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Teaching
vocabulary within
the context of
literature

X ‘For homework tonight, read chapter one and
do the vocabulary exercises,” Chris would tell his
high' school English students. Most of them would
dutifully go home, read, look up the vocabulary
words in the dictionary, use them in a sentence of
their own, and come back the next day none the
wiser. Chris reasoned that if the students locked up
difficult words before they read the assignment,
they would also comprehend the reading much bet-
ter.

But they did not. Chris's students rarely made the
connection between the vocabulary studied and
the fiction they read. Chris found this out over 3
years by gathering data on his stu-
dents’ vocabulary and their com-
prehension, While their knowledge
of word meanings Improved, his
students’ comprehension of the
literature selections they read did
not. Chris's informal findings are
corroborated by research which
suggests that students’ learning of
vocabulary does not necessarily
result in improved text compre-
hension (Beck & McKeown, 1991;
Stahl & Fairbanks, [986).

Chris struggled with this dilem-
ma for a couple of years. He had

The most effective
vocabulary instruction is
the kind that also improves
comprehension. When
Chris, jan, and Woody
applied the concepts of
procedural and conditional
knowledge to secondary
students’ word learning,
the increased comprehen-
sion was very encouraging.
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talked to colleagues and taken
university classes, but no one was
able to give him the help he need-
ed until he began collaborating
with Jan and Woody, two university instructors.
Chris met Jan on Parents’ Back to School Night and

shared his concerns with her, As it turned out, Jan

was very familiar with the research on vocabulary
learning and instruction, The articles her daughter
brought to him the next day plqued his curiosity—
articles written by people who had been wonder-
ing many of the same things that Chris had,

Those first few articles started the collaboration
process for Chris, [an, and her colleague, Woody.
After much discussion and reading, Chris set out
to develop a vocabulary instructional unit that
would also improve his students' comprehension.
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with the help of Jan and Woody, Chris developed,
implemented, and evaluated a unit In which he
taught his students how to select appropriate im-
portant words from a selection, and why those
words were important to the selection. Chrls taught
this procedural and conditional knowledge about
words to one high school class, and his traditional
vocabulary unit to another,

In this article, we first present some background
for why Chris developed the alternative instructlion-
al unit the way he did. We then present informa-
tion about the students in Chris's study and explaln
the alternative and traditional Instructional units In
detall. Next we show evidence for the effectiveness
of Chris's alternative unit. Last, we discuss key char-
acteristics that made the unit successful.

Theoretical grounding

Most people recognize the important relationshlp
between knowlng words and reading well. And, In
fact, the relationship between vocabulary knowl-
edge and reading comprehension is well estab-
lished In the reading literature (Davis, 1944, 1968,
Spearrit, 1972; Thotndyke, 1973). In general, studies
have shown that students with extensive vocabu-
laries do better on reading comprehension tests
than students with smaller vocabularies, This
makes sense Intuitively in that we would expect stu-
dents who knew more words to understand what
they read better.

However, several studies have shown that having
students complete vocabulary exerclses or look up
wortds in a dictionary may improve thelr vocabulary
knowledge, but not their reading comprehension
(see Stahl & Fairbanks, 1986 for a review). Such in-
struction tends to develop in students a superficial
understanding of words, which does not improve
comprehension. Rather, students appear to need a
thorough and deep understanding of words to im-
prove their reading comprehenslon (Anders, Bos,
& Filip, 1984; Beck & McKeown, 1991; McKeown,
Beck, Omanson, & Perfetti, 1983}).

The question arlses, then: What kind of vocabu-
lary instruction is effective for helping students Im-
prove their reading comprehension? In a review of
the research, Beck and McKeown (1991) named sev-

aral features of effective Instruction. Specifically,
they ldentified extensive practice with words,
breadth of knowledge about the words including
both definitional and contextual knowledge, and
active student engagement leading to deep pro-
cessing of the words, And, in several studies where
Beck and her colleagues used these features to
teach vocabulary, comprehension was positlvely af-
fected (Beck, Perfetti, & McKeown, 1982; McKeown
et al., 1983; McKeown, Beck, Omanson, & Pople,
1983},

'his kind of Instruction appears to help students
learn words better, thereby increasing their declara-
tive knowledge about words, Such knowledge, or
"knowing that” pustllanimous means cowardly, for ex-
ample, is the kind of knowledge most commonly
thought about in terms of vocabulary knowledge.

But we belleve that other kinds of word knowl-
edge are important for helping students under-
stand the selections they read. For example, stu-
dents benefit from learning specific strategies for
flguring out the meanings of unknown words on
their own {Beck & McKeown, 1991 Beck, McKeown,
McCaslin, & Burkes, 1979; Magy, Herman, &
Anderson, 1985). This kind of learning relates to
procedural knowledge about words, or “knowing
how" to use key words in-a given sentence to figure
out an unknown word. Although procedural knowl-
edge about wards is less commonly taught, stu-
dents appear to benefit from such instruction (Beck
et al., 1979; Stahl & Fairbanks, 1986).

There is still another kind of knowledge about
words that is not commenly taught but that we be-
fieve is critical. This conditional knowledge (Paris,
Wixson, & Lipson, 1983) helps students “know why"
they are learning certain words, and how and why
those words are important to their literature selec-
tlons. Research has clearly indicated that students
henefit from being told why they are learning some-
thing and how their learning can help them
{Pressley, Goodchild, Fleet, Zajchowski, & Evans,

1989).

The three of us applied the concepts of procedur-
al and conditional knowledge to students’ word
‘learning, We teasoned that when students learn
procedural knowledge about fiow to select particular
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key words in a literature selection, and conditional
knowledge about why those words are important,
then their learning of those words will have an im-
pact on their understanding of the selections they
read,

Our goal for the current study was to develop an
alternative instructional unit that would provide
students with this procedural and conditional
knowledge about words. We contrasted this unit
with the traditional vocabulary unit Chris had
taught In previous years in which he chose words
related to literature selections for students to
study, but students studied them apart from the se-
lections. Chris taught the alternative unit to one
class of students and the traditional vocabulary
unit to another class.

Student population

Students in our study were 43 tenth-grade students
from two classrooms In a middle-sized private
school in a large western U.S. city. The school drew
from primarily middle to upper-middle income fam-
ilies, and 95% of the students enroll in college upon
completion of thelr high school education.

Both English classes used for this study wete
taught by Chris. Both classes consisted of students
who chose to take the course called Actlon and
Adventure. This class, like all other English cours-
es In the school, was an elective. Students were not
grouped by abllity. However, because of the homo-
geneous population of the school, it is reasonable
to assume that students in these two classes also
formed a homogeneous group in terms of ability
as well as interest in the course, All students en-
rolled in both classes participated in the study, as it
was considered part of the instructional program
for the course,

What students know about choosing
impecrtant words

Before the study began, all students in both sec-
tions of Chris's Action and Adventure course were
glven an Important Words Test. We developed this
test to get a sense of students’ initial understand-
ings about important words and how they relate to
thelir reading selections. Chris asked students to
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read "The Secret Life of Walter Mitty” (James
Thurber, 1942). Then they (a) identifled 5-10 words
that they thought were important to the story, (b)
wrote why they chose the words they did, and (c)
identifled each word as “unknown,” "acquainted,” or
“established” In their vocabularies (Beck et al.,
1979}, Unknown words were those that students
could not recall seeing before. Acquainted words
were those that students recognized but could not
necessarily define. Established words were those
that students immediately recognized and could
readily define.

Results from this pretest showed that students
generally selected particular words as important to
a selectlon simply because they did not know thelr
meanings. Students wrote repeatedly, “1 picked
these words hecause [ didn't know their defini-
tions,” “I've never seen thern before,” "l had no clue
to thelr meaning.” Some students applied even
more creative logic. One student wrote, “zeal—I
think the word zeal is the most iImportant word be-
cause it is appealing and catches the eye and it
does so because it starts with the letter z, I think
that makes It very eye-catching, and it doesn't
sound anything like the definition.” Interestingly,
48% of the words students identified as Important
were ones they marked as “unknown.” Only 17% of
the words students chose as being important to the
selection were ones they thought they were familiar
with.

What we found here, then, was that students
chose words as important simply because they did
not know what they meant. We did get a sense,
however, that students were at least aware that im-
portant words might include words related to the
characters, themes, plots, or settings of a selection.
While 66% of the students clted that they chose the
words because they did not know what they meant,
students also cited the following reasons: (a) the
Wwords described characters (20%), {b) the words de-
scribed the plot or story action (16%), (c) the book
“picked them,” (9%), and (d) the words described
something (7%). Thus, some students had a sense
that choosing important words from a selection
should relate to critical elements in the selection.

Table 1 .
Overview of materials, instruction, and tests

Phages Books read Who provided support  Who identified important words Tests
Weeks 1-4 The Spy Who Teacher Teacher identified Vocabulary
Cante In from e Cold important words and
. comprehension
he Call of the Witd Grou Student groups Vocabwiary
Weeks -4 ™ d : ? |dentified important and
waords comprehension
Weeks 9—1t0 Tarzan of the Apes None Individuals identifed Comprehension

important words

Overview of the instructional units
An overview of what was common to both vocabu-
lary instructional units is shown in Table 1.

In Phase One of the unit, al! students read The Spy
Who Came in from the Cold (John Le Carré, 1963). For
each chapter, Chris selected the important words
for students to learn, Students in both classes were
glven the same list of words to study. Each day they
reviewed and discussed the words. They recorded
them in vocabulary notebooks. They also wrote
notes in the margins when they felt they found an
important point, idea, or theme in the selection.
After students finished reading this first book, they
completed a comprehension test on it,

Phase Two of the unit took place duting weeks 5
through 8, during which the students read The Cali of
the Wild (Jack London, 1905). They were grouped to-
gether, and together they chose their own words to
study. Chrls provided Instructional support at this
stage by helping groups clarlfy their choice of
words. At the end of week 8, they completed thelt
reading for The Call of the Wild and took the compre-
hension test on it.

Finally, in Phase Three of the unit, students read
Tarzan of the Apes {(Edgar Rice Burroughs, 1912) and
worked independently to select their own words
and discuss the selection without any teacher guid-
ance. In week 10, Tarzan of the Apes was completed,
and students took a comprehension test on It. The
purpose of this last test was to see whether stu-

dents would apply the methods they learned toa
selection they read on their own without teacher
or peer support,

After the instructional units were complete, Chrls
asked students to write down briefly their percep-
tions of the value and usefulness of the unit they
completed, compared to the use of standard vo-
cabulary workbooks.

Spedific activities for the alternative

instructional unit
The alternative instructional unit was designed
from research on effective vocabulary instruction
which included {a) fairly thorough knowledge about
the words important to an upcoming selectlon
{McKeown et al., 1983), (b) use of multiple expo-
sures to words {Beck & McKeown, 1991), and (c) use
of context sentences {Stahl & Fairbanks, 1986),

Phase One of the alternative instructional unit
modeled for students how to select important
words relevant to a selection and how to leam
those words at a fairly deep level. Each day dtiring
the first 4 weeks, Chrls listed a group of important
words on the board that students would encounter
in the upcoming chapter of The Spy Who Came in from
the Cold and told students why he had chosen those
words.

Chris told students to use three criteria for se-
lecting Important words from a selection: (a) the
word must not be established in their vocabular-
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ies, (b) the word must be one that is actually used
In the selection, and (c) the word must accurately
describe a key character, Important event, idea, or
theme In the selection. For example, the spy
Leamas was a cynical man. Therefore, cynical would
be an appropriate word to choose because most
students may not know what the word means, it Is
actually used in the selection, and It does accurate-
ly describe a main character. On the other hand, op-
timistic would not be a good word to choose even if
It were unknown. While it is a word actually used
in the selection, it describes neither Leamas nor
the other characters well,

Next, Chris Instructed students to read the as-
slgned chapter for homework. As they read it, they
were to undetrline each important word as they en-
counteted it, and to predict the word's meaning
from the context of the story. They were also in-
structed to look up the word In the dictionary and
to select the definition appropriate to the context
and then to bring that definition to class the next
day.

The following day, Chrls integrated his vocabulary
instruction into the discussion of the reading selec-
tion. Students read each word aloud in context
along with Its definition. Then the word was dis-
cussed as it directly tied into the plot, therne, and
characters of the story, For instance, the vocabu-
laty words cynical and vengeance were discussed with-
in the context of the character Leamas. Chris and
his students discussed how Leamas was a cynical
man bent on vengeance. Leamas's cyhiclsm was re-
lated to his profession, where the motto was “Trust
no one.” These ideas, including Leamas's desire for
revenge, were discussed and related to a major con-
flict in the story, his desire to destroy his nemesis,
Mundt. After this discussion of the story, Chris gave

the next day’s reading asslgnment, along with a list
of the Important words for that reading.

Phase Two of the alternative instructional unit
was designed to gradually release responsibility for
the vocabulary activities so that students could se-
lect and learn important words on their own
{Pearson & Gallagher, 1983). Beginning about the
fifth week, Chrls placed students in small groups

and assigned the groups to find their own impor-

456 Journal of Reading 38:6 March 1995

tant words in each chapter of thelr new novel, The
Call of the Wild, and to justify why they chose those
words. The goal here was for students to internal-
ize the vocabulary selection process and to under-
stand the relationship between their study of im-
portant vocabulary words and thelr improved
comprehension of the story.

This initial phase of gradual release of responsi-
bility from teacher to students took about 2 weeks.
Working together, students selected their own Im-
portant words and justified them to each other and
to Chris. At first, only a few students were able to
find approprlate words. Some said they did not
know what Chris was asking them to do. Others
chose words but could not justify their cholees, Still
others said they did not know which words were im-
portant,

Chris provided scaffolding and support during
this time, using words selected by students and
helping them justify why they had chosen them. For
example, he asked students: “Does the word make
sense In this context? Does the word describe the
character accurately? Does this make sense accord-
ing to what the character actually did? How do you
know?" This type of coaching by Chris continued,
and over time, more students learned to select ap-
propriate words.

In Phase Three, students developed indepen-
dence in using their new strategles for selecting im-
portant words. Beginning on the ninth week of in-
struction, they worked alone without Chrig’s
guidance or peer support to select important words
for the novel Tarzan of the Apes. Thus, Chris released

complete responsibility to each indlvidual student
for selecting words and defending them.

Specific activities for the traditional
instructional unit

The traditlonal instructional unit used procedures
similar to those Chris had used in previous years.
It was developed to provide instruction similar to
the alternative unit with three exceptions. First,
Chris did not give students the criteria for the se-

“lectlon of their vaocabulary words, Second, he did

not ask students to find definitions appropriate to
the context of their literature selections, And third,

he did not discuss vocabulary words within the con-
text of the literature discussion.

In Phase One of the traditional instruction, each
day Chris listed a group of important words on the
board, the same words he presented to the alter-
native group. He told students that these words
came from the reading they would be doing and
that looking the words up before reading the story
wotld help them understand their literature selec-
tions better. As part of their homewaork, students
were instructed to look up the words in the dictio-
nary and then to write original sentences using the
words. They were also Instructed to read the as-
slgned chapter for the next day.

The following day, Chtls reviewed the meanings of
the vocabulary words and thelr sentences with his
students. First, he asked students to read their def-
initions and sentences aloud. Because they did not
use the context of the literature selection to help
them identify the appropriate definition of the
words they looked up, they used different defini-
tions and contexts for the words, For example,
when the word brood was provided by Chris, stu-
dents in the alternative group focused on the defi-
nition of brood appropriate to the cranky old librari-
an, Miss Crall, in The Spy Whe Came in from the Cold.

However, many students in the traditional group
recorded the definition of breed as "to sit upon, as a
hen on eggs.”

When students noted discrepancies in thelr defi-

* nitions and wondered who had the right definition

of a word, they were directed to write down all of
the definitions in question, After the words were re-
viewed In this way, Chris led a group discussion
about the reading for that day.

In Phase Two, beginning In the fifth week of tra~
ditional Iinstruction, Chris told his students to
choose their own words from each chapter of the
next novel, The Call of the Wild. This method was sim-
ilar to the Vocabulary Self-Selection Method
(Haggard, 1982) where students are encouraged to
datermine thelr own "important words.” The pur-
pose of this activity was to parallel the alternative
Instruction In allowing students to choose thelr
own words,

Chris broke the class into small groups, and told

students to select words they thought the class
“ought to know.” Then, he told the groups to iden-
tify what they thought were the most important
passages and to explain why they thought those
passages were important. Then Chris instructed the
groups to find out all they could about the charac-
ters in the selection by rereading particular pas-
sages. Even though these passages contained the
important words selected, students did not incor-
porate these words into their discussions.

Phase Three began in week 9. Students worked
without teacher support or intervention throughout
the reading of Tarzan of the Apes. They were assigned
to choose their important words, but did not dis-
cuss not justily why those words were chosen.

Results of the Instruction

A vocabulary test was administered as a pretest at
the beginning of the study and again as a posttest
after the first two novels, The Spy Who Came in from the
Cold and The Call of the Witd, were read. We developed
part | of the vocabulary test to look at students’ per-
ceptions of their level of knowledge about 20 words
of primary importance targeted from these two
hooks. Here students rated how well they knew the
meanings of those words determined ahead of time
by Chris to be most important to the selection.
These words described the maln characters, ideas
and events in the selections (see Blachowicz, 1986).
Students were directed to mark whether each word
on the list was in the unknown, acquainted, or es-
tablished portlon of their existing vocabularies.

At the beginning of the study, 11% of the words
in patt | of the vocabulary test were identified as es-
tablished by both the alternative and traditional
groups. Thus, students began the study with similar
ratings of their level of knowledge of the 20 words
from the two selections. At the end of the study,
though, students in the alternative group 1denti-
fied 60% of the words as established, while stu-
dentsin the traditional group identified only 39% of
the words as established. So, at the end of the in-
structional perod, students in the alternative group
were more confident In their knowledge of the im-
portant vocabulary words than were students in the
traditional group.
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M . . Table 2
eans (and standard deviations) on comprehension tests for alternative
and traditional groups

Books read
iVosc'::abutliary The Spy Who
nstruction Came in front The Call of
Tarzd

group the Cold the Wild of the i;\pes
Alternative 81.58 89.63 79.63

(13.82) (9.38) (18.04)
Traditicnal 70,20 8241 73.20

{14.82) (11.01) (13.12)

Part Il of the vocabulary test was a multiple
choice test of 55 words that we determined to be
of secandary impoitance to the two novels, Words
of secondary importance were those that described
minot characters and subplots in the two novels.

We used an ANoVA to compare students’ perfor-

mance on the pre- and posttest of part Il of the vo-
cabulary test. Results revealed a signiflcant Interac-
tion between instruction and vocabulary test
scores, F (1,41) =9.12, p<.05. The alternatlve group
scored the same on the vocabulary pretest as the
traditional group (M =4132 5D =11.15), (M =
41.30, SD = 8.99). But Newman-Kuels post hoc
analyses showed that on the vocabulary posttest,
the alternative group (M = 63.37, SD = 15.64} sig-
nificantly outperformed the traditional group (M =
54.08, SD = 9.81),

Part 11} of the vocabulary test assessed whether
students actually knew the meanings of the words
they had identified as established in part I.
Students were instructed to define each word they
tdentified as established, and to use each word in
a senience.

We evaluated how accurately students defined
the words that they said were established. We
found that in the alternative group, students accu-
rately defined 59% of those words that they identi-
fied as established, and in the traditional group
students accurately defined 57% of their estab—'
lished words. However, it is important to remem-
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ber that while these percentages are comparable,
the total number of words students accurately de-
fined was greater for the alternative group, since
they identified more words (60% versus 39%) as es-
tablished.
Furthermore, analyses of the contextual sen-

tences students generated for their established
words Indicated that more than half of the students
in the alternative group used story information in
their sentences, while only one of the 24 students
In the traditional group used such information. For
example, one student from the alternative group re-
ferred to The Spy Who Came it from the Cold when she
used the word dispassionate in "Leamas was dispas-

sionate to Liz at first." Another student wrote, “The

old lady librarian breaded over Leamas' groceries.”
These were typical responses from students In the
alternative group.

Conversely, students in the traditional group
made no connection between the words they de-
fined and the stories they read. This resulted in
sometimes awkward and inaccurate sentences, e.g.,
“Todd always has to be the primordial of the group,”

and."There is breoding in the spring.”

In addition to the vocabulary test, we developed a
comprehension test for each of the three books
read. Each test coi_’nsisted of four short-answer
items and one essay question. Questions targeted
main characters alid themes and required students
to integrate information from the entire text.

Responses were scored holistically using the fol-
lowing criteria: (a} the question must be clearly and
directly answered, (b) specific examples from the
selection must be provided, and (c) adequate ex-
planations must be presented to show how the ex-
amples relate to the questions, A 100-point scale
was used to standardize scores for all three tests.

Using an ANOVA, we compared group performance
on the reading comprehension scores of the three
story selections. Results showed a main effect for
Instruction, F (1,41} = 6,89, p<.05. The alternative
group scored significantly better on all three of the
comprehension tests than did the traditional group
{see Table 2). Thus, students who received alterna-
tive instruction improved their comprehension of
the selections more than students who received
traditional vocabulary instruction.

Finally, we also asked students to comment in
writing on the perceived value and usefulness of the
Instructional treatments. Students in the alterna-
tive group reported that they liked the alternative
instruction better than the traditlonal instruction
they had recelved the year before. They'sald they
felt that they learned the words better and that they
comprehended the stoties better than they did in
the past, For example, one student sald, "1 like this
way better because I think it helps me understand
the book better, Last year | did most of my vocabu-
lary, but the next week | just forgot it all. But this
way some of the words help me remember the sto-
ry." Another student said, "1 scored a Lot better {on
the vocabulary tests] last year as far as grades go
than this year because | had a definite definition
that I'd memotize and know they would be in the
test. This year, it's like | know the definition, | Just
don't know what my cholces mean. 1 like this year's
system better, though, because it helps me under-
stand what [ read.”

How and why the alternative instruction
worked so well

It is important to examine carefully the Instruction-
al units we developed to identify which parts con-
tributed to students' increased vocabulary knowl-
edge and comprehension performance. The
differences between the alternative and traditional

instructional units involved three elements that we
think are key to developing conditional knowledge
about word learning and ifproved comprehension.

. Chris provided specific criteria for the selection
of words. We think these criteria were crucial be-
cause they provided students with a structure for
word learning within the context of the literature
selection. Students were taught to select words that
directly related to important elements of the selec-
tlon—words that accurately described or summa-
rized a character or words that summarized the plot
or the setting. Chris reported that students relied
on the criterla more heavily as the instruction went
on, and they were eventually able to defend thelr
choice of words using the criteria. In this way stu-
dents were able to experlence first-hand the rela:
tionship between learning words and understand-
Ing a selection better.

2. Chris ensured that students learned the con-
textual meanings of words, This was especially im-
portant because so many of the words had multi-
ple meanings, and simply looking them up in the
dictionary did not provide students with the sup-
pott they needed to understand the meanings of
the words as they were used In the selections. Thus,
students learned the meanings of new words as
these were actually used in the selections. This pre-
vented the isolated learning of words and demon-
strated to students how all word learning Is con-
textualized.

3. Students received practice using the words
within the context of the reading selectlons,
Through the generatlon of sentences using the
words in context and discussions about the words

" as they related to the selections, students received

multiple exposures to the words, They were also
able to see how words relate directly to the plot,
theme, and characters in the selections. These ac-
tivities led to the deep processing of the words and
repeated exposures to them—both of which have
been shown to contribute to word learning and
comprehension improvement.

Support for the experimental treatment comes
not only from the student test scores but from the
students themselves, Several students in the alter-
native group commented how learning the words
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the way they did helped them understand their lit-
erature selections better. No student in the tradi-
tlonal group made that comment.

Conclusion

Using literature selections to teach students the
meanings of words makes sense intultively. Results
from this study demonstrate that students car be
taught a strategy for identifying Important vocabu-
lary and for learning those words within the con-
text of a literature selection. This procedural and
conditional knowledge about selecting important
words and deciding how those words relate to a lit-
erature selectlon seems to aid the comprehension
of that selectlon.

Chris began this study with a teaching dilemma
and a question. With the help of Jan and Woody, he
translated his question into a study where he found
some important new ways to teach vocabulary to
hls secondary English students. We hope the re-
sults of this study will encourage other secondary
teachers to try these techniques with their stu-
dents. : :

Dolz teaches at the Unbversity of Utak (379 MBH, Salt Lake
Clty UT 84112, USA). Sloan is also in Sait Lake Clty where
fie teaches English al |udge Memorial Catholic School.
Trathen teaches at Appalachian State University In Boone,
North Carolina, USA,
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Quote from the 1950s

English spelling reform has about the same chance as a man golng to the maoon.
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Importance of handling the text for learning

A recent study of scholars' habits as they search for new Ideas and information and Integrate these into
what they already know has revealed the importance of working physically with the text,

Every scholar mentioned the need to annotate and underline articles. This Is a method of high-
lighting tmportant ideas for later re-reading. However, it also appears to be an executive control
process which assists comprehension and the assimilation of concepts.

The physical connection of the hand to the words, and control of the page by the hand, seem

to assist the transmlssion of the intellectual content on that page to the mind.

Having the whole text In your hand is also a help:

Flipping pages and scanning lare] a reading strategy, not simply a means for locating informa-
tion. The purpose Is to gain a sense of a whole context,

Flipping pages and scanning a text help provide a mental model of the whole, which helps the reader

navigate through the text and aids comprehension. '
This information emerged from an extensive survey of scholars in the physical sciences, social sclences,
and humanities, examining the nature of the interaction between the scholar and the literature. It Is sug-

gestive, however, for learners of all ages and abilities and for thelr teachers.

For more Information on the survey and on a related project that investigated how electronic joutnals -

! ’ Is remain motre
and reference sources must be modified to satisfy scholars’ needs (to date, paper 10L_|rna
useful), see Jan Olson, “Electronic Journals; Implications for Scholars,” in Learned Publishing, Vol. 7, No. 3,

July 1994, pp. 167-176,

v
Top YA titles worldwide each year

English-language bibllo-
Each vear the International Youth Library in Munich, Germany, publishes an -
graphi{: catalog catled The White Ravens that includes about 200 titles of recent children’s and young peﬁ-
ple's literature from over 40 countries, The library also has published a third edition of a usefu! English-
language guide to about 200 Professtonal Periodicals int |nternational Children's Literature.

Agprlie ?ist for these and other publications can be requested from the Internationale Jugendblbllothek,
Schloss Blutenburg, D-81247 Munich, Germany; tel. Int.+49-89-891211-0, fax int.+49-89-8117553.
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