase in students’ use of self-monitoring for comprehension, visualizing, questioning, inferring, risk taking at reading and writing independently, identifying sight words in reading passages, reading with accuracy and expression, writing with a purpose and for a larger audience, and so forth.


  It was evident that one student’s attitude toward learning and attending the summer literacy camp had changed when she became disappointed that she had to attend an amusement park with her family rather than literacy camp. Another student commented that being mentored online made him smarter. He stated, “Online tutoring helped improve my fluency when reading. I also enjoyed making words, reading eBooks, and other fun stuff. I will tell my friends they need to try this camp because it will help them learn online with tutors.”


  VOICES OF THE TUTORS


  The tutors were given regular opportunities to engage in reflective practices. One way, in particular, was through end-of-semester reflection, where they thought about their overall mentoring experiences and what they had learned. More importantly, they reflected at the end of each tutoring session. They wrote individual reflections based on specific prompts. Their responses overwhelmingly point to the perceived benefit of gaining unique teaching experience while tutoring online.


  The areas in which they felt they gained experience ranged from responding to reading and writing as they worked with students in real time to using digital technology in reading and writing instruction. For instance, one tutor wrote, “This experience gave me valuable practice at teaching reading fluency online. I enjoyed the authentic experience of virtual mentoring. The student showed interest in my responses and took it to heart.”


  Another tutor said,


 
    I was exposed to a student who wasn’t a good writer and I had to try to work through helping him improve his writing without getting frustrated. It was difficult, especially when he didn’t take my advice or seem to be putting a whole lot of effort into the work. This was good though because I will be working with frustrating students eventually and will have to help them work at their own pace and not mine.




  This tutor was reminded through this experience that he will have to work with all students in his classroom, and the glowing examples of classrooms and individual students described in teacher education textbooks won’t always be the norm.


  Another tutor identified using digital tools such as Diigo in writing instruction as an advantage of his experience. He benefited from learning about and incorporating various types of web-based tools he was not familiar with before he began tutoring. He stated, “I felt working with these new tools made me quick on my feet because once I had to switch around what I was doing when the technology would not corporate.” This experience helped the tutor realize the importance of being flexible because everything will not always go as planned.


  By reflecting on these guiding questions, mentors also began to develop and reflect on pedagogies that were responsive to the needs and strengths of the students and to appreciate teaching as not only planning and organizing instruction but also focusing on the learning of students.


  One tutor commented, “Virtual mentoring was convenient for both me and the student.” The tutors agreed that online tutoring saved them time and gave them more flexibility to teach throughout the day while having to attend their own classes. Another tutor shared how he appreciated teaching remotely. He also stated how much he appreciated the ability to navigate from activity to activity while teaching without having to shuffle through papers. Other responses included the following:


 
    I have learned so much, but primarily how the strategies work in a real-time setting and seeing how it affects the students. I realized that time was extremely helpful and beneficial, giving this student the attention and encouragement he may not have received otherwise.


  I have learned how to help a student build self-confidence and equip them with skills and strategies on how to improve reading and writing.


  I have learned that teaching to the students’ own needs and interests is key to bringing them from their current ability level to a higher level of functioning. Instilling a desire and motivation to learn is key in their success with it.


  I learned the importance of establishing rapport with the student, as well as hanging in there and being persistent even with a challenging student. I also learned the benefit of designing online activities aligned to the needs and interest of the student to provide motivation to learn.


  I have learned from this mentoring experience that some students fall through the cracks in the classroom. E-mentoring can allow students to “catch-up” to the rest of the class. With one-on-one mentoring, a student can overcome reading difficulty.


  I learned more about developmentally appropriate practices, what to look for when a student is struggling, and what online activities I can use to help enhance reading fluency and comprehension.


  I learned a lot about resources like e-books, educational literacy sites, graphic organizers, games, and much more. I appreciated having easy access to a centralized space for the online literacy educational resource, as well as contributing resources I found and added to it.


  I have learned a great deal this semester. I looked forward to mentoring online each week and couldn’t wait to serve my student in creative ways. For example, I was able to create my own online word sort with specific concepts for my student. We used it as part of our lesson and we both enjoyed trying to beat our high scores.


  I learned how to detect a student’s reading needs and how to find various methods to help work on these areas. Lesson planning for each session was also a great learning experience. I learned you must be flexible with your plans and online activities because a student may be absent or something you planned may not work.




  CONCERNS ABOUT REMOTE TUTORING


  In general, tutors saw remote tutoring as an authentic experience where they not only gained knowledge of students’ learning needs but also engaged them in using synchronous technology for teaching and learning. Although the majority of the tutors had no concerns serving as an online tutor, just as the computer aspects afford so many possibilities for teaching and learning, they can also have limitations.


  One tutor stated that when working with several students from the same classroom, it would be beneficial to have multiple people on the other end to help the classroom teacher set up the computers for the younger students. On the other hand, the uniqueness of working with several students from the same classroom is that you can set up a buddy system where one mentor is identified as the contact person to connect with the classroom teacher each week to verify if all students are in attendance for mentoring. This system would also help the teacher so he or she wouldn’t have to connect with each tutor individually. Once this system is in place, other tutors wouldn’t have to spend time waiting for a student who is absent from school on the day of tutoring.


  Equally challenging was when the tutor’s Internet connection went down. For example, at the beginning of the semester, one tutor decided to teach remotely from home. However, she didn’t check for the best tutoring spot beforehand and lost connection in the middle of her tutoring session. Later, she discovered the best wireless Internet connection was at her kitchen table. It is also critical to have strong bandwidth on the student’s end.


  Finally, there were several tutoring sessions that took place using the web meeting tool iChat. However, one of the major challenges of mentors using iChat was the loss of face-to-face interaction between them and the students. One mentor commented, “When I shared my screen with my student, I was unable to see him. It was hard to gauge whether or not he was paying attention. In the future, I think it would be beneficial to find a way to quickly switch from screen sharing back to iChatting.” However, tutors who used the web meeting tool Webex avoided this issue.


  One tutor summed it up well when he stated, “Although my student and I had a few glitches along the way, I am proud to say that we still did not get defeated! Overall, I felt it was a great opportunity and I would be willing to do it over again!”


  SUGGESTIONS FOR IMPROVING REMOTE EXPERIENCES


  Remote tutors offered insight into what it takes to effectively teach K–12 students online. Following are some of their suggestions for delivering successful online instruction:


 
    Be prepared—overly prepared! Have enough background on students and create online literacy activities based upon their needs and interests.


  Always be encouraging and give positive reinforcements to students.


  Learn to value time and patience because when something doesn’t work, you try and try again until you are successful.


  The biggest piece of advice I could give is to BE PATIENT! Always keep in the back of your mind that you are there for the students. Your presence is impacting their lives. When frustration sets in, take a breath and recall information that you know in order to find another route to take.


  Be online at least 15 minutes ahead of time. Before e-mentoring begins, have substantial group of websites to use for your session and minimize them on the screen for later use.


  Check the Internet connection before you begin e-mentoring because you may find out that you need a faster and more reliable connection. Keep your computer updated.


  Always check your volume and be sure it is on. Be sure to check any online/YouTube videos before you begin your session to avoid unwanted commercials or ads. Have at least one backup video.


  But be sure to test online activities that contain animations or any type of interactive components. You may need to download plugins.


  When tutoring from home, test the system a few days in advance and in as many rooms as possible because you may need to obtain an Ethernet cord to make Internet connection stronger.


  Explain everything to your students and get the ball rolling on the first day. Let students know it is essential for them to pay attention during instruction.


  Get them excited to learn! Plan creative and different ways to learn the material and have several educational applications and activities available.


  Constantly be on the lookout for new websites and interactive games to share with the students. Be willing to share your resources with other online mentors as well.


  Have fun together! Learning needs to be a meaningful experience. Be flexible and switch online activities up a bit and don’t be afraid to revisit old materials.


  Don’t get discouraged. Change may take a while and you may not see a quick change, but the work you do for your students will make a difference.


  Write their reflections directly after the session to ensure that they are accurate. This is also a good opportunity to write lesson plans for your next online session.




  FINAL THOUGHTS


  Indeed, remote experiences were beneficial for both tutors and students; both expressed positive comments about their remote literacy experience. Several mentors stated it nicely when they said, “We have learned new and innovative ways of working with students. For instance, using digital tools such as Wordle and Quizlet for building vocabulary, e-books and electronic scripts to facilitate reading fluency, online newspapers and the highlighter, Diigo, for making meaning, and Google docs and Edmodo for engaging in online writing collaborations.” Through these experiences, they felt they gained a better understanding of the literacy needs of their students.


  Remote tutoring is an innovation that should continue to be explored in new ways to enhance twenty-first-century teaching and learning. Mentors must have the skills and knowledge to teach literacy effectively online, as well as in traditional environments. The use of collaborative online activities will allow mentors and students to grow and learn.


  SUGGESTIONS FOR FUTURE RESEARCH


  The perspectives of mentors and students indicate that the online mentoring embedded with literacy skills and strategies served many purposes far beyond reading and writing. However, much still needs to be investigated, and future research is needed to examine the impact of remote tutoring on student learning.


  First, future research should push educators to rethink their conception and delivery of teaching and learning. They should continue to listen to the voices of mentors and investigate the perspectives and experiences of mentors who use web meeting tools to engage in literacy teaching and learning.


  Second, researchers should also investigate the perspectives of K–12 teachers to find out how mentoring with a web meeting tool affected their students’ literacy learning.


  Third, comparative studies across various cultures could add another component to the present work of remote tutoring and suggest other implications. For example, research needs to be conducted in inner-city schools and/or globally.


  A final suggestion is to conduct more studies that document the impact of remote tutoring on literacy instruction. However, research on the use of remote tutoring for education is crucial to make studies more credible.


  REFERENCE


  Behizadeh, N. (2014). Adolescent perspectives on authentic writing instruction. Journal of Language and Literacy Education, 10(1), 27–44.




  APPENDIX A


  Online Resources


  READING SITES AND ACTIVITIES


  http://games.pppst.com/languagearts.html


  This website provides links to games devoted to the different parts of reading; games are organized by theme.
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  http://www.pixton.com


  This site allows the user to make a few different styles of comics. It requires that the user sign up, but it is free.
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  http://en.childrenslibrary.org


  This link leads to the International Children’s Digital Library. This site contains a database of books from around the world that can be read online.
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  http://www.cs.cmu.edu/~spok/grimmtmp


  This site contains 209 fairy tales collected by the Brothers Grimm.
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  https://reading.ecb.org/index.html


  This free website designed by PBS Wisconsin Education contains many interactive reading comprehension activities, including eight research-based learning strategies (i.e., prior knowledge, making connections, questioning, visualizing, inferring, summarizing, evaluating, and synthesizing).
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  https://roguelibrarian.wordpress.com


  This link takes the user to Rogue Librarian’s Reading List. It gives some brief reviews of children’s literature.
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  http://www.globalclassroom.org/2005/inservice/reading.html


  This website is a database of links to different interactive reading and language arts websites. There are links for students and teachers in addition to a list of resources.
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  http://www.diigo.com


  This is a multitool that helps people manage online information. With Diigo the user can annotate PDFs, build a personal library in the cloud, and highlight useful information. Users must sign up in order to use Diigo and choose either the free plan or one of the premium ones.
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  https://www.pearsonhighered.com/pdtoolkit/index.html


  This is an online subscription-based resource that provides the tools that educators need to effectively plan and implement instruction. Together with a Pearson textbook, the PDToolkit introduces technology integration by providing resources that directly link to the text.
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  https://my.hrw.com/nsmedia/intgos/html/igo.htm


  This website has links to graphic organizers that students can fill in while online with their mentor and that can be saved as proof of student work.
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  ONLINE BOOKS


  http://www.magickeys.com/books


  This website is a database of online books that can be read for free. Books are arranged by age group: “young children,” “older children,” and “young adults.” A few books have audio and some have quizzes. In addition, the stories are illustrated.
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  https://www.getepic.com


  This digital reading site Epic contains thousands of online books, videos, and quizzes.
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  http://www.literacycenter.net


  This site contains shapes, colors, numbers, upper- and lowercase letter matching, and spelling games for kids. The activities may be better for early English language learners. The site also features Spanish, French, and German.
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  http://www.literactive.com/Home/index.asp


  This site contains reading material for very early readers. Users must register to download stories. Adjacent activities are paper based.
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  http://childrensbooksonline.org/library.htm


  This site contains a selection of old fiction books (early 1900s) with vocabulary that may not be familiar to the student. There is a different section of all audiobooks. Mentors should review books to ensure ability level matches that of the reader (some prereader books are actually intermediate). Some books are translated into multiple languages. This site also has good informational texts.
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  http://www.starfall.com


  This site has phonics lessons for early readers and both fiction and non-fiction book options. The student can click on words he or she does not know to have them read by the program.


  [image: bck_fig_016]


  ONLINE MAGAZINES


  https://tweentribune.com


  This site provides daily news for kids, tweens, teens, and teachers. The students can actively engage in posting comments to the readings, which are moderated by their teachers.
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  http://shop.cricketmedia.com


  This subscription contains award-winning magazines for kids ages toddler to teen.
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  http://kids.nationalgeographic.com


  Explore the world through National Geographic Kids and have access to books, apps, games, toys, and videos, or subscribe to one of the award-winning magazines.
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  http://www.humanesociety.org/news


  This news site covers animal rights and other animal themes.
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  http://www.ourlittleearth.com


  This site contains easy-to-read global news. Articles are available on the site and also can be sent biweekly to a user’s email address.


  [image: bck_fig_021]


  http://www.dogonews.com


  This site has current event news articles for kids. Some include YouTube videos further describing the article. Topics include science, sports, social studies, green news, general, entertainment, international, amazing, fun news, and a Did You Know section.
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  https://student.societyforscience.org/sciencenews-students


  This site features science articles for students. Articles include “power words” with definitions.
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  INFORMATIONAL BIOGRAPHIES


  http://www.ducksters.com/biography


  This site contains personal biographies and historical biographies categorized by theme.
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  https://www.pitara.com/category/non-fiction-for-kids/biographies-for-kids


  This site has personal biographies of people who made a difference and helped shape the world.
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  http://mrnussbaum.com/bio2


  This site contains personal biographies about historical figures organized by theme.
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  INTERACTIVE WEBSITES


  http://www.learningchocolate.com


  On this site, users can select from a wide variety of games that cover multiple subjects, including language arts.
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  https://www.funbrain.com/games/the-plural-girls


  This activity, called Plural Girls, takes words that are in the singular form and gives the viewer several options to choose from in order to figure out the plural version of the word. The choices are all similar, making it tougher to figure out the right answer.
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  https://www.funbrain.com/games/grammar-gorillas


  The Grammar Gorillas activity/game looks at sentences. When asked for a part of speech, the user is supposed to click on the corresponding word in the sentence. For each correct answer, bananas are tacked on.
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  https://www.funbrain.com/games/rooting-out-words


  This online activity is called Rooting Out Words and looks at the roots of some words. Based on what the student already knows about words that have the same root, he or she is expected to guess the root meaning.
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  https://www.funbrain.com/books


  This website is geared more toward reading and provides games and books that would interest middle school students. Other pages of the site cover different subject areas.
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  http://www.livebinders.com/welcome/education


  This site allows users to create their own classroom textbooks and e-portfolios, evidence documentation, and more. It’s great for collaborating, organizing, and sharing resources.
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  http://thestorystarter.com/scribble.html


  This site gives the user randomly generated letters from which he or she must scribble down as many words as possible. There are more than 141 trillion possible combinations of letters.
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  http://www.kizphonics.com/materials/phonics-games


  This site provides online phonics games that are categorized by grade level. Games cover letters of the alphabet, short vowels, beginning and ending consonants, long vowels, and much more.
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  https://www.splashlearn.com


  This site is for grades pre-K to five. It offers a variety of games and activities in multiple subject areas and is suitable for all learners. Lessons are individualized and can be used to easily monitor strengths and needs of the learner.
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  http://www.neopets.com/games/game.phtml?game_id=656&size=regular&quality=high&play=true


  Imperial Exam is a timed game that asks players to identify if a word is spelled correctly or incorrectly; correct answers let people into the examination hall to fill a certain quota that goes up at each level. There are three difficulties (basic, intermediate, and advanced), and there are about ten different languages to choose from. In order to play this game, the user must register, create a password, and then create a “pet.”
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  http://storynory.com


  This site has a variety of online books, including fairy tales, classics, educational texts, original books, and junior stories. All the stories are narrated, which is really cool! This site might work well with more advanced middle school students.
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  http://www.astorybeforebed.com/storytime


  This site would be perfect to use with students who are in the fourth and fifth grades. The books are read aloud by the authors (who are pictured from a live camera on the side), and the pages of the books are turned as the story progresses, so students can see the pictures as the story is read.
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  http://poster.4teachers.org


  This site allows the user to create an interactive web poster for any type of research project.
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  http://www.mrnussbaum.com/readingpassageindex.htm


  This site offers lots of educational games on topics such as math, language, science, and social studies. This link goes to an index of reading comprehension activities.
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  SPELLING/WORD GAMES


  https://www.ixl.com/ela


  This site offers personalized learning for K–12 students in the areas of math, language arts, science, and social studies (subscription based) where they explore and learn the skills they need. Students engage in differentiated learning based on their needs. IXL also offers 140 skills in Spanish.
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  http://www.spellingcity.com


  Teachers can create a list of words they would like students to learn and then choose an activity in order to play games and learn. Users can choose from spelling test, teach me, play a game, flashcards, and vocab test, all using your words. The program is case sensitive (e.g., Cat is not the same as cat).
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  https://www.homespellingwords.com/spelling-games


  This site offers free online spelling games for grades one through nine arranged from easy to hard to spell words. In addition, the program permits you to create your own spelling list.
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  http://www.gamehouse.com/#/games/texttwist-2


  This is a word scramble game: the player is given seven random letters to create as many words as possible. The game can be played timed or untimed. Since the advertisement plays before the game starts, teachers should have the game already loaded prior to working with a student. The game must also be downloaded and installed in order to play.
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  https://spellingclassroom.com


  This site has a Spelling+Vocabulary program that contains an interactive tool designed to prepare students to learn a weekly word list to mastery. The program utilizes a fun, interactive, and dynamic approach that builds each student’s proficiency. Simply enter a word list and it will create a program with practice lessons, games, and tests guiding students to spelling and vocabulary success. Students are rewarded after each lesson with a game coin.
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  https://www.flocabulary.com


  This site contains hip-hop learning activities that spark creativity and promote literacy (and math) for students in all grades. Students engage in the lyric lab to learn lyrics at their own pace. Flocabulary also provides tools such as flashcards, games, and so forth for students to learn the content.
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  http://www.primarygames.com/holidays/halloween/games/typeghosts


  The purpose of this game is to destroy the ghosts before they reach you by typing the words that appear on screen. This game helps students learn to spell as well as type.
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  http://www.abcya.com/letter_blocks.htm


  In this game, users create as many words as possible using the letter blocks they are given.
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  https://mrnussbaum.com/search?q=torture+the+teacher


  In this fun game called Torture the Teacher, users click on the words that are spelled incorrectly in order to make the teacher frustrated.
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  http://mrnussbaum.com/sweet16-play


  This game allows users to pick a real college to play in a sweet sixteen basketball tournament. Players make shots to win games and advance through the bracket by choosing balls that correct missing letters for a given word. When users choose the right lettered ball, they make the shot and score points.
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  https://mrnussbaum.com/word-maker-online


  In this game the player explores how words are formed. First the player chooses the number of letters per word and then drags and drops a letter or digraph tile to the blank squares.
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  WRITING


  https://mrnussbaum.com/incredible-word-scramble


  In this super fun spelling game, players are required to unscramble as many easy or hard words as possible in thirty seconds. Players choose from nouns, animals, and geography.
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  http://www.readwritethink.org/classroom-resources/student-interactives/essay-30063.html


  This site offers a practice exercise for using an essay map that is an interactive graphic organizer that enables students to organize and outline their ideas for writing an informational or descriptive essay.
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  http://www.vocabulary.co.il/phonics


  This site offers multiple games that develop students’ ability to recognize words, improve pronunciation, and increase overall phonemic awareness. There are also games for vocabulary, synonyms and antonyms, root words, and much more.
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  PLURAL AND INFLECTED ENDING GAMES


  https://www.education.com/game/match-meaning-of-root-words


  In this digital game called Match the Meaning of Root Words, players strive to match root words, such as chron, urb, and tox, to their meanings. With three rounds of play, this educational game expands the language skills of learners and helps them decipher unfamiliar words they encounter while they read.
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  https://www.education.com/game/irregular-plural-nouns-match


  This digital game is called Irregular Plural Nouns Match. The players match the nouns with their irregular plural noun.
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  https://www.education.com/game/match-antonyms


  This online game allows seventh graders to demonstrate their knowledge of antonyms. In each round, the players are given four words they need to match to the words that have an opposite meaning.
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  http://www.softschools.com/language_arts/games/singular_plural_nouns.jsp


  For this digital game, students must type the correct plural form of a given word.
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  VERB TENSE GAME


  http://eslgamesworld.com/members/games/ClassroomGames/Quizshow/Verb%20Tenses%20Past,%20Future,%20Perfect%20Present/index.html


  This is a Jeopardy-style game with multiple-choice questions. The player is given a word and must identify the proper verb tense depending on the sentence.


  [image: bck_fig_059]


  PHONICS GAMES AND VIDEOS


  http://www.funfonix.com/games


  This game is better suited for emergent readers. It provides audio for each selection. The games include upper- and lowercase letter identification, beginning sounds, ending sounds, and middle sounds.
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  http://www.familylearning.org.uk/phonics_games.html


  This site offers phonics and sight-word games.
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  https://www.softschools.com/language_arts/phonics/games/2vowels_sounds.jsp


  This vowel patterns game allows students to click or type the missing diphthongs. These phonics games are for older students.
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  http://www.vocabulary.co.il/compound-words/intermediate/break-it-up-compound-words


  This game for practicing compound words allows students to use their mouse to drag the dotted line between the two individual words that make up a compound word.
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  http://www.vocabulary.co.il/syllables/primary/matilda-syllable-game


  This game for practicing syllables allows students to use their mouse to drag a dotted line between the syllables of a word.
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  http://www.vocabulary.co.il/contractions/primary/fill-it-in-contractions-game


  This is an online game in which players merge two words into their given contraction.
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  MULTIPLE-SUBJECT GAMES


  http://www.vocabulary.co.il


  This site contains multiple games for phonics, grammar, word parts, typing, and parts of speech. It has material that is good for all ages, including some SAT games that may help high school students.
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  http://www.gamequarium.org/dir/Gamequarium


  This site provides games, organized by grade level, as well as subject area, that cover a wide variety of topics.


  [image: bck_fig_067]


  https://www.rif.org/literacy-central


  This site provides lists of resources and reading activities for parents, educators, and volunteers to help students grow their literacy skills.
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  http://www.knowledgeadventure.com


  This site provides a wide variety of games categorized by grade, subject, and age.
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  https://mrnussbaum.com/lang-arts


  The games on this site are categorized by grade level and include reading comprehension, sight words, word makers, and many more.
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  http://www.softschools.com/language_arts


  This site offers free language arts games that include grammar, spelling, vocabulary, reading comprehension, analogies, and contractions. The site also has a database of worksheets on assorted topics.
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  http://eslgamesworld.com


  This site offers ESL-based games dedicated to helping teachers provide a fun learning environment. The games include hangman, spelling games, memory games, and sequencing exercises.
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  http://www.funbrain.com/kidscenter.html


  The site is created for students in pre-K through eighth grade. Funbrain offers hundreds of games, comics, books, and videos that develop skills in reading and literacy.
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  https://mrnussbaum.com/word-ops-online-game


  In this game the player is presented with a word and has three minutes to make as many words from that word as possible. The longer the words you form are, the more points you get!
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  http://www.inklesstales.com


  This site is designed to hone reading and literacy skills for emergent readers through listening to and reading stories, as well as playing literacy games.
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  COLLABORATION


  https://www.google.com/drive


  This online database can store all your files. You can create a presentation, Word document, website, and a wide array of other projects. You can change the editing preferences in order to allow others to collaborate on a project simultaneously.
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  http://a.nnotate.com


  A.nnotate is an online annotation, collaboration, and indexing system for documents and images that supports PDF, Word, and other document formats. Instead of emailing different versions of a document back and forth, users can all comment on a single read-only copy online. Documents are displayed in high quality with fonts and layout just like the printed version. It is easy to use and runs in all common web browsers, with no software or plugins to install.
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  https://www.facebook.com


  This is a social media site that allows you to create closed groups. Use the group as a class wiki, tool for collaboration, or simply a means of communication for the students.
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  https://groupme.com/en-US


  This is a group messaging website/app that allows you to communicate, share images, create polls, and collaborate. Create an account using an email address or phone number.
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  https://www.weebly.com


  Weebly is a DIY website creator that can be used to create a website that serves as a classroom wiki.
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  APPLICATIONS


  Also visit your Apple app store and download Wordz Lite, Skript Lite, Letris Power Free, and Ultimate Word Search Free.


  APPENDIX B


  Lesson Reflection Form


  Day ______________ Tutor ________________________


  Direct Instructing and Explaining (What was the strategy? When will they use the strategy? How will it help them?)


  Teacher Modeling (Think aloud. What steps were necessary? What visual aids/graphic organizers were used? How did you model?)


  Giving Directions (Were directions simple and direct? Was wait time provided?)


  Scaffolding (How did you attempt or make success possible? What prompts did you use? What support did you provide?)


  Guided Practice (What did you do/say when giving feedback to your tutee?)


  Recapping (How did you summarize the lesson? What went well? What didn’t go well? Why?)


  Next Step (What further scaffolding and/or mini-lessons may be necessary for your tutee during the next tutoring session?)


  


  APPENDIX C


  Remote Teaching Survey


  
	How would you sum up your overall remote teaching experience? Provide an example(s).


	Did your expectation of remote teaching match or exceed your experience? Explain.


	Share your most memorable remote teaching experience.


	Based on your experience, what are some advantages and/or disadvantages of remote teaching?


	If you could change anything about your experience, what would it be?


	What are ways to improve remote teaching in general? (For example, training, support, providing instruction to the child, planning lessons, working with teacher.)


	Would you be willing to participate again? Why or why not?


	Would you recommend remote teaching to a friend? Why or why not?


	What recommendations would you provide to:



	Professors


	Future mentors


	Classroom teachers





	Comments? Other suggestions?
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CVCe CVVC-ai CVVC-ei CVV-ay
game faith veil hay
blame brain vein may
tame rain rein gray
rake drain sleigh pray
make grain weigh day
plate laid weight stray
bane paint freight sway
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S
Skip,sat up in bed., He had to get up, He had a big quiz in math and he did not want to miss the

bus, e had not slept well, He fltsicand his skin was hot He lef his quilton the bed and went (0 get
‘his mom. Mom had a shock when Skip came in, He had a red rash.on his neck. “Back to bed, Skip,;

satd Mom,, Skip went back and got in bed, Mom came 1n,to check his temp, He was hot

“Ldid pack your lunch, but I can not let you get on that bus,” said Mom, “You will just have to miss

the quiz” Skip slept the rest of the day, Skip had to rest all day, He slept a long time., Mom Kept him in
bed, e hd him i ot of wates, e did not gt up.o lay, The nx: day, Ski e th bes e had_

felt in a long tme. 1t was a day off, too! He was glad that there was no class, HHe had a plan o fll his day
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Feedback Categories

Social Acknowledgement

Questioning

cet Instruction

Modeling/Examples

Feedback/Praise

Cognitive Task Structuring

Cognitive
Elaborations/Explanations

Push to Explore

Fostering Reflection

Dialogue Promping

Scaffolding/Suggestion

Management
discussion)

Examples

You have a lot of great ideas running
throughout it.

"Could you explain to us what youmean by "ol trucks'? How old is
old? 19602 19702 Or ... tell us other reasons why you like old trucks.

“Bill, remember back when you visited the 'pit stop® and you used
the clustering strategy to help you generate ideas for your topic?
How might you use those ideas to add details to your story

‘When gathering thoughts for a story, try asking yourself Who?
What? When? Where? Why? And how? For example, when is a
truck considered as an old truck?"

"GREAT start on your story
could do

We are so impressed! We knew you

"As you begin to edit your paper, keep in mind the feedback you
were given during the revision stage.”

""What wecan workonisseparating out each eventinthe story and
explaining it justa little bit more. As a reader, | became confused
when Cory was where and whes

"Making cars into lowriders sounds interesting. You should try
writing or contacting a car/truck company to find out how this is
done.’

"New ideas should not be found in the conclusion. Rethink
your main idea. Your conclusion might summarize your main
points, pose a question, or propose a course of action.”

"Let’s work on separating out cach scenc. Just list it from your
cereal story. Decide when and why your character goes to cach
scene. From this list we will work on adding detail to cach scene.”

ce, you mentioned both old cars and trucks in your
story, perhaps you should state that in the introduction. Keep
sending revisions and any other stories you have

“Hello colleagues, 1 have immediately e-mailed my response to
my eyber buddy. Remember, we should all be doing this with all
our responses. Have a great weekend:
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Dear Katie,

I'm sorry it has taken me so long to get back to you. I had to email Mrs. [author] to
get approval about something I'm going to share with you. I must admit, when I saw
the topic you chose to write about, I was more than a little startled. You are right,
child abuse is a big issue. But that isn’t why I was so surprised. I come from an

1 debated over if and when I should tell you about this portion of my life, but I want
you to know that you can feel free to ask me anything. I talked to Mrs. [author] and
she said that it was ok for me o tell you this. I didn’tfeel like I could help you work
on this project without telling you, since the topic hits so close to home for me. I think
we have a unique opportunity. I also think that in some ways, it’s kind of cool that out
of all the possible partners, we ended up getting to work with each other What are the
odds that we would be matched up?

I haven’t read A Child Called It, but I do know the basic premise. When did you read
it? Are you planning to incorporate it into your paper? I have scen the basic
requirements for this project, but I don’t know how much research you are expected to
do. I know that when I had to write my multi genre papers in school, we focused on
writing pieces from different perspectives. Have you given any thought to whose
perspective you want to write from? Lastly, have you thought about your unifying
clement yet? I know that was always hard for me to figure out. I always liked to write
my pieces, and then at the end I would realize I had not unifying thread. Again, I
would like to reiterate that if you have any questions for me, feel free to ask. I look
forward to hearing from you and seeing your first drafts.

Thanks,

Paige
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Name. Date.

Instructional Plan #

Instructional Area:

Objective:

Materials:

Instructional Procedure:

1. Introduction

2. Model

3. Guided Practice

4. Independent Practice

5. Closure

Evaluation (if needed)

REFLECTION:
Reflect on how the student was/was not able 1o use the strategy within the session. What
would you do the same? Differently?
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| wanted to talk to you about what you told me. That is an amazing thing
that you came so far. I'm so sorry and what a coincidence we are paired
together | feel so much more closer to you. | have a hard life but nothing
like yours. My mother has been in jail most of my life. She lives in Kentucky
right now. My dad is remarried. She is very nice but nothing like a mother. |
miss her so much | don't see her much

I understand what your saying about my haiku's | wasn't real sure how to
per trey as an abused kid. | don’'t want to glorify it. | was very confused. |
would like for you to help me think of some things or feelings to write about.
| feel like | have so much to get done and not enough time. Thanks for
talking to me
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O,
N/ curriculum-Based Measurement: Oral Reading Fluency Passage: Examiner Copy

Assessment Date:___/__/____Student: Examiner.
Words Read Correctly (WRC): Errors: Notes:
The Little Gingerbread Man

Written and lllustrated by Carol Moore

Once upon a time there was an old woman who loved baking gingerbread. She would
bake gingerbread cookics, cakes, houss and gingerbread people, all decorated with

chocolate and peppermint, caramel candics and colored frosting.

She lived with her husband on a farm at the edge of town. The sweet spicy smell of
gingerbread brought children skipping and running to see what would be offered that
day.

Unfortunately the children gobbled up the treats so fast that the old woman had a hard
time keeping her supply of flour and spices to continue making the batches of
gingerbread. Sometimes she suspected little hands of having reached through her
kitchen window because gingerbread pieces and cookies would disappear. One time a
whole gingerbread house vanished mysteriously. She told her husband, "Those naughty
children are at it again. They don't understand all they have to do is knock on the door
and I'l give them my gingerbread treats."
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96

107
119
130
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Pruxi and the Scary Ghosts

By i
Born 2006, , from Bavaria, Germany

Hi Tam Pruxi. I live in a village named Duglidorf with my grandma. I like doing scary adventures. Do
you want to hear one of my scary adventure with the ghosts? This is how my adventure began.

One night Dugli, the owner of Duglidorf, saw something that looked like the moon™J in the
forest near his house. It s said to be that in the forest there are ghosts. The next night some more
people saw the object that looked like a moon. After some weeks, everybody came to know about the
object. One night the moon object went to one of the house. As the moon object came near the
house they started turning in a ghost. The ghost looked like smoke with a face and hands but without
legs because they always flew. Then they started sucking the oxygen which was inside the house.
They sucked the air like juice. Villagers that lived in that house had a hard time breathing and that's
why they went outside to get some oxygen.

The next morning all the villagers discussed about how to stop the ghost from sucking the oxygen
inside their ROUSSILY. At lost they came up with a idea. The Kea was to make Joud nolse at Mgt
50 the ghosts wouldn't come in the village.

Afew Ws later the villagers started complaining that they were getting tired of making noise in the
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‘Whiteboard - Zoom

I like

1 like to

I like to ride

| like to ride my

| like to ride my blue

| like to ride my blue bike.
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Death- the path moms walking me down

Quality piece: loneliness

As loneliness walks down the hall no one
looks. When he's in class and the teacher calls on
him he speaks quietly. All he wants to do is cry. At
lunch he sits by himselflooking down. Loneliness is
always alone.

Tears- 3 normal thing that occurs more than
onceaday

Comments

Page s
Paige

6) My fst suggestion s t put this o the
begining of the papar.Usuaty Dear Reader
Leters are supposed 0 ntrocce he paper to
your udence. I3 your chance o telhe reder
What the paper it why you wrote about . what
they wil i, and why you pu 1 together the
Wiy you 5. Putting  n the e might
Contse the reader

Page?

Paige
(51 ey ke tht you chos oneiness foryour
sl pece.Speskng rom expennce
enelinest 5 3n 4pect o use Pt o 9#s
vk | parsonaly shways e b thre
a3 s between me and oher stdents
Mo pecpie waren' desing i the same
things was mor pecple weren womed sbout
unvaing on 3 day B, or NGng it the
Parents were g, Teschers sy thouont |
st when | eaty s everhad re
Chance 1 be k.t wast the fut of othr
L o the taschas bt wat oy, 3na1
woukd uspect tha 1 common i sbured
jriey
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Tutor Evaluation Form

Virtual Tutor:
Date:

Tutoring Session #
Lesson Title

Materials (presentation, organization, sequence)

Individualized instruction (age appropriate,)

Procedures

Tutor's rapport with student(voice tone, nonverbal gestures, opportunity to respond)

Additional Observational Notes:
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My Teacher Took My iPod

by --Kenn Nesbitt

My teacher took my iPod.
She said they had a rule;
T couldn’t bring it into class

or even to the school.

She said she would return it;
1'd have it back that day.
But then she tried my headphones on

and gave a click on Play.

She looked a little startled,
but after just a while
she made sure we were occupied

and cracked a wicked smile.

Her body started swaying.
Her toes began to tap.

She started grooving in her seat
and rocking to the rap.

My teacher said she changed her mind.
She thinks it’s now okay
to bring my iPod into class.

She takes it every day.

Confession

by —Bruce Lansky

I have a brief confession

that I would like to make.
If I don't get it off my chest
I'm sure my heart will break.

1didn't do my reading.
Twatched TV instead-
while munching cookies, cakes, and chips

and cinnamon raisin bread.

1didn't wash the dishes.
1 didn't clean the mess.

Now there are roaches e:

a million, more or less.

Tdidn't turn the TV off.

1 didn't shut the light.

Just think of all the energy
T wasted through the night.

I feel so very guil
1did a lousy job.

1 hope my students don't find out
that I am such a slob.
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Create

« Back

(verb) to arrive at a place,

especially after spencing a
& mateH tong time or a lot of effort

travelling: verb) to stretch out
e your arm in order to get or
788 touch something

reach | | hutch

(noun) a box made of wood
with a wire front where small
animals such s rabbits are kept

(verb to take hold of
witch | something, especially
something that is moving

catch | | through the air

(noun) a woman who is

believed to have magical

powers and who uses them to
screech | harm or help other people

roach

(noun) a European fish that
lives in fresh water

(verb) to make an unpleasant,
loud, high noise.
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Lessons were aligned with Common Core State Standards.

Week 1
RP7 Answers Literal/Inferential/Evaluative Questions

Week 2
RP3 Makes Critical Comparisons

Week 3
RP2 Predicts/Supports Predictions with References

Week 4
RALS Summarizes Stated/Implied Themes

Week 5
RALT7 Interprets Author's Choice of Words

Week 6
RP4 Summarizes Information in Texts

Week 7
RPS5 Makes Inferences on Implicit Information

Week 8
RPG6 Selects/Creates/Uses Graphic Organizers
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What's in the Bag? <« Back

The words that describe
what's in the bag are

whiskers
soft
purring

read -write- lhlnk
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Hello,

My name is Katie. I am excited to work on this project with you. A little about me is I
play basketball and I love animals. I did have to write an essay in social studies over
World War 1. We had to write a letter to our family as if we were there. It was fun but
I didn’t really like it.

T LOVE music. I think that it is a good idea to use music. It will make class a lot more
funner. Mrs. [author] uses music a lot and so does my Spanish teacher. It does help a
lot.

Well I don’t really like writing or reading. I can never focus. I only like have read a
couple books outside of school. I have never been a big fan of reading. I have had
some projects that I like that involved writing.

1 would like to write about child abuse. I think it’s a big issue. My favorite book is A
Child Called It, which is about child abuse. I think you could help me come up with
ideas. I like pop music and I watch TV a lot. I think that we can do good.

Thank you for helping me!!

Katie
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Dear Student,

My name is Paige. I will be working with you on your multi-genre project this
semester. I am really excited for this opportunity. I am a college student who is
planning on going into social studies education. With your help, I will be leamning
how to teach students through writing. Have you had any writing projects in your
social studies classes? What were they like? Did you think they were usefully?

T also am pursuing a second degree in music. I love to look for ways that these two
subjects intersect. For instance, in the 1920’s jazz had a huge impact on dance styles
and culture. In your social studies classes, have your teachers ever used music?

T am also an avid reader. I spent two years working as a librarian before I went to
college. Do you like reading or writing? If you do, what kind of books do you like? If
you don’t like reading and writing, why not? Did something happen that made you
dislike it? Have you had school projects that you liked or disliked that involved
writing? What were they?

1 look forward to working with you on your multi-genre project. I don’t know how far
along in the writing process you are, but I know we will both learn a lot from this
experience. What are some topics you looking at writing about? We will probably get
to know each other pretty well through this project. What kinds of hobbies do you
have? What music and television do you like? Do you see any ways you might use
these in your project? Lastly, I would like to know what do you want me to do in this
project. What are some goals and expectations that we could work on?

1 would like to thank you for allowing me to work with you on this project. I really am
looking forward to this, and to getting to know you.

Sincerely,
Paige
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Haika(:

NO one will ever love me
I don’t have a reason to LIVE
Love will never find me

Hiding is what ( do
| Hope You never find me

Alltdois ery

She is annoying
I never thought I would do this

She needs discipline
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ch..... ouch rln+ch odd
reach pouch porch

coach bench

screech gulch

beach

fetch branch
hutch rich

Within Word Pattern Sort 42: tch, ch, & rl n+ch
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The boys were happy to
get more ice cream.

Moryn bought three
scoops. They were

chocolate, strawberry % }

and vanilla.

James got a big swirl of
vanilla ice cream.
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Yes

At times

1. I self-correct while reading

2. Ttry to read in phrases.

3. 1 read with good expression.

4. T attend to punctuation.
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DIRECTIONS: Choose the word that matches the picture.
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Narrative

My som s very anmoying! | wouldw' even consider him
e He weedsto know rignt form wrona. Bven. at € years old
donttell anigome because | dowt wantts 9o to aill He's wy son
@ 1 chould be ableto Rick Wi or ceream ot him (1 want. He
howld take it Like @ man and stop whining About it.

2 Comments x

Page 1

Paige

91 impressd tna you decidedto wethe
naraiv from e pespecive of e suser. Tt
@it 30 undertaing, | ook foraed 1 teeng he
presieeiien

Paige
5)Ths cne ot et chicith foran skt
besaying.

Paige
5)Botorsyous wovs i 10 il the e
Someone might sty abusing 3 chid. | ek you
should contine this. and maybe thk about why
the sbuse s actngthe way thy ar. t il be 3
@t undertaking. but | Dk £ wouid be good
0 o some researc nto what s inthe mind ofan
buser. There .20t t be done. bt you have 3
‘good start
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So, | have a few questions and comments for you about your haiku. Are
your three haiku supposed to be connected in any way (besides the
general theme)? Right now, the first two are definitely from the perspective
of a child, while the third is from the adult. You might try switching your
order, or adding another perspective in somehow. | think it might be
interesting to have the haikus be going back and forth between the child
and the adult.

| really like that you tried out different perspectives. The third haiku is very
risky. I'm impressed that you took on the perspective of an abuser so early
on in the writing process! | like how the second like is a smaller font than
the other two. It makes the line feel like it's a small thought in the back of
the person's head. It's like their conscience, that small voice that is
speaking. | think you follow the thought process well; starting with the
irritation, then the conscience, then the excuse and justification.

The second haiku is very haunting, even the font style makes it seem more
personal. I've seen haiku where the first two lines are the “set up” and the
third line is the “punch line”. This haiku definitely fits in this format and |
think it is very poignant and startling.

The first haiku has a great idea behind it. | can definitely tell that you are
trying to convey the despair that an abused child would feel. It does feel a
little disjointed and dramatic. Because it's such a short poem, the phrases
seem like they are just thrown out there without explanation. The first and
third lines definitely are connected, but the middle line comes across as a
little bit random

| think you have a great start and I'm very impressed so far. Keep up the
good work!
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Skip sat up in bed. He had to get up. He had a big quiz in math and he did not want to miss the
bus. He had not slept well. He felt sick and his skin was hot. He left his quilt on the bed and went (0 get
his mom. Mom had a shock when Skip came in. He had a red rash on his neck. “Back to bed, Skip,”
said Mom. Skip went back and got in bed. Mom came in to check his temp. He was hot!

“1 did pack your lunch, but I can not let you get on that bus,” said Mom. “You will just have to miss
the quiz” SKip slept the rest of the day. Skip had (0 rest all day. He slept a long tme. Mom kept him in
bed. She had him drink lots of water. He did not get up to play. The next day, Skip felt the best he had

felt in along time. 1t was a day off, too! He was glad that there was no class. He had a plan to fill his day
with fun.
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Climb down
the ladder
and use the
hints for help!






OEBPS/Images/bck_fig_057.png





OEBPS/Images/bck_fig_074.png





OEBPS/Images/bck_fig_018.png





OEBPS/Images/bck_fig_031.png





OEBPS/Images/bck_fig_078.png





OEBPS/Images/bck_fig_048.png





OEBPS/Images/bck_fig_035.png





OEBPS/Images/bck_fig_022.png





OEBPS/Images/chpt_fig_017.jpg
_7|:'_| Ji

2

]

RST

oPaQ

vwXxyz Gy

{
L]
NV
=
-4
2
2
T
=

[

.

| i iy e (OB [ [
S





OEBPS/Images/bck_fig_027.png





OEBPS/Images/bck_fig_052.png





OEBPS/Images/bck_fig_065.png





OEBPS/Images/chpt_fig_034.jpg
Article Topic:

Titanic

Detail 1:
Titanic was a very special ship that was not like any other before it. It had things on

board that were not on any ship previous to it.

Detail 2:
1 think it was about how the iceberg scraped along the ship and water was flowing in the

ship.

Detail 3:
1 think this was mostly about how the titanic sank and how people didn’t believe that the

ship could sink.

Detail 4:
‘This was mostly about a boy’s dream to find the titanic. “When the boy got older he

never forgot his dream’” and “used high tech tools to explore the ocean floor””.

Detail 5:

I think this was about how they found the titanic. And how long it took them to find it.
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The Optimal Learning Model

Demonstration

Shared

Guided

The Gradual Release of Responsibility

Independent
Demonstration Practice Practice
Little/No
ontrol
High Level of
Support LEARNER
Control
h;oderarlte Moderate
1boo| Control
Level of
TEACHER
Support
1D0 1D0 YOU DO YOU DO
YOU WATCH YOU HELP IHELP 1 WATCH
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Word Scramble - Words Only

Solve the scrambled words by
moving the tiles around. Use the
vocabulary definition or math
answers to provide you the hint you
need!
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