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ABSTRACT 
 

 
 
Purpose of the project: The purpose of this project is to create a children’s book on 
reading for pleasure. The book will be used to engage young children by acknowledging 
and developing their reading identities as students who read for pleasure. It is situated in 
the belief that adopting a stance of reading for pleasure, particularly as children enter 
school, will advance reading achievement, increase enjoyment, and promote lifelong 
readership. 
 
Procedure: An extensive literature review was conducted to inform the text of the 
children’s book. The elements of reading for pleasure were used to develop simple 
sentences appropriate for kindergarten students. The sentences were further organized 
into sections representing each element of reading for pleasure. Young children then 
illustrated the sentences. The results were bound into a picture book that will be used, in 
conjunction with existing classroom lessons, practices, and routines, to introduce reading 
for pleasure to young students. 
 
Scope of the project: This book project would be appropriate to share with young 
children as they begin to form their identities as young readers. It could be used in 
classrooms with primary-aged students as an introduction to reading for pleasure, and 
also as a tool to support teachers’ and students’ work on reading for pleasure throughout 
the year. The framework could also be modified to suit varying ages levels or content 
areas. 
 
Conclusion: Adopting reading for pleasure as a focus for classroom practice is a 
significant departure from the literacy instruction of the last two decades. While teachers 
and administrators may have difficulty reframing their knowledge and practices around 
literacy instruction, embracing reading for pleasure is a critical piece of literacy education 
that can accomplish the goals of literacy instruction and promote pleasure and lifelong 
readership for students. This picture book is a tool to begin that process. 
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  Chapter 1. Introduction 
 

Reading for pleasure is a critical piece missing in the educational conversation on 

raising readers in contemporary society (Cremin, Mottram, Bearne, & Goodwin, 2008; 

Cremin, Mottram, Collins, Powell, & Safford, 2009). For nearly two decades 

policymakers, researchers, curriculum publishers, administrators, and educators have 

focused on isolated skills and a litany of discrete standards in the pursuit of literacy 

(Every Student Succeeds Act, 2015; National Reading Panel, 2000; No Child Left Behind 

Act, 2002; Rose Report, 2005). In an educational climate that focuses on standards and 

testing, there has been immense pressure for teachers to cover a narrow curriculum 

(Cremin et al., 2009). The push to emphasize “discrete sub-skills” (Cremin et al., 2009,  

p. 11) like phonics (National Reading Panel, 2000; Rose Report, 2005) and fluency 

(National Reading Panel, 2000) has flooded classroom practices in the U.S. and abroad 

(No Child Left Behind Act, 2002; Rose Report, 2005). With intense phonics and fluency 

instruction in the spotlight, reading for pleasure and personal meaning has all but 

disappeared from literacy curricula. This shift in focus has had a significant effect on the 

reading experiences of students in the classroom. 

 Primary students in many of today’s elementary classrooms might only recognize 

reading in school as the 90-minute block of their day filled with phonics drills, decodable 

texts, and predicting on cue from the bits and pieces of stories in an anthology.  Older 

elementary students may still read books in their entirety during literature groups or 

independent reading time, but only if teachers are given permission to step outside of the 

ever-present commercial core reading program, and only if they are also willing to devote 

extra time and resources to such an activity. The role of children’s literature in 



2 

	

curriculum is now largely to “teach textual and linguistic features of particular written 

genres” (Cremin et al., 2009, p. 11)—rather than to experience joy, be curious, connect 

with characters, see another point of view, solve problems, or feel emotions driven by 

common human experiences.  

Classroom practices have shifted to align with this new role. Literacy instruction 

has become a series of phonics drills, skills practice, text dissection, and assessments. 

While some of these practices may seem reasonable to those of us looking in from the 

outside, Wilhelm and Smith (2014) point out in their book Reading Unbound, “if you 

were a student you know that rather than celebrating the power and pleasure of reading, 

school can turn it to pure drudgery, a point we heard again and again in our study…” (p. 

12). There are no worksheets that can teach the delights of books, no discrete skills that 

inspire wide reading, and no standards that address the power of pleasure reading. As a 

result, joyful engagement is beyond the reach of an untold number of students in schools 

across the country. They have simply never been given a chance to experience the power 

of reading for themselves. 

 There is, however, another option. Through the persistent efforts of their families 

or inspired teachers, some students have become joyful readers. These students have 

spent time happily engaged with texts. They have discovered their literary interests, and 

they know how to choose a book they will likely enjoy reading. They talk with friends or 

family about what they are reading, and they make plans for future reading. These 

students have learned a key element in their reading success—how to read for pleasure. 

Students who read for pleasure have spent their time developing their own skills, 

making choices about what to read, and forming their own views of the world. As adults 
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bustle around trying to sort out which literacy goals and objectives they believe to be the 

most pressing, which curriculum is to be used, and how students should be measured on 

their reading progress, students are busy discovering themselves. They have made 

choices, found purpose, and forged connections beyond the limits of their school 

curriculum. They have, in fact, become individuals who can and do choose to read. 

 

Personal Readership 

As a kindergarten teacher, I get a new batch of bright-eyed, enthusiastic 5-year 

olds each year. They come to me with many different literacy experiences. Some know a 

great deal about how books work. They can find the front cover of a book, know where to 

start reading, and may even be able to recognize a few words. Others come having rarely 

been read to, perhaps with no books to call their own. Not all students come to school 

knowing that books can bring joy, and I must provide the introduction for this key to 

engaging my young readers—reading for pleasure.  

If I were to strictly follow my district-approved curriculum, students would listen 

to stories I read from a big book anthology on a predetermined theme, answer the 

questions I asked about those stories, practice phonemic awareness and phonics skills, 

complete pages in a workbook, and read decodable texts. They would never have the 

chance to look through our classroom library filled with books. Students would never be 

able to choose their own books to read or share them with friends. They would never 

have an opportunity to talk about what they saw or read in the books they chose. They 

would not experience the feeling of trying to make sense of the book before them, nor the 

motivation to do so because they want to learn about the topic in this book they chose for 
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themselves. Students would never get to make their own connections with literature or 

develop their own reading stance. Instead, their reading lives in the classroom would be 

preset. The core reading program would carefully control their literacy experiences, 

leaving no room for readers to guide their own journeys. If left up to the published 

reading curriculum, students would simply not know that they could be in charge of their 

own reading lives. 

Like many teachers, I encourage a wider view of reading in the classroom. I begin 

the school year trying to convince a classroom full of young children that they are 

readers. A few accept this as fact, either because they have acquired this confidence 

through reading experiences at home, or sometimes because a kindergarten teacher’s 

words are magical by 5-year old standards. Most, however, do not understand. They 

insist they do not know how to read. They look uncomfortable when I mention they can 

find a cozy spot to read the book they just chose from our classroom library. They think 

they have disappointed me, or that I am crazy for thinking they can read because they are 

only five years old. They are not sure what to do next. Many students just stand and wait 

for me to say something. I encourage them to find someplace comfortable, open the book, 

and see if they find anything interesting.  

 

Thesis Project—A Picture Book on Reading for Pleasure 

This thesis project—a children’s picture book on readership and reading for 

pleasure—is designed to fill the gap created by students’ varied experiences when they 

enter kindergarten. It aims to help teachers teach students that they are readers—whether 

they can read the words or not—through their attitudes, beliefs, and behaviors. It 
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encourages students to adopt a reader’s disposition and create their own reading 

identities. The picture book introduces students to the elements of reading for pleasure, so 

that they may know what to expect from their reading experiences—enjoyment, 

motivation, choice, access, and personal and social satisfaction.  

This thesis project is a student’s version of texts like The Book Whisperer (Miller, 

2009) and The Reading Zone (Atwell, 2007), which shift the focus from skills and 

assessments to students and engagement. These texts argue that teachers must empower 

students to be readers and not merely students who can read, and that supporting students 

in their reading practices while giving them agency in their readership provide both the 

academic skills and the personal drive to become lifelong readers who recognize reading 

as a source of power and enjoyment. This project was also influenced by ideas from 

Collins and Glover’s (2015) book, I Am Reading, which seeks to help young children 

“develop healthy, functional reader identities” and avoid “yanking children into the world 

of reading rather than welcoming them” through an overemphasis on early skills and 

attaining ever higher reading levels beginning in preschool (Collins & Glover, 2015, p. 

5). These texts for adults provide teachers with the theory and practices needed to 

empower students’ views of readership, and this thesis project aims to show students how 

to take on this role for themselves.  

Reading for pleasure is a critical stance to adopt as a lifelong reader, and yet there 

are few classroom resources to support this notion. This thesis project provides one such 

resource. It is situated within a framework that resists the view of early literacy education 

as preparation for college and career readiness (Every Student Succeeds Act, 2015). 

Rather, it adopts the views of educational philosopher John Dewey (1929) who says, 
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“Education is not preparation for life; education is life itself” (p. 35). The aim of my 

project has been to create a text that represents young children as capable readers who 

have adopted their own reading stances, including reading for pleasure.  

A picture book on this topic is needed to reframe how reading has been positioned 

as a technical skill in early childhood classrooms. Much of the curricular work done by 

young students around classroom reading is focused solely on building phonics skills. 

While gaining these skills is one part of being a reader, there is much more to readership. 

As Harste (2009) notes, “We want readers to see themselves as having agency, not only 

in terms of making meaning, but also in terms of critiquing what they read, and in terms 

of positioning themselves more capably and powerfully in the world” (p. 7). This 

children’s book on readership supports a wider view of the purposes for reading. It also 

serves as a model to connect teachers and parents to the importance of fostering reading 

for pleasure as an approach to readership. The book is a tool for teachers and parents, but 

most importantly, it is to encourage young children to see themselves and others as 

joyful, connected readers who can and do choose to read. 

 

Definitions 

Agency—the ability to act on one’s own behalf in the pursuit of a self-identified 

purpose; in particular, a student’s relationship to power within his or her own 

reading process 
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Literacy—a collection of skills, applied social practices, and learning processes around 

reading, writing, and language that are critically influenced by culture and personal 

experience  

Picture book—a text composed of words and illustrations or photographs often created 

with young children in mind, but generally appropriate for all ages 

Reading for pleasure—transactions with texts chosen by the reader, or that the reader 

has been encouraged to read, for entertainment or other purposes designated by the 

reader. Reading for pleasure is also referred to as independent reading, recreational 

reading, free reading, and free voluntary reading in this context. In some classrooms, 

reading for pleasure may also be synonymous with Sustained Silent Reading (SSR), Drop 

Everything and Read (DEAR), or other independent reading practices. 

Readership—an assortment of competencies, attitudes, and approaches to reading that 

form the basis of one’s experiences with literacy  

Stance—the position a student takes in approaching books and reading; in particular, the 

way the student view his or her placement within the reading process 
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Chapter 2. Literature Review 

 An analysis of reading theory and research supports the purpose of this thesis 

project—creating a picture book on readership that targets young learners embarking on a 

path to lifelong reading.  I begin with a discussion of the negative consequences of the 

current state of literacy education and its effects on students in classrooms across the 

United States.  Examining the decline of reading for enjoyment in classrooms over the 

past two decades suggests that reading for pleasure would be a far more effective and 

satisfying approach to literacy education than the current focus on discrete skills.  

Including the key elements of reading for pleasure—time to read, motivation to read, 

student choice, access to books, and the teacher’s role in classroom reading—into literacy 

education provides a framework within which students can both thrive and learn the 

requisite skills and dispositions they need to become lifelong readers. A vital part of the 

teacher’s role involves helping students see themselves as readers, which is exactly what 

the picture book on readership is designed to do.  

Changes in Literacy Education 

 The pedagogical shift to teaching reading as a collection of discrete skills is so 

dramatic that it has been termed readicide by noted author and educator Kelly Gallagher 

(2009). In his book by the same name, Gallagher defines readicide as the “systematic 

killing of the love of reading, often exacerbated by the inane, mind-numbing practices 

found in schools” (2009, p. 2). Readicide happens in schools as students and teachers are 

over-taxed by the sheer number of standards to which they are held, the flawed curricula, 

and the emphasis on high stakes testing, all of which lead to a lack of authentic reading 
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experiences for students. While this characterization may sound dramatic, in fact, a 

wealth of evidence supports it .  

 The National Reading Panel report. In 2000, the National Reading Panel 

(NRP)—a fourteen-member group convened by the National Institute of Child Health 

and Human Development (NICHD) at the behest of the United States Congress—

published a report titled “Teaching Children to Read.” Its intention was to “assess the 

status of research-based knowledge, including the effectiveness of various approaches to 

teaching children to read” (NRP, 2000). This report was ultimately used to craft federal 

reading policy, becoming a major element of the Reading First initiative and No Child 

Left Behind legislation in 2001. Its impact on the reading landscape in American schools 

cannot be overstated.   

Unfortunately, students have long been suffering the effects of the NRP’s (2000) 

misguided report on the topic of independent reading, including Sustained Silent Reading 

(SSR). The report concluded that the Panel could not recommend such a practice as a 

way to increase reading achievement (Krashen, 2004). This had devastating effects on 

students’ time spent reading independently in the classroom. 

 The National Reading Panel’s chapter on fluency (which addresses independent 

reading) begins, interestingly enough, by acknowledging that there is widespread 

agreement that encouraging students to read widely and independently raises reading 

achievement. 

The importance of reading as an avenue to improved reading has been stressed by 
theorists, researchers, and practitioners alike, no matter what their perspectives. 
There are few ideas more widely accepted than that reading is learned through 
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reading…There are literally hundreds of studies that find that the best readers read 
the most and that poor readers read the least. (p. 3-21) 

When reviewing research on this, however, the NRP reduced tens of thousands of 

studies on independent reading to only fourteen that fit their required criteria—one of 

which was that the study be experimental in nature. Only one of the fourteen studies 

followed students for more than one school year (the point at which gains from 

independent reading are most consistent, as noted below), with several lasting between 

one and three months. The NRP itself acknowledged the limitations of the fourteen 

studies they analyzed: “The Panel evaluated a variety of procedures and found that many 

of the papers suffered from especially weak research design. Several of these 14 studies, 

although they met the selection criteria, could not be analyzed because of serious 

methodological or reporting flaws that undermined their results” (p. 3-24). The report 

went on to conclude, “It would be difficult to interpret this collection of studies as 

representing clear evidence that encouraging students to read more actually improves 

reading achievement” (p. 3-26). Considering the lack of qualitative research, the limited 

duration of the treatment, the flawed methodology, and the sheer lack of data, it is no 

wonder there was no clear evidence. Tragically, as the minority report (NRP, 2000) 

predicted, these findings had a significant negative impact on independent reading 

practices in the classroom (Sanden, 2014). 

The NRP report falsely damaged the credibility of independent reading and 

significantly limited the amount of independent reading taking place in classrooms. This, 

in turn, restricted classroom opportunities for students to discover reading for pleasure. 

For two decades, independent reading has been neglected by curriculum publishers as a 
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result of the NRP’s influence, ranging from the Reading First initiative to the No Child 

Left Behind legislation. NCLB, heavily influenced by the NRP report, became a key 

catalyst for the widespread standards-based instruction movement. The intense focus on 

grade level standards that followed limited reading to a technical skill, ignoring both the 

pleasures and alternate purposes for reading.  

Standards-based instruction and the curriculum. In response to the demands 

of the standards-based reform movement, curriculum publishers began to focus their 

materials on covering the many language arts content standards into a core reading 

program, a commercially packaged curriculum adopted by districts and used—often 

exclusively—by teachers to teach reading. Core reading programs became widely 

adopted, in part through increasing pressure from federal policies such as Reading First 

under the No Child Left Behind Act (2002). These commercial programs are now the 

main resource for teachers delivering reading lessons, even though the What Works 

Clearinghouse rated only one of 153 reviewed programs as showing “strong evidence” 

that it increases reading achievement (Allington, 2013). Further, Dewitz, Jones, and 

Leahy (2009) looked at several key elements of reading instruction in core programs. 

They found that “commercial core reading programs typically provide lessons that bear 

little or no relationship to the research on fostering the development of reading 

comprehension” (p. 523). 

 In addition to the lack of evidence that core reading programs are based on 

research, Brenner and Hiebert (2010) found startling results when analyzing six 

elementary core reading programs widely in use across the United States. Both common 

sense and research tell us that readers need practice reading in order to improve (e.g., 
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Cunningham & Stanovich, 1998), and that reading volume is correlated with higher 

reading proficiency (Allington, 2014). Despite this, of the six core reading programs 

analyzed, only four (67%) called for students to read any texts beyond the core program, 

and only three (50%) mention the implementation of independent reading such as 

Sustained Silent Reading (SSR). Knowing that popular core programs do not encourage 

much reading beyond the program, one would expect that in a typical ninety-minute 

block of daily reading instruction (U.S. Department of Education Office of Elementary 

and Secondary Education, 2002) programs would provide students adequate time to 

practice reading. Shockingly, the authors found that on average core reading programs 

called for students to read only fifteen out of the ninety minutes per day. For many 

students, particularly those who depend on schools to become literate, this is not nearly 

enough. Proficient readers in the United States already do far more reading than 

struggling readers (Allington, 2013), creating a gap in achievement. In an effort to teach 

reading to children, educators are continuing to “drill and kill” through core reading 

programs, playing an important role in maintaining the achievement gap (Pianta, Belsky, 

Houts, & Morrison, 2007) and promoting readicide. 

Not only are core programs pushed into classrooms, but teachers have also been 

warned to “maintain fidelity to the teaching plan in the core reading programs” via state 

and federal documents (Brenner & Hiebert, 2010, p. 348). “This is ironic,” says Allington 

(2013), “because no research existed then, or exists now, to suggest that maintaining 

fidelity to a core reading program will provide effective reading lessons” (p. 523). 

Nonetheless, teachers are pressured to follow the script to ensure positive results on the 

district assessments and high stakes tests that permeate K-12 education. 
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Further, Marzano and Kendall’s (1998) review of educational standards 

illuminates the significant amount of time that would be necessary to cover standards in a 

typical K-12 setting. At the time of the analysis, which was even before the Common 

Core standards were widely adopted, it was shown that there were about 200 state and 

federal content area standards and 3,093 benchmarks to support those standards. Given 

the average learning time available based on 180 days of school, teaching those standards 

would require increasing instructional time by a shocking 71%. In addition, the Third 

International Mathematics and Science Study (TIMSS, 1997) demonstrated that the 

United States attempts to cover too much content when compared to other countries 

Marzano sums up this problem simply, “The sheer number of standards is the biggest 

impediment to implementing standards” (Scherer, 2001, p. 14). Excessive standards, 

which must be covered in every K-12 academic year, have left little time or opportunity 

for joy in the curriculum. 

 Consequences of current literacy education. The overwhelming number of 

standards, narrow curriculum, and time spent on testing and test preparation have led to 

the marginalization of reading itself. Students are missing opportunities to become 

readers because school cultures are hyper-focused on skills instruction, standards 

implementation, and data collection despite the evidence that this approach will not grow 

readers. Once again Kelly Gallagher (2009) raises critical points about the state of 

literacy in U.S. schools: 

High-interest reading is being squeezed out in favor of more test preparation 
practice. Interesting books are disappearing as funding is diverted to purchase 
“magic pill” reading programs. Sustained silent reading time is being abandoned 
because it is often seen as “soft” or “nonacademic.” For many students, academic 
reading, though incredibly important, has become their only reading…When you 
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add all of these school practices to the forces working against readers outside the 
classroom, is it any surprise that mass readicide is occurring? (p. 4) 

 

In the pursuit of literacy, students are not being allowed to experience reading for 

themselves, and that needs to change. As Nancie Atwell (2007) points out, “A child 

sitting in a quiet room with a good book isn’t a flashy or, more significantly, marketable 

teaching method. It just happens to be the only way anyone ever grew up to become a 

reader” (p. 12). Reading for pleasure provides students with the motivation, time, and 

skills necessary to be thoughtful, capable readers. Reading for pleasure also inspires 

students to continually return to reading, creating the conditions for their development as 

a lifelong reader. Literacy education must include experiences that are driven by a 

complete view of reading and readership, Reading for pleasure is a critical element 

toward this end. 

The Benefits of Reading for Pleasure 

Academic benefits of reading for pleasure. Reading for pleasure—defined here 

as transactions with texts chosen by the reader, or that the reader has been encouraged to 

read, for entertainment or other purposes designated by the reader—confers a wealth of 

academic benefits to students. In their British Cohort Study, Sullivan and Brown’s (2013) 

survey of nearly 6,000 students found that reading for pleasure was a significant factor in 

students’ cognitive progress across vocabulary, spelling, and math, with vocabulary 

seeing the most gains over time. Cognitive test scores showed a 14.5% advantage in 

vocabulary, 10% in math, and 8.6% in spelling for students who read for pleasure more 

frequently over time (in this study “more frequently” was defined as when students have 
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read books often at 10 years old, at least once per week at 16 years old, and read the 

newspaper at least once per week).  

Additional research studies have also found links to an increased vocabulary as a 

result of free reading (Angelos & McGriff, 2002; Cunningham & Stanovich, 1998; 

Krashen, 1989). Remarkably, while it is known that more capable readers do read more, 

Sullivan and Brown (2013, 2015) were able to separately link the relationship between 

reading for pleasure and cognitive progress over time. This led the authors to conclude 

that the academic impact of pleasure reading is both “powerful” (p. 2) and “substantial” 

(p.35). 

Surprisingly, reading for pleasure was also more strongly linked to cognitive 

attainment than parent education levels (Sullivan & Brown 2013). While parent education 

is typically thought to be the strongest determinant of cognitive outcomes, the evidence is 

mounting that children who read for pleasure are at a greater advantage (Twist, Schagan, 

& Hogson, 2003). Reading pleasure has also been shown to be more influential on 

educational success than socioeconomic status (OECD, 2002). 

 Reading for pleasure promotes additional academic benefits, as well. Krashen 

(2004) compiled data on over thirty research studies that indicate that free reading 

programs—those in which students choose their own reading material and are free to 

abandon books they do not care for—improve reading comprehension. Over time, 

comprehension scores increase in direct relationship to the length of participation in free 

reading programs in school as opposed to traditional approaches (those that focused on 

assigned reading and direct instruction in grammar, vocabulary, reading comprehension, 
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and spelling), with programs lasting longer than one year being consistently effective. 

Readers who participated in a free reading program did as well or better than those in 

traditional programs in 94% of study comparisons. Remarkably, similar results were 

valid for many populations of students—both first and second language elementary 

school students in the United States, struggling readers, second language acquirers abroad 

(in a range of ages), college and university students, and reform school boys. Further 

studies also cite text comprehension as a benefit of reading for pleasure (Cipielewski & 

Stanovich, 1992; Cox & Guthrie (2001). 

There is also evidence that students who read for pleasure score better on reading 

assessments (Anderson, Wilson, & Fielding, 1988; PIRLS, 2006; PISA, 2009; Twist et 

al., 2007). As reading volume increases, reading achievement increases. Increased 

achievement then promotes additional reading, which strengthens the correlation between 

the amount of reading and reading achievement (Cunningham & Stanovich, 1998). In 

fact, according to Anderson, Wilson, and Fielding (1988), the best predictor of reading 

achievement is independent reading. 

Beyond reading achievement, reading for pleasure also promotes a better ability 

to learn across the whole curriculum (Sullivan & Brown, 2015), enhanced general 

knowledge (Pressley, 2000; Sparks, Patton, & Murdoch, 2014), increased linguistic 

ability (Sparks, Patton, & Murdoch, 2014; Sullivan & Brown, 2015), and improved 

reading and writing ability (Krashen, 1993; OECD, 2002). Additional research also 

shows that reading attainment—the continual improvement of reading skills over time—

increases in relationship to the enjoyment experienced while reading for pleasure and 

shows that there is a relationship between reading frequency, enjoyment, and attainment 
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(Clark, 2011; Clark & DeZoya, 2011; Clark & Rumbold, 2006). In short, if students 

enjoy reading, they will continue to improve their reading skills and achieve more over 

time.  

Additional benefits of reading for pleasure. In addition to its academic benefits, 

the Department for Education (2012) published a report including Clark and Rumbold’s 

(2006) review of  literature which identified specific added benefits of pleasure reading—

“reading attainment and writing ability, positive reading attitudes, increased self-

confidence as a reader, pleasure in reading in later life, general knowledge, a better 

understanding of other cultures, community participation, and greater insight into human 

nature and decision-making” (p. 9). Wilhelm and Smith (2014) assert that reading for 

pleasure promotes cultural literacy and deep psychological fulfillment, while Cremin 

(2007) frames reading for pleasure as deeply personal. Cremin notes that reading is 

“oriented towards finding personal meaning and purpose and related to the human need 

to make sense of the world, the desire to understand, to make things work, to make 

connections, engage emotionally and feel deeply” (p. 6). The author also points out that 

owning a first book, connecting books and memories, and lending or borrowing books 

from friends are personal ties to pleasure and social connectedness one creates through 

reading. What's more, Allan, Ellis, and Pearson (2005) found that reading for pleasure 

fosters children’s social skills. 

Another benefit to reading for pleasure is in attaining “flow,” which compares to 

what researcher Nancie Atwell calls reading “in the zone” (p. 21). The theory of flow 

(Csikszentmihalyi, 1991) is described as “the state people reach when they are deeply but 

effortlessly involved in an activity” (Krashen, 2004, p. 29). Csikszentmihalyi (1991) 
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reports that reading is possibly the activity most referred to when achieving flow. Flow 

brings fulfillment and satisfaction, which encourages people to extend or repeat the 

activity. A literature review published by The Reading Agency (2015) argues that readers 

who achieve the state of flow while reading will see greater benefits and broader 

academic achievement as a result due to their increased motivation for and commitment 

to future reading. Sanacore (2002) supports this, reflecting that when people read for 

pleasure regularly “they experience the value of reading as efferent and aesthetic 

processes. Thus, they are more likely to read with a sense of purpose, which further 

supports their developing reading habit” (p. 68). Reading for pleasure provides essential 

personal and social benefits that impact readers in compelling ways. 

Key Elements of Reading for Pleasure 

Reading for pleasure is a powerful tool in creating capable, lifelong readers. There 

are several key elements that help students to build this approach to reading. They are the 

time to read, motivation to read, student choice, access to a variety of texts, and a 

teacher’s role in guiding readers toward pleasure. 

Time to read. Reading volume, resulting from time spent reading, is 

overwhelmingly correlated to reading proficiency. Research is so clear on this point that 

well-known author, researcher, and professor Stephen Krashen declared the following: 

“Only one method of improving reading ability really works: engaging in a great deal of 

interesting (better yet, compelling), comprehensible reading” (2009, p. 20). This echoes 

the sentiments of Nancie Atwell—teacher, researcher, and founder of the Center for 

Teaching and Learning, a K-8 demonstration school—who states, “The K-6 teachers and 
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I make time every day for our students to curl up with good books and engage in the 

single activity that consistently correlates with high levels of performance on 

standardized tests of reading ability. And that is frequent, voluminous reading” (2007, p. 

12). Donalyn Miller, author and a key voice in the conversation on classroom reading, 

speaks to the disconnect between current trends in curriculum and reading volume: 

No matter how long students spend engaged in direct reading instruction, without 
time to apply what they learn in the context of real reading events, students will 
never build capacity as readers. Without spending increasingly longer periods of 
time reading, they won’t build endurance as readers, either. Students need time to 
read and time to be readers. (2009, p. 51). 

These experts are among the many who see independent reading time as absolutely 

necessary for reading development. 	

Further, citing the NRP’s call for experimental evidence on independent reading, 

Samuels and Wu (2004) conducted a study of 72 students in a St. Paul, Minnesota 

elementary school in which 64% of students were eligible for free and reduced lunch. 

The study lasted six months. Thirty-five students were assigned to 15 minutes of 

independent reading, while 37 were assigned to 40 minutes. Samuels and Wu found that 

“more time spent reading had a significant effect on achievement compared to a control 

condition” (p. 3). More than that, their analysis revealed that poor readers showed 

considerable gains in word recognition and vocabulary with only 15 minutes of reading 

per day, while good readers had better gains on reading comprehension with 40 minutes 

of reading. The authors concluded that student achievement is impacted by the 

differences in student abilities as a result of time spent on independent reading. 
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The work of several other researchers also speaks to the positive influence of 

reading volume. Sullivan and Brown (2015) noted that scores on vocabulary tests 

increased for high readers (defined as the 20% of children in their study who read most 

frequently) by 12% between the ages of 5 and 16, whereas the scores of the 21% of 

students who read least frequently declined 8% over the same period. This makes sense 

given that readers gain a better understanding of the meanings of words every time they 

see them in their reading (Krashen, 2009). More reading will help readers grow their 

vocabulary. Also, Foorman, Schatschneider, Eakins, Fletcher, Moats, and Francis (2005) 

found that the only lesson design element related to reading achievement was the amount 

of time teachers designated for reading the text. The time spent on word recognition, 

decoding, and reading comprehension did not increase achievement. Further, Anderson, 

et al. (1988) acknowledge the staggering differences of voluntary time spent reading 

books between students scoring in the 90th percentile of grade-level proficiency tests 

(33.4 minutes per day), those scoring in the 50th percentile (9.2 minutes per day), and 

those in the 10th percentile (1 minute per day). The results translated to an astounding 1.8 

million fewer words read per year by readers in the 10th percentile. Sparks, Patton, and 

Murdoch’s (2014) study replicating the Cunningham and Stanovich (1998) “10 years 

later” study shows that greater exposure to print, or reading volume, also leads to an 

increase in general knowledge. The authors sum this up powerfully by concluding, 

“Reading volume is more important than the cognitive ability for developing declarative 

knowledge and reading ability” (p. 207-208). This collection of research suggests that 

because the amount students read is a key factor in reading achievement and a lack of 
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time spent reading increases the achievement gap, time should be dedicated to increasing 

reading volume during literacy instruction, rather than to other less effective activities. 

Krashen (2009) again addresses this line of research by stating, “It remains 

mysterious to me why the obvious, most pleasant, least expensive, and probably the only 

effective way to improve reading ability—providing readers with interesting 

comprehensible reading material—appears not only to be the last resort, but is often not 

even mentioned” (p. 25). Readers need time to read, and they also need the motivation to 

want to read. 

	 Motivation to read. Intrinsic motivation is the motivation to engage in an activity 

for personal interest or the pleasure it brings (Ryan & Deci, 2000). This is exactly the 

type of motivation involved in reading for pleasure. Clark and  Rumbold (2006) reviewed 

several studies on intrinsic reading motivation and found that it has been linked to 

“greater reading frequency and greater breadth of reading; greater reading enjoyment; 

greater retention of key information; and greater persistence in coping with difficulties, 

mastering the required skills and becoming self-determined in reading tasks” (p. 18). 

These results mean that incorporating reading for pleasure into literacy instruction 

encourages students to read more often and more widely, enjoy reading more and 

improve their reading skills at the same time. 

Wigfield and Guthrie (1997) have further reported that intrinsic motivation 

predicts that readers will see reading as important, be curious enough to pursue learning 

through reading, find enjoyment in particular texts, and prefer challenging reading. In 

contrast, the authors found that extrinsic reading motivation centered on the desire for 
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tangible recognition, better grades, and outperforming peers. Cox and Guthrie (2001) 

deepened this understanding of motivation by showing that intrinsic motivation predicts 

reading for pleasure, while extrinsic motivation does not. In a later study, Wang and 

Guthrie (2004) found that intrinsic reading motivation was positively linked to text 

comprehension, while extrinsic motivation was negatively associated with text 

comprehension. Notably, Clark and Rumbold (2006) cite further research that states that 

students who are motivated by extrinsic rewards are “more likely to use strategies at 

surface level, such as guessing and memorization” (Pintrich & Schrauben, 1992). 

Intrinsic motivation is a clear path to reading for pleasure and all of the benefits it brings, 

and such motivation begins with giving students time and the opportunity to read for 

enjoyment. After all, as Cremin (2007) states, “Reading is built on a legacy of past 

satisfactions” (p. 7). 

It is important to frame children’s early reading experiences in pleasure. Clark 

and Rumbold (2006) point out that children who do not find pleasure in reading will not 

be likely to do so when they are older. Additionally, several studies found that 

experiences in the elementary years significantly shape reading motivation and 

achievement in later years (Allington,1994; Purcell-Gates, McIntyre, & Freppon, 1995). 

Gambrell (1996) also notes that teachers have often recognized the need to address the 

lack of motivation as being “at the heart of many of the pervasive problems we face” in 

teaching reading to children in classrooms (p. 17). The author further adds that the 

question “How can I motivate this student to read?” should be reframed as, “How do we 

create an environment in which this student will be motivated to read?” (p. 17). Because 

the elementary years are critical to a reader’s motivation, this is an ideal time to 
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incorporate student choice of reading materials into literacy instruction to promote 

reading for pleasure (e.g., Gambrell, 1996). 

 Student choice. Several researchers have found that there is a positive link 

between readers choosing their own texts and reading motivation (Gambrell, 1996; 

Krashen, 1993; Sanacore,1999). According to Gambrell (1996), readers find books they 

choose for their own purposes to be the most interesting. The author’s (1996) study 

indicated that over 80% of the fiction and non-fiction texts that first, third, and fifth 

graders enjoyed the most were self-selected from their classroom libraries. By contrast, 

only 10% of readers in that same study referred to assigned books as enjoyable. 

 Further, as Cremin (2007) points out, student choice is a well-known motivator 

“since interested and determined readers will often persist with a demanding text, simply 

because of their desire to know, to understand and to make sense of it” (p. 5). Clark and 

Rumbold cite two other pieces of research with the same findings—Hunt (1996/1997) 

and Tompkins and McGee (1993) both refer to a student’s interest level as creating the 

ability outperform his or her own instructional level. Both Sanacore (1999) and Krashen 

(1993) also found links between self-selected reading and self-determination. 

 Sanacore (1999) brings up two additional points that are important to the topic of 

student choice. The first is that students will see reading as a lifelong pursuit when we 

recognize and encourage their reading choices. The second is that such a “lifelong desire 

to read is more likely to be based on personal considerations than on literary merits” 

(Carlsen & Sherrill, 1998). It seems apparent that the beginnings of a lifelong reader are 

found in one’s personal attitude toward reading, rather than because one has been 
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convinced of the benefits of readership. Student choice is a pleasurable, effective way to 

encourage this stance. 

 When students are given the opportunity to choose their own texts, they are 

creating ownership over their own reading journey. Sanacore (1999) states this 

powerfully by saying that for students, “this freedom to choose can positively affect their 

general well-being, their behavior and values, their academic achievement, and their 

overall growth and development” (p. 38). They are free to pursue their own reading 

interests and, in doing so, take on the identity of a reader. Many proponents of student 

choice cite the “Reader’s Bill of Rights” written by Daniel Pennac in 1992, which 

emphasizes the importance of a reader’s agency in his or her reading life. It states that the 

reader has 1.) The right not to read something; 2.) The right to skip pages; 3.) The right 

not to finish; 4.) The right to reread; 5.) The right to read anything; 6.) The right to 

escapism; 7.) The right to read anywhere; 8.) The right to browse; 9.) The right to read 

out loud; and 10.) The right to not defend your tastes. According to Atwell (2007), 

Pennac’s list is a reminder of what “skilled, passionate, habitual, critical readers know but 

that teachers and parents can forget, don’t understand, or do appreciate for themselves but 

withhold from children” (p. 26). Readers of all ages deserve to be in control of their own 

reading lives, and as Atwell (2007) suggests, “Starting in kindergarten and going straight 

through until the end of high school, free choice of books should be a young reader’s 

right, not a privilege granted by a kind teacher” (p. 13). 

 Student choice of texts also encourages readers to enter a state of reading 

engagement. This state of reading, notes Newkirk (2000) is entered to experience 

pleasure, “not to become better citizens, or more moral human beings, or more efficient 
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workers” (p. 68). This state of reading engagement compels readers to return to it over 

and over, but confounds those who have never experienced it; it’s a form of pleasure 

readers experience where they connect with “characters and storytellers who become as 

real, sometimes more real, than actual people we know” (Newkirk, 2000, p. 69). This is 

the state that Nancie Atwell (2007) terms “the reading zone.” One of Atwell’s students 

described it this way: 

First of all, you see what’s happening in your head, like a movie screen. You care 
about the characters and think about what you would do at every point where they 
make a decision. You block out the sounds of the outside world. Eventually, it 
doesn’t even feel like you’re reading. You don’t seem to be actually reading the 
words as much as it’s just happening. And last, you don’t want to stop reading. (p. 
21). 

Being “in the zone” while reading leads to pleasure, engagement, and relationships 

between readers and books. This kind of engagement also leads to empathy (Atwell, 

2007; Djikic, Oatley, & Moldoveanu, 2013). Students who are able to choose their own 

texts benefit greatly from this opportunity, and if students are to select their own reading, 

they need access to a wide variety of books that interest them. 

  

Access to books. Access to books is an important part of the literacy equation. In 

a meta-analysis of 108 studies, Lindsay (2010) found that access to books and print 

materials resulted in improved attitudes toward reading and learning, increased reading, 

and improved reading performance. In the same study, book access was positively related 

to all eight categories designated by the study—attitudes towards reading, motivation to 

read, reading behavior, basic language abilities, emergent literacy skills, reading 

performance, writing performance, and general academic achievements (beyond in 
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reading or math). In short, access to reading material creates positive attitudes and 

increases achievement.  

Classroom access to books is so important that several well-respected sources 

have established goals on the matter. Pernille Ripp, educator and author of the book 

Passionate Readers: The Art of Reaching and Engaging Every Child (2018), cites several 

of these recommendations—the American Library Association recommends 300 titles per 

classroom library (in addition to a quality school library), the International Library 

Association recommends seven titles per student (adding two more titles per year per 

student), and renowned literacy experts Fountas and Pinnell recommend 300-500 titles 

per classroom, depending on the grade level. Further, research shows that increasing the 

amount of money spent on books in elementary school (which support independent 

reading) leads to increased student performance (Hurd, 2006). 

Access to books is also critical to ensure students’ interests will be represented. 

There are several studies that support the notion that one “homerun book,” as Jim 

Trelease (2001) calls it, can make a significant impact on the trajectory of a child’s 

reading life. Research on this topic, cited in Krashen’s (2004) book The Power of 

Reading, reveals that homerun books vary widely among readers (e.g., Ivey & Broaddus, 

2001; Kim & Krashen, 2000; Lao, 2003), which supports the need for students to have 

access to a wide range of texts. Students also benefit from a wide variety of experiences 

with both narrative and non-fiction texts (Sanacore, 2002), which can be represented in 

classroom, school, and public libraries that are regularly available to students. 
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Further, access to books is associated with voluntary reading time (McQuillan & 

Au, 2001). As such, it is of particular concern for low-income students, whose current 

reading achievement falls well below that of middle-income families (e.g., Allington & 

McGill-Franzen, 2017). Allington and McGill-Franzen (2017) point out that 

economically disadvantaged children are less likely to have easy access to books. 

“Children from low-income families live in neighborhoods that offer fewer locations to 

buy or borrow books, attend schools where the numbers of book available are more 

limited, and live in homes where few books are found. Minority children live in homes 

with less than half the number of books found in white homes” (Allington & McGill-

Franzen, 2017, p. 12). This disparity can begin to be mitigated by increasing students’ 

access to books in local libraries.  

In a summary of eight research studies, Krashen (2004) shows that when access is 

available, children get a significant number of books from classroom, school, and public 

libraries. Percentages of books children borrowed from the library ranged from 3-28% for 

classroom libraries, 19-63% for school libraries, and 14-99% for public libraries across 

the eight studies. In another study, Elley (1992) found that a country’s rank in reading 

achievement was predicted by the quality of the country’s school libraries (which was 

often determined by the country’s overall wealth). More importantly, countries that had 

less wealth but the best school libraries were able to make up a significant percentage of 

the achievement gap. Access to books is critical to students’ reading success, particularly 

for those who rely on classroom, school, and public libraries as their source of reading 

material.  
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Both Atwell (2007) and Wilhelm and Smith (2014) also support the idea that 

readers are individuals, and as such, teachers cannot exert control over their reading 

preferences. Further, they argue, because teachers cannot necessarily predict which one 

good book will change everything for a reader, readers must be able to choose for books 

themselves.  

Atwell’s (2007) students agree that choice and access to books is key. Seventy-

four percent of students said that “a big, diverse classroom library with regular new 

additions” (p. 23) was essential to changing a reading class into a reading zone. Teachers, 

therefore, in support of classroom readers, are charged with providing students access to 

a wide variety of texts that are relevant and interesting to the readers they serve. 

A teacher’s role in classroom reading. Classroom teachers play a critical role in 

shaping students’ reading lives. Giving students access to books that are relevant to 

readers, time in class to read, choice in the texts they read, motivation to continue on their 

own reading journeys, and the opportunity to talk about the books they read together all 

promote reading engagement among children (e.g., Atwell, 2007; Clark & Rumbold, 

2006; Cremin 2007; Cremin et al. 2009; Pressley & Allington, 2015; Routman, 2018; 

Wilhelm & Smith, 2014, 2016).  

A teacher’s ability to know her or his readers, recommend books to them, and 

generate interest in literature is also critical to a student’s reading life (Cremin et al., 

2008; Cremin et al., 2009). Giving students timely, informed book recommendations can 

“enhance both [reading] progression and development” (Cremin, 2011, p. 15) and begin 

conversations among readers. Further, according to McCarthey and Moje (2002), 
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teachers’ book choices and they way they mediate talk about books significantly 

influences “how [children] see themselves and who they want to be” (p. 237).  

Teachers who are knowledgeable about children’s literature and/or read for 

pleasure also bring other benefits to their students. In a study done by Burgess, Sargent, 

Smith, Hill, and Morrison (2011), researchers found that teachers who are more 

knowledgeable about children’s literature also use best practices more often. 

Furthermore, teachers who read more often for pleasure are better reading role models, 

recommend better books based on their knowledge of students’ interests, and are more 

effective at teaching both book practices and basic skills, likely because they are 

confident readers who can help students focus on the joys of learning to read. In 

supporting student literacy, teachers who are knowledgeable about children’s literature 

and reading for pleasure can “demonstrate to children that meaningful and interesting 

contexts can support both proficiency in and enjoyment of literacy learning. Positive side 

effects are that students are more likely to understand the importance of learning skills 

and strategies (without the drudgery that accompanies isolated, reductionistic instruction) 

and to use literacy for the rest of their lives” (Sanacore, 2002, p. 81).  

Teachers can and do affect students’ reading lives, and they play a key role in 

shaping students’ views of themselves as readers. Harste (2009) discusses the impact of 

teacher’s choices on literacy in the classroom by pointing out that what children believe 

about themselves and the reading process is a result of the kind of instruction they 

receive, the messages they receive from that instruction, and their engagement in the 

process. “You need to see yourself as a reader,” Harste states, “in order to become one. 

Further, the identity you take on—the kind of reader you see yourself as—makes a 
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difference. I like to see the reading teacher work we do in the line of duty as working on 

identity” (p. 7).  

Teachers can help students see themselves as readers, no matter their skill level, 

by positioning students as experts in their own preferences and architects of their own 

reading path. In the classroom, teachers can provide students with their choice of reading 

materials, opportunities to read for their own purposes, access to texts that are personally 

inviting, time to read in class, and the venue to discuss reading with peers and adults. 

They can help to build a dynamic reading community where all readers and reading 

preferences are valued. When they know their students as readers, teachers can also 

advocate on their behalf, both within and beyond the classroom walls, in pursuit of long-

term reading engagement. 

As renowned literacy theorist Louise Rosenblatt states, “Our concern is with 

developing lifelong personal relationships between books and people” (2005, p. 63-64). 

When teachers help students see themselves as readers, particularly through the elements 

of reading for pleasure, students will return to reading again and again. “Above all,” says 

Rosenblatt, “students need to be helped to have personally satisfying transactions with 

literature. Then they will develop the habit of turning to literature for the pleasures and 

insights it offers” (p. 63). This is the purpose of my thesis project—a children’s book on 

reading—to position young children as readers in their own right, while promoting the 

elements of reading for pleasure that lead to lifelong readership. 
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Chapter 3. Methodology 

The experiences that my young students have had with book reading vary 

significantly when they enter kindergarten. Some children come to school comfortable 

with the idea of reading and navigating books. Most children have been read to, at least 

occasionally. Some arrive with little to no experience with books at all. Some children fill 

their book boxes on the first day of school with titles they cannot wait to read, while 

others aren’t even sure what kind of book they might enjoy. In almost all cases, though, 

they do not see themselves as readers at the start of the school year.  

This picture book, titled I Am a Reader!, grew out of the need to address two 

problems I saw at the beginning of every year—students’ lack of a reading identity and 

their limited understanding about joyful reading. Each year, I need to help my young 

students understand that they are readers with agency—they have a purpose, make 

choices, and influence their reading process—whether they can read the words or not. I 

also need my students to understand that reading is a joyful, pleasurable activity that they 

will want to return to every day. They need to know that the reading they choose to do is 

for them, not for me. In short, I must teach them how to read for pleasure. The solution to 

these two problems, as I saw it, was a picture book for young children that addressed both 

of these needs. I designed this book to incorporate research on reading for pleasure to 

create examples of the behaviors, attitudes, and approaches confident young readers take 

as they adopt their own reading identity, using reading for pleasure as a basis for building 

lifelong readership. 
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Creating the Text  

To my knowledge, there are no picture books for young children that address a 

wide view of readership. Many of the children’s books that hint at reading in one way or 

another feature library visits or librarians—Lola at the Library (2006), Library Lion 

(2009), Bats at the Library (2014), Wild About Books (2004), Our Library (2016), and 

Froggy Goes to the Library (2017), for example. Some literacy-themed books for young 

children deal with special topics like caring for books (Read It, Don’t Eat It, 2009; 

Manners with a Library Book, 2009), how stories are crafted (I Am a Story, 2016; The 

Whisper, 2015), loving words and language (The Word Collector, 2018), or how books  

are created (How This Book Was Made, 2016; Rocket Writes a Story, 2012). 

While all of these topics are valuable as part of a larger collection of books on 

reading, there is a significant gap in the choices available for children on the topic of 

readership. I created this book to fill that gap. A picture book on young readers and their 

readership is critical to show children how they can become readers through their 

attitudes and approaches toward reading, their interactions with friends and reading 

mentors (families and teachers, for example), and by the roles they adopt in their own 

reading lives. Children must see themselves as readers and know how to enjoy books if 

they are to return to reading as a choice. 

There are several children’s books in print that address individual elements of 

readership that are central to lifelong reading. Some excellent examples are How Rocket 

Learned to Read (2010; having a reading mentor and showing persistence), Lola Loves 

Stories (2010; the pleasure of books), The Best Book to Read (2011; choosing a book), 

The Best Place to Read (2010; finding a place to read), Reading Makes You Feel Good 
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(2009; the pleasures of reading), Wolf! (1999; perseverance and peer influence), and 

Read to Your Bunny (1999; making reading a daily habit).  

While they only address one or two elements of readership, books like these—and 

others by Todd Parr and Peter H. Reynolds—influenced the feelings I wished to convey 

in my thesis project. These texts all reflect young children as important and capable in 

their work. In creating the text, I wanted to show the same attitudes toward young 

readers; in fact, this was critical to its purpose. If young learners are to feel like readers, 

they must be able to see themselves as the architects of their experiences with books. The 

first-person narrative allows children to become that capable reader in the book who 

enjoys reading, knows how to approach a book confidently, makes choices about texts, 

has access to books, and shares reading with others. 

Other influences for this picture book came from the work of authors like Melvin 

and Gilda Berger, Gail Gibbons, and the many recently published books for young 

readers that have made non-fiction text more accessible to younger children (e.g., Rookie 

Readers, National Geographic Kids, I Can Read! series, Let’s Read and Find Out series). 

Approaching reading through a non-fiction lens gives readers information on readership, 

while also encouraging students to take an active role in their own reading journey and 

adopt a stance of reading for pleasure. 

Practically, the simple, predictable language pattern supports emergent readers. 

Most sentences are short in length and begin with common sight words that young 

children will begin to recognize. As children begin to read words independently, this 

element of the text will increase their confidence and identity as readers. 
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How the text is organized. While it reads as a typical picture book, the text is 

actually organized into six distinct sections. The first section includes the cover, title 

page, and table of contents. The purpose of the table of contents is to give readers—

adults and children alike—a kid-friendly preview of the elements of reading for pleasure, 

which were informed by research. The subsequent sections represent these elements and 

are organized as follows: 

  

Title of the section Purpose Number  
of pages 

I Love to Read! 

• To focus on motivation and 
pleasure  

• To position pleasure at the forefront 
of all reading encounters for young 
children 

5 

I Know How to Read 

• To include reading strategies taught 
or influenced by reading mentors 
(teachers, parents, and other role 
models) 

• To emphasize a child’s ability to 
read independently (with or without 
reading the words) and to read for 
meaning 

6 

I Make Choices About 
My Own Reading 

• To address reader preferences, 
connecting with characters, 
knowledge of authors and 
illustrators, and wide reading 
through fiction and non-fiction texts 

 
Note: Student choice appears in 
several different forms in this 
section as it is critical to 
engagement and reading agency.  

10 

I Have Access to Books 

• To position readers as knowing 
where to find good books to read  
 
Note: This is an important and often 
overlooked element of readership. 
Access to books is vital for all 
readers, but knowing where to find 

4 
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books is especially imperative to 
those children without robust home 
libraries.  

I Share Reading with 
Others 

•  To connect students—in their roles 
as readers— to adults and friends at 
home and school 

• To place reading and learning in 
both a social and cultural context  

• To encourage readers to share their 
interests with others, who will then 
influence both their skills and 
interests through social interaction 

7 

 

The title of the book, I Am a Reader!, is also the text for the first and last pages of 

the book. This feature emphasizes a young child’s sense of identity as a reader and 

reminds him or her of this position both before and at the conclusion of the reading.  

 

Creating the Illustrations 

 Young elementary school students created the illustrations for this text.  I invited 

each student from my previous year’s kindergarten class to come to the classroom after 

school one day to be illustrators for this project on being a reader. I chose this group of 

students for several reasons. First, I was using the same procedure for illustrating the 

book as I had used for our daily writing in kindergarten. These students would be familiar 

with that process, both in knowing the routine and knowing that I was most interested in 

their reflections on the topic (rather than my own). Second, I was interested in gathering 

ideas and illustrations from students who had been readers in school for more than one 

year. Now that they were largely confident, conventional readers, I felt that this group 

would be able to show younger readers elements of readership that may not have been 

evident to them as kindergarteners. This group of students had also been an excellent 
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example of a class who arrived at kindergarten with widely varying skills and reading 

experiences. I was curious to see how the students’ enthusiasm for reading and 

knowledge of skills at the end of kindergarten carried over to first grade, and how those 

might be reflected in their illustrations. Lastly, the students in this class had an 

exceptional rapport with one another, which highlighted the social aspect of learning to 

read. They regularly discussed reading and books with one another and were models for 

reading for pleasure for its own purpose. I was hoping this feeling would translate into 

their illustrations for this book. 

 Drawing Day. Excitement filled the air as students gathered in Room 3 on 

Drawing Day, the day they would illustrate this children’s book on reading. Parents had 

been wonderfully supportive, and all students who were invited to Drawing Day were in 

attendance. These young students were happy to be back in their old classroom, looking 

around and reminiscing with friends about their kindergarten experiences. They chatted 

with one another about our time together as I gathered them on the carpet to begin. 

I reminded students that they were here to help me illustrate the children’s book I 

had written about reading for my thesis project. First, we remembered what it had been  

like to be readers in kindergarten—going book shopping, filling our blue book boxes with 

interesting books, reading on our own in a comfy spot, reading with friends, and talking, 

writing, and drawing about what we read. We chatted about what reading felt like then—

happy, cozy, warm, fun—and what students have learned about reading since then.  

We also thought back to the many books we had written and illustrated together 

last year in kindergarten. We talked about how in kindergarten we had learned to include 

details in our drawings and in the background. We remembered how the details gave 
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context to our work and showed what we knew about the subject. We also talked about 

how we always had in mind that the illustrations and words on the page would 

complement each other, each representing our idea in important ways. I told the students 

that we would use these same processes to illustrate the book I had written. 

I showed the children the stack of preprinted pages that revealed the text for the 

book. We read several pages together, brainstorming ideas for illustrations on each page. 

We talked about several ideas for the first few pages, reminding ourselves that there are 

many ways to represent an idea. We discussed how their opinions and their 

thoughtfulness about the text were most important to me for this project. I emphasized 

that I wasn’t interested in my own ideas for illustrations; I was hoping to be able to see 

their ideas shine through the illustrations they drew. They were excited and ready to 

begin. 

I had given some thought to how I would distribute the pages for illustrating 

before Drawing Day arrived. Throughout their whole kindergarten year students were 

able to craft their own sentence on the topic at hand and draw according to their very own 

idea on that topic. This project would be different in that I had already written the text for 

each page. In order to give students as much choice as possible, I decided to match pages 

to illustrators by interest. I read each page aloud and students decided which ones they 

might be interested in illustrating. We went on like this, matching text ideas to students 

until each student was illustrating happily 

There was, however, one student who was unsure how to begin. At first, he 

wasn’t sure what to draw to match the text on his page—I can read the words. After a 

little thinking on his own and a little talking with his friends about his problem, he made 
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his way to me to ask for help. We discussed several options, but none felt right to him. I 

suggested that he might want to peruse some of the picture books in the classroom library 

to see if they sparked any ideas. This student loved Pete the Cat and found one of the 

books we have featuring this character right away. He found a page where Pete was doing 

math and had written the word three near his math equation. This student immediately 

recognized the word three and lit up. This was the idea he wanted to use to illustrate his 

page! 

Students worked diligently on their illustrations for the whole hour. They 

discussed their ideas with their friends at the table, sometimes articulating their plans 

ahead of time, and sometimes allowing it to develop as they drew. Some students drew 

for extended periods of time, creating meticulous illustrations that included the features 

of our classroom—the bookshelves, the beanbags, the colorful carpet, the student books 

boxes, and even the teacher in her reading chair! Some students had ideas right away and 

executed them efficiently. All were thoughtful and enthusiastic about the project. As 

students completed their drawings, I asked if there was anything they wanted to share 

with me about their illustration. If so, I made a note of it and posted it to the back of their 

page. I also asked if they wanted to choose a second page to illustrate. All but one student 

drew two illustrations for the book, including the cover, title page, and table of contents.  

As we ended our time together, I thanked the students for their willingness to help 

with my project and marveled over their wonderful work. They were heartwarmingly 

supportive and said they would help me anytime I had another project to do. Drawing 

Day was a wonderful success for both the students and for me! 
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After Drawing Day I organized the pages of the book and sent them to the print 

shop where they were copied and bound into a picture book for future use in my 

kindergarten classroom.  

 
A student draws shelves filled with books. Another student uses Chicka Chicka Boom    
Boom, an alphabet book with dialogue, to illustrate text on using your voice to act out the   
story. 
 

 

A student draws the blue book boxes in our classroom. 
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A student draws herself choosing a book from the classroom library. 

 

 

A student illustrates what happens in her imagination as she reads the pictures. 
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      A student illustrates how it feels to get to read every day. Another student uses a Pete   
      the Cat book for inspiration. 
 

The book will be presented in Chapter 4. 
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Chapter 4.  Book Project— I Am a Reader! 

 

There are two aspects of this book that merit specific discussion as the book is 

presented. The first is that this book is a text for children to enjoy and for teachers to use 

to introduce the elements of reading for pleasure to their students. Children will 

comprehend the straightforward text and learn about ways to be a reader. They will be 

especially interested in the colorful illustrations done by students not much older than 

they are. This will invite them into the literacy community by example.  

The second notable aspect of this book is the knowledge construction and 

reflection that happened as students created the illustrations. The illustrations are 

representations of learning by students who have already been through at least two years 

of elementary school. These students used their experiences and knowledge of reading to 

reflect their current ideas about the text written on each page. A closer look at each 

illustration highlights the illustrator’s process as they read the text on the page, reflected 

on what it meant to them, and created a new image to extend their own meaning from the 

text. This is a dynamic process that extends beyond the text on the page, creating new 

learning and greater depth of understanding. 

When teachers take time to elicit explanations about drawings from students, they 

find layers of representation and understanding that are not necessarily evident on the 

surface (Soundy, 2012). The illustrator’s explanations, if provided by the student, are 

noted on each page. These explanations help readers to see how the illustrators used 

drawing to show their thinking. In this way, the illustrations in this book serve as both 
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companions to the text and examples of the meaning-making young children have 

constructed as a result of their experiences with books and reading. 
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This is my imagination when I read. 
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It says, “This plant grows underground.” 
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I’m reading The Three Little Pigs. 



55 

	

 

I’m saying “A told B and B told C, I’ll 
meet you at the top of the coconut 
tree.” It’s Chicka Chicka Boom Boom! 
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I am reading about 
a million of cats. It 
makes sense 
because they all are 
lonely and needed a 
cat. 
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 The brown 
smudges on the 
books are for 
fingerprints. They 
got read so many 
times. 
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The book I’m choosing is My Father, the Dog. 

That’s you, Mrs. Vollmer. You’re 
waiting so I can read it to you. 
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Which book do I choose? 
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This is my bed. I love 
to read in bed! This is the beanbag in class. 

This is a chair I 
like to read in. 
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This is a book I made up about a 
princess and a puppy. 
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I’m thinking about what 
I like and wondering, 
“Which book should I 

pick?” 
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I’m reading an Elephant and Piggie book. 

This is Piggie and this is Elephant. 
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She is reading The Mixed Up 
Chameleon by Eric Carle. 

He is saying, “I like that 
author, too.” 
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These are books about animals that fly. 
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This is the school library 
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I have a big bookshelf in my room filled with 
books and stuffies. I have Dr. Seuss, The Cat in 
the Hat, and Disney. 
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These are the books on the shelf in the classroom. 
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I’m at the library reading. 
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These are the places I 
read with my family. 
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These are the tables 
in the classroom. 

This is the carpet. This is the chair you like 
to read in. And that’s 

you, reading us a book. 
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This is Ella and she likes to read about flowers. And this is me and I like 
puppy books. And this is Kylie and she likes flower books. And this is 
Maddie and she likes puppy books, too. We like the same things.  
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This has funny characters! 
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Her favorite book is Red Apples and even her 
room is about apples. She has apple books and 

an apple beanbag and she’s drawing apples 
and she has an apple bed. 
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This is me smiling 
because I like books! 
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A Note to Teachers and Parents 

In the last two decades, reading instruction in the United States has heavily emphasized discrete reading skills and standards-
based curricula, resulting in the dramatic reduction of independent reading time in classrooms. Current classroom reading instruction 
positions reading as a technical skill managed by objectives found in the standards for each grade level. The thinking behind this 
rationale suggests that if students learn the individual skills necessary to become a successful reader (knowledge of phonics, reading 
fluency, comprehension skills, etc.), then a successful reader will be the result. This, however, is not the case. Reading is a dynamic 
process that involves layers of experience, interest, motivation, background knowledge, and skill. Making meaning from text depends 
on the reader’s participation in the process, which cannot be guaranteed by skills and standards alone. 

Reading for pleasure, however, ensures that students are interested and committed to reading. This picture book is one way to 
begin to build children’s reading identity as joyful readers who return to reading again and again for the power and pleasure it brings. 
The elements of reading for pleasure—time to read, strategies for young readers, choice of reading materials, motivation to read, 
access to books, and support from reading mentors—are represented in the pages of this book. Children can take on the identity 
proposed by the text of this book—that of a capable, interested reader—and become familiar with the elements of reading for pleasure. 
At the same time, they can learn to expect what reading ought to do for them. Reading ought to make sense, suit the readers’ needs, 
and provide opportunities to experience joy, be curious, connect with characters, see another point of view, solve problems, and feel 
emotions driven by common human experiences.  
 
Tips for Parents 

• Use this book to educate yourself on the elements of reading for pleasure. Support these elements in your child’s reading life at 
every opportunity. 

• Talk about the elements of reading for pleasure. Ask your child about their favorite books, authors, or favorite places to read. 
Ask if they get to choose the books they read at school (or if they are limited to books within a particular reading “level”) and 
have class time to enjoy them. Ask if they read for pleasure at school or if there are worksheets and skills objectives attached to 
their reading. 

• Ask your child’s teacher about reading for pleasure in the classroom. 
• Give your child books as gifts, show interest in their reading preferences, and support their right to read for pleasure. 
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Tips for Teachers 

• Use this book to educate yourself on the elements of reading for pleasure. Support these elements in your students’ reading 
lives at every opportunity. 

• Reflect on the ways you position reading in your classroom. Is reading presented as a chore or a gift? In what ways are 
students able to determine their purposes for reading or make their own choices about books? Do students have time in class to 
read, without having to complete worksheets or do skills-based projects afterward? What do the choices you make about 
reading lessons and activities say about what you value? 

• Talk with students about your own reading. Engage in a conversation between readers with your students and acknowledge the 
value of their preferences and opinions. 

• Consider the suggestions below for how to use this book with students in your classroom. 
 
 
Introducing reading and readership: Read the book many times in the first weeks of school. Use it as a beginning point for 
conversations about your reading routines. Revisit the text and illustrations many times throughout the year as a reference. 
Clearly and deliberately connect the book’s elements—motivation, strategy use, choice, access, and sharing reading—to reading 
lessons, classroom routines, activities, and reading behaviors such as the following, as they are introduced:  
 

• We read in class every day for fun, including for the fun of learning new things (focus on motivation) 
• There are different ways to read a book (focus on how to read) 
• We make meaning as we read (focus on how to read) 
• You get to choose books for your book box (focus on choice) 
• How to “book shop” in the classroom (focus on choice/access) 
• There are many wonderful places to read in the classroom (focus on choice) 
• Learning about your reading preferences (focus on choice) 
• Getting to know characters/authors/illustrators (focus on choice) 
• Learning about fiction and non-fiction (focus on choice) 
• Visiting the school library (focus on choice/access) 
• How to read with a friend (focus on sharing reading) 
• Knowing about your friends’ reading preferences (focus on sharing reading) 
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• Talking about books with friends, family, and teachers (focus on sharing reading) 
 
Use anchor charts to record important learning. Revisit these ideas often! 
 
Incorporating reading and writing: Throughout the year students’ knowledge and understanding of the elements of reading for 
pleasure will evolve. The following are ideas for focusing on these elements through reading and writing: 
 

• Read the book as a read aloud many times at the beginning of the year and throughout the year as appropriate 
• Students read the book on their own or with others 
• Share the book with visitors, volunteers, and guest teachers 
• Read the book with our fifth grade buddies 
• Share ideas about reading for pleasure with our fifth grade buddies using words and pictures 
• Illustrate “I am a reader!” Discuss how students represented themselves as readers. Do this a few times throughout the year to 

see how representations evolve. 
• Students choose one sentence from the book to illustrate. 
• Make a class book for each element of reading for pleasure. Students choose sentences to illustrate. 
• Make a class book for each element of reading for pleasure. Students write their own sentence (using their own idea) and 

illustrate. 
• Students work in pairs or groups to write and illustrate a book on reading. 
• Make lists of favorites—books, authors, illustrators, places to read, people to read with, places to find good books, fiction 

books, non-fiction books 
• At the end of the year, write and illustrate the next version of I Am a Reader! Present it to the incoming kindergarteners. 
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Chapter 5. Discussion 

 

Introduction 

The need for students to read for pleasure in the classroom is planted firmly 

among my deepest beliefs about education. It represents many of the ideals I hold to be 

true about learners and learning in general. Reading for pleasure is based on joyful 

experience. It meets its own objectives simply by engaging the reader through his or her 

own interests. It respects all readers. Reading for pleasure also puts the reader in charge 

of his or her reading path. This is a powerful place to be. Combined with interest and 

motivation, that power will turn into engagement. Engagement, backed by purpose, 

becomes inspiration. The process of researching reading for pleasure and creating a 

picture book for young children has inspired me to look closely at my own practice in 

new and exciting ways. 

 

Reflections on Creating a Children’s Book on Reading for Pleasure 

 My teaching practice. I work very hard as a kindergarten teacher to facilitate 

experiences with books and reading that leave students feeling happy and excited to 

return to books again and again. It is a joy to hear students protest when it is time to clean 

up their book boxes and move on to the next activity, or to watch them sitting shoulder to 

shoulder and laughing while reading together, or to hear the excitement in a student’s 

voice when he or she has found the perfect book to read. In the process of researching 

and writing this book, I was delighted to discover that the enthusiasm I see from students 

during these moments is supported by the research on reading for pleasure.  
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There is a practical need to incorporate the elements of reading for pleasure—time 

to read, personal choice, motivation, and access to books—into the daily operation of the 

classroom. Too few students know how or why they might love reading, and yet all could 

learn if we gave them the chance. One thing that I have been reminded of during this 

project is that so much of what we do as teachers, including teaching children about 

books and reading, is about relationships. I have to know my students well to teach them 

well, and that might include where to find books about girls who love science, monster 

trucks, friends who have an argument, or how bats use echolocation. Each reader is 

unique, and I have to know enough about both students and books to keep them 

interested. 

 

What I learned about this group of illustrators. Another point in my own 

learning came when reflecting on the students’ illustrations for the book. A great number 

of the illustrations show children—often representations of the illustrator him or 

herself—as happy readers. Whether it was because the illustrating took place in our 

shared classroom, or because they had fond memories of being readers in Room 3, many 

children represented joyful reading experiences we shared in the classroom together. 

Some children drew books we read together, authors we studied, or places we read in the 

classroom. They seemed quite able to illustrate the text for each element of reading for 

pleasure that was represented. It is clear that these students have positive feelings about 

books and reading. I will use what I have learned about what worked for this group of 

children—as evidenced by their illustrations—to encourage future classes of 

kindergarteners. 



84 

	

Next Steps for I Am a Reader! 

In the kindergarten classroom. This picture book will be used to introduce a 

new group of kindergarteners to reading and readership. It will help to guide my young 

students toward reading for pleasure, a little at a time, as we playfully engage with books 

every day. After reading it many times, and after much discussion and time spent 

connecting with books, I hope students will begin to internalize the hallmarks of reading 

for pleasure from the text—I Love to Read, I Know How to Read, I Make Choices About 

My Own Reading, I Have Access to Books, and I Share Reading With Others. This book 

is a way to extend students’ understanding of the power and pleasures of reading for their 

own use. 

 This book is also a way to co-construct curriculum with students. As we build 

knowledge about reading throughout the school year, students begin to see themselves as 

readers, whether they can read all of the words or not. They gain this knowledge and 

understanding through their daily experiences with reading and print, and this book will 

remind them to expect pleasure, motivation, and purpose from their reading. Reflecting 

on this knowledge is powerful work as students build their reading identities.  

I plan to use I Am a Reader! in many different ways throughout the school year. 

The following ideas, referenced in the Note to Teachers at the end of the book, represent 

these goals. 

 
Introducing reading and readership: Read the book many times in the first weeks of 
school. Use it as a beginning point for conversations about our reading routines. Revisit 
the text and illustrations many times throughout the year as a reference. Clearly and 
deliberately connect the book’s elements—motivation, strategy use, choice, access, 
sharing reading—to reading lessons, classroom routines, activities, and reading 
behaviors, such as the following, as they are introduced:  
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• We read in class every day for fun, including for the fun of learning new things 
(focus on motivation) 

 
• There are different ways to read a book (focus on how to read) 

 
• We make meaning as we read (focus on how to read) 

 
• You get to choose books for your book box (focus on choice) 

 
• How to “book shop” in the classroom (focus on choice/access) 

 
• There are many wonderful places to read in the classroom (focus on choice) 

 
• Learning about your reading preferences (focus on choice) 

 
• Getting to know characters/authors/illustrators (focus on choice) 

 
• Learning about fiction and non-fiction (focus on choice) 
• Visiting the school library (focus on choice/access) 

 
• How to read with a friend (focus on sharing reading) 

 
• Knowing about your friends’ reading preferences (focus on sharing reading) 

 
• Talking about books with friends, family, and teachers (focus on sharing reading) 

 
Use anchor charts to record important learning. Revisit these ideas often! 
 
Incorporating reading and writing: Throughout the year students’ knowledge and 
understanding of the elements of reading for pleasure will evolve. The following are 
ideas for focusing on these elements through reading and writing: 
 

• Read the book as a read aloud many times at the beginning of the year and 
throughout the year as appropriate 
 

• Students read the book on their own or with others 
 

• Share the book with visitors, volunteers, and guest teachers 
 

• Read the book with our fifth grade buddies 
 

• Share ideas about reading for pleasure with our fifth grade buddies using words 
and pictures 

 
• Illustrate “I am a reader!” Discuss how students represented themselves as 
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readers. Do this a few times throughout the year to see how representations 
evolve. 

 
• Students choose one sentence from the book to illustrate. 

 
• Make a class book for each element of reading for pleasure. Students choose 

sentences to illustrate. 
 

• Make a class book for each element of reading for pleasure. Students write their 
own sentence (using their own idea) and illustrate. 

 
• Students work in pairs or groups to write and illustrate a book on reading. 

 
• Make lists of favorites—books, authors, illustrators, places to read, people to read 

with, places to find good books, fiction books, non-fiction books 
 

• At the end of the year, write and illustrate the next version of I Am a Reader! 
Present it to the incoming kindergarteners. 

 
  

 Beyond the kindergarten classroom. This book could easily be used as a model 

for other grade levels to follow. Teachers in grades outside of kindergarten could use this 

book, or the idea behind this book, to begin a dialogue about reading for pleasure with 

students. Students could rewrite the sentences to be appropriate for their own grade level 

and illustrate using their own ideas about the new text, as individuals or as a class. 

Students could also write their own versions of this book using the elements of reading 

for pleasure as a guide. Another idea is to have students write a picture book for younger 

students incorporating these same elements and creating illustrations they think would be 

appropriate for younger students. 

 Additionally, teachers could use this framework— a picture book written in the 

first person perspective—to help students conceptualize learning in other content areas. 

The potential for use in science, math, social studies, art, writing, physical education, 

technology, music, and the like is limitless. Students could write books such as I Am a 
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Scientist! or I Am an Artist! using the knowledge, skills, and strategies they have learned 

in various content areas. This framework could extend beyond elementary school and all 

they way through college. 

 

 Sharing the book with others. There are many possible ways to share I Am a 

Reader! with audiences beyond my own students. This book project, and the topic and 

process it represents, would be appropriate to share with my colleagues at school on a 

professional development day or at a professional conference on reading. In this context, 

I would give background information on the evolution of literacy education over the last 

two decades, present the research from the literature on reading for pleasure, and share 

the book and the process of how it was created. I could share ideas on how to begin to 

focus on reading for pleasure in the classroom, including practical ways to incorporate 

reading for pleasure into daily routines, activities, strategies, and behaviors. 

 Another way to share this book is to publish it. One option is to send the 

manuscript to publishing houses, while another is to self-publish hard copies. I could also 

publish this book as an e-book on an electronic platform. Publishing as an e-book would 

give me the ability to add interactive features such as audio or video clips. These clips 

could include additional information, commentary, or reflections from the author or 

illustrators about the pages or topic. 

  

Challenges and Solutions to Embracing Reading for Pleasure 

In an era of educational standardization, the focus on reading for pleasure is a 

surprisingly radical proposition. Some see the image of students reading books they want 
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to read, during class time, without any worksheet requirements or lengthy essays as “soft 

education” (Gallagher, 2009). The idea that students could happily contribute to their 

own reading development by choosing their own books and spending time reading seems 

too simple. And yet, this is how children learn to love reading.  

Current Attitudes toward Reading for Pleasure in Classrooms 

One challenge for embracing reading for pleasure into daily classroom practice is 

the notion that reading instruction must resemble the “rigor” of the ubiquitous 

commercial core reading programs—90 minutes of mostly direct instruction taught from 

a teacher’s manual, with workbook pages for skills practice and decodable books for 

reading. Teachers and administrators must be willing to let go of this outdated image, 

become highly knowledgeable on reading instruction, and then acknowledge reading for 

pleasure as a critical foundation in learning to be a skilled, engaged, purposeful reader.  

Another challenge for some teachers or administrators may be in knowing what 

exactly teachers should do if they are not teaching a lesson from a teacher’s manual. 

There are many well-researched, classroom-tested strategies that support reading for 

pleasure. Teachers can first generate enthusiasm for reading for pleasure with personal 

book recommendations, book talks, book commercials, and book trailers. All of these 

strategies expose students to options for books they might enjoy reading. A teacher who 

knows his or her students’ interests can use that knowledge to make personal 

recommendations and book talk titles that resonate with students. Teachers can spend 

time each day matching books to readers knowing that a well-timed book 

recommendation can be the spark a student needs to become interested in reading. 
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Students can also give short book commercials for books they have read and recommend 

to others. Book trailers, too, are simple to create using popular apps such as iMovie.  

In addition to generating enthusiasm, teachers can effectively monitor students’ 

interest and progress by conducting reading conferences. During these one-on-one 

conferences, teachers can talk with a reader about his or her book, address teaching 

points, answer questions, and give encouragement. Reading conferences are an excellent 

time to give personal attention to a reader’s needs. The reader’s workshop model also 

addresses teaching points by using mini-lessons based on students’ needs. 

Teacher Familiarity with Children’s Literature  

Another challenge to embracing reading for pleasure in the classroom is teachers’ 

lack of familiarity with children’s literature. In 2008, Cremin, Mottram, Bearne, and 

Goodwin conducted a study of 1,200 primary teachers in England. They discovered that 

fewer than half of teachers could name six “good” children’s authors, where “good” was 

described as “writers whose work the teachers had found both valuable and successful 

with primary aged students” (p. 453). Teachers mentioned few picture book authors, 

authors who write for older readers, culturally or linguistically diverse authors, or authors 

of popular genres. Incredibly, all of the teachers surveyed taught five to eleven-year-olds. 

Many teachers also relied on book titles from their own childhood in their classroom 

practices. This significantly limits a teacher’s ability to connect students with literature 

they will enjoy.  

Fortunately, the Department for Education in the United Kingdom was not 

content with the results of this study. They commissioned another research project 
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(Cremin et al., 2009) designed to improve teachers’ knowledge of and experience with 

children’s literature with the goal of increasing reading for pleasure—and consequently 

reading motivation—for less successful readers. The results were staggering. Cremin and 

colleagues (2009) found that teachers’ learning around children’s literature and reading 

for pleasure evolve similarly to students’ learning in these same areas. As part of this 

research, teachers were challenged to read more widely across both children’s literature 

and adult texts of their own choosing. Their efforts were supported with time to read and 

talk about their reading through national literacy days. Initially, conversations were 

“dominated by professional discussions of the specific objectives which could be taught 

and the number of weeks which could be ‘covered’ by using chosen texts” (Cremin, 

2011, p. 16). As teachers became more familiar with a broader range of literature, 

however, they naturally brought their knowledge into classroom discussion with students 

and school discussions with colleagues. Reader-to-reader relationships formed where 

they had not previously existed in the classrooms or schools. Teachers ultimately began 

to view children’s literature and other texts as “a source of pleasure and enjoyment in 

their own right; they were no longer used solely as resources for delivering curriculum 

objectives” (Cremin, 2011, p. 16). As a result, teachers increased their subject knowledge 

and demonstrated notable improvements in their creation of positive reading 

environments, read-aloud choices, book talk, book recommendations, and instituting 

valuable time for independent reading in the classroom. Teachers also engaged in 

individual, small group, and whole class discussions about “texts, authors, preferences, 

connections, and responses” (Cremin, 2011, p. 16) with students, and students began to 

have their own discussions with one another. In the end, teachers realized that their new 
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knowledge and views on literature and reading for pleasure allowed them to engage with 

students as readers, not just as teachers, which created enthusiasm and interest in reading 

on the part of students.  

The results of the United Kingdom’s efforts to study reading for pleasure as a tool 

for improving reading achievement and overall reading enjoyment are tremendous. 

They provide an important model for other countries, including the United States, to 

follow in pursuit of a more constructive way to encourage reading and joy among 

students. These results also highlight the essential roles that teachers play in positively 

affecting how students experience reading in the classroom and how that impacts their 

future reading, interest, and success. Building relationships among readers, children and 

adults alike, is a powerful force for pleasure and success. 

The work that can be done to support such positive outcomes gives hope for more 

rewarding and effective reading instruction in the future. If the funds and resources that 

are currently being used for expensive commercial core reading programs and 

assessments packages could instead be used to provide both education on reading for 

pleasure and books to read, students lives would change drastically.  

Specifically, adopting literacy policies that support reading for pleasure for both 

students and teachers, as has been done in the U.K., would change the climate of literacy 

education in the United States. Funding for professional development could be used to 

help teachers become highly knowledgeable about literacy instruction and reading for 

pleasure. This would limit the need for scripted reading programs and encourage teachers 

to effectively adopt and promote the elements of reading for pleasure in the classroom. 

Additional funding would be set aside to purchase children’s literature. As teachers 
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become familiar with children’s book titles, they will become more skilled at choosing 

titles for the readers in their classes. Resources dedicated to professional development on 

reading for pleasure and purchasing books would have a major, positive impact on 

student achievement and pleasure and mark a welcome shift in literacy education that is 

long overdue. 

 

A Final Reflection 

Reading is a chore for too many children. A quick search of children’s books 

reveals there are at least eight titles published in the last decade or so for children who 

hate reading. The question is, why is this necessary?  

To answer this we must ask ourselves how we have defined being a reader. Is a 

reader someone who can name 62 letters in one minute? Or read nonsense words without 

first sounding them out? Is a reader someone who can decode a text they have never read, 

and have no interest in, at a rate predetermined by their grade level? Is a reader someone 

who can follow worksheet instructions on short vowel sounds, character traits, or the 

theme of a particular text day after day? Is a reader someone who can answer 

standardized test questions that will show his or her district, school, or teacher in a 

favorable light? Is a reader someone who hates to read?  

As a profession, we must turn a critical eye toward how we define successful 

readers in the classroom—which assessments we choose and what they communicate 

about what we value, which materials we use and how they advance our objectives, and 

how we define the academic and personal outcomes for our students. The objective is to 

educate capable readers who return to reading for the pleasure and power it brings, and 
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we can do better. As Newbery Award-winning author Kate DiCamillo states, “Reading 

should not be presented to a child as a chore, a duty. It should be offered as a gift” (Kittle, 

2013, ix).  Reading for pleasure can be that gift. 
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APPENDIX A 
 

Consent Form 
 

Your child is invited to participate in a thesis project facilitated by Andrea Vollmer, Master’s of 
Education candidate at Sonoma State University. The project promotes readership in young 
children though the creation of a picture book. Students will be illustrating the pages of the 
picture book and may be providing insight on readership in general, or specifically about their 
illustrations, during the time we are together. 
 
This project will take place on campus at Corona Creek Elementary School separate from the 
school day. Any information recorded by the facilitator in the form of written notes or 
photographs will be used only for the stated purposes of this project. The completed book with 
illustrations will be included in the master’s thesis. It will be read to future students as a model 
for reading and readership. It may also be used during parent education presentations, at 
educational conferences, or as part of a research article. Your consent acknowledges that this 
book, including your child’s illustrations and photos, if applicable, may be presented to future 
audiences and/or in a public forum. Your child will not be identified by name at any time. 
 
It is not anticipated that participation in this project will expose participants to any risks beyond 
those associated with normal daily life, nor are there any direct benefits anticipated for those 
participating. Participation in this project will in no way affect your child’s grades or other 
academic or school standing. In addition, there will be no negative repurcussions of any kind if 
your child opts not to participate. Your child’s participation is strictly voluntary, and consent may 
be withdrawn at any time.  
 
If your child comes to Room 3 on the illustration day but decides he or she feels uncomfortable or 
would not like to participate in illustrating the book, there will be a fun alternate activity he or she 
could do instead, again with no negative repurcussions for your child or you. 
 
Please complete and sign the form below. 
 
I give my child permission to participate in the thesis project described above. 
Please check one: 
 

o I give permission for photos of my child to be taken for this project. 
 

o I give permission for photos without identifying features of my child to be taken for this 
project. 

 
o I do not give permission for photos of my child to be taken for this project. 

 
 
Child’s name: _______________________________________________________ 
 
Parent signature: _____________________________________________________ 
 
Parent name: ________________________________________________________ 
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APPENDIX B 
 
 
May 2, 2018 
 
RE: IRB #2936, "A Picture Book on Reading” 
 
Dear Ms. Vollmer, 
I am pleased to inform you that your application to the Sonoma 
State Institutional Review Board has been reviewed by the 
Board and approved.  
Please contact Gabby Utarid or me immediately should you 
encounter any unforeseen difficulties or make any significant 
changes to your planned procedures. 
This approval is effective from May 2, 2018 to May 2, 
2019. Please notify us when your project has been completed 
(irb@sonoma.edu). A renewal application is required by April 
2, 2019, if your project will continue past the end date 
listed above. 
Thank you for adhering to IRB protocol and I wish you the best 
in your research project. 
  
Sincerely, 
  
Patrick Jackson, Ph.D. 
Chair 
Institutional Review Board 
Sonoma State University 
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