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Introduction 

Many children struggling with reading in our schools today are children in 

poverty or children of  color, but teachers often report feeling inadequately 

prepared to teach diverse students and to work closely with their families 

(Rohr & He, 2010; Futrell, Gomez, & Bedden, 2003; Valli & Rennert-

Ariev, 2000). As a teacher educator, I am well aware that reading 

instruction for struggling readers is traditionally focused on the interaction 

between the struggling reader and the teacher rather than on interaction 

embedded in a more socially holistic context. Not much emphasis has 

been placed on the interaction between parents and students during 

reading instruction or the interaction among the classroom teacher, the 

struggling student, and the parents (Allington & Johnson, 1986).   

 

Moving beyond teachers’ content knowledge to include parents in their 

children’s reading skill development is not usually considered. In fact, 

Goodlad & Lovitt (1993) posit that some teachers are often quite 

intimidated by parents and generally refrain from involving them in their 

practice. Studies from Epstine (1995), however, revealed that parents are 

not only extremely interested in their children’s education but also 

welcome opportunities to be involved. Epstein (1995) recommends two 

important ways for schools to involve families: create more effective 

forms of  communication with parents and provide ideas to parents on 

how to help their children at home.  Based upon research findings, 

Epstein notes that schools would be “surprised” at the level of  help they 

would receive from parents, if  only parents clearly understood what the 

school desired of  them. (Brandt, 1989, p. 27). 

 

Purposeful interaction between reading tutors and the readers’ classroom 

teachers is also important to the reading instruction of  struggling 

students. This view is presented by Allington and Johnson (1986), who see 

the need for such purposeful interaction as vital to what they term 

“congruence” in the education of  struggling readers.  
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They argue that in many reading instruction projects or programs for 

struggling students, there is a disconnect between the instruction provided 

in tutoring or supplemental reading activities and the struggling students’ 

regular classroom reading instruction. As a result, the supplemental or 

tutoring activities can oftentimes be quite fragmented or even confusing 

(Allington & Johnston, 1986). 

 

Culturally responsive teaching practices demand that educators shape their 

practice in such a way that they go beyond content knowledge, 

pedagogical knowledge, and pedagogical content knowledge to encompass 

an understanding of  students’ cultural backgrounds, building on what 

students already know and affirming their views and realities (Gay, 2000; 

Ladson-Billings, 1994; Villegas & Lucas, 2002a, 2002b).  Not surprisingly, 

these practices are more effective when parents are present and can help 

teachers more pointedly support reading instruction for their children. 

When they are included in their children’s educational efforts and see 

benefits for their children, parents faithfully attend instructional activities 

and practice with their children (Rohr & Ye, 2009; Epstine, 2002). 

 

These frameworks provide the foundation of  the It Takes a Village Project, 

(Village Project). The Village Project has made it possible for us to 

intentionally move beyond knowledge alone, to bring reading theory into 

practice, to work closely with parents, to work directly with struggling 

readers, and to more pointedly include the reader’s classroom teachers in 

the effort. The potential value of  this Village tutoring manual to the 

students and families in our It Takes a Village Project is that we stand to 

learn a great deal about the benefits and challenges of  involving parents in 

the reading instruction of  their children. Additionally, we will learn of  the 

effectiveness of  a university/community-based tutoring project on the 

improvement of  area children’s reading skills. This manual is written by 

Dr. Jean Rattigan-Rohr, founder and director of  the Village Project, and is a 

product of  the It takes a Village Project at Elon University.  

Introduction 

continued 
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How to use this manual 

This manual is written in a sequential fashion. The purpose is to create a 

single document from which tutors and parents can work together to help 

their students/children who find reading to be daunting. The goal is to be 

able to move the tutee from “struggling reader” to “proficient reader.” To 

do so, this manual provides a pathway along which readers, starting at the 

very beginning, learn the sounds that letters make in English and move to 

letter-sound correspondence, words, sentences, paragraphs, and complete 

pages. We do not claim that this manual is the panacea for all reading 

difficulties; however, we have seen from our research and from teachers’ 

and parents’ reports that when both parents and tutors work diligently 

with struggling students, their motivation and reading scores show 

significant improvement within two years. 

 

Not surprisingly, tutees arrive at tutoring sessions with varying degrees of  

reading proficiencies. If  your tutee has little or no phonemic awareness, 

we suggest you start at the beginning of  this manual and gradually move 

forward, making sure your tutee fully grasps each area under review before 

you move to the next. If  your tutee arrives at the tutoring sessions in the 

4th grade with phonemic awareness and phonics skills but with word 

attack, vocabulary, and comprehension difficulties, we suggest you start at 

the beginning (for review) and quickly move forward, always making sure 

your tutee is proficient in all areas before you move along.  

 

Tutees who arrive at your tutoring sessions three or more grade levels 

behind in reading will probably require two years of  instruction in order 

to complete the manual. Tutees who are a full grade level behind will 

probably require one year of  instruction in order to get to the end of  the 

manual and begin reading different texts and genres. We strongly 

encourage the reading of  various texts once you have completed the entire 

manual with your tutee and his/her parent. We suggest you begin reading 

several books together with the goal of  generalizing the information 

learned in this manual. 
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Please read the entire training manual and deeply familiarize yourself  with 

each component before you begin tutoring. 

 

Tutoring for the It takes a Village Project takes place each spring and fall 

semester at Elon University for a period of  six to seven weeks between 

5:30 p.m. and 7:30 p.m. in the evenings. We have found these times to be 

optimal for parental involvement, which is mandatory in the Village Project. 

Reading tutoring is conducted on Wednesdays because there are Village 

activities on other days. For example, Music in the Village occurs on 

Sundays at 3:30 p.m.; Science in the Village generally occurs on Mondays 

at 5:30 p.m.; and the Little Village, on Tuesdays at 5:30 p.m. 

 

 

For more information or questions regarding the use of  the Village 

training manual, please contact me: 

Jean Rattigan-Rohr, PhD 

Elon University 

336-278-6259  

jrohr@elon.edu 
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• Please prepare two sets of  lessons/activities, one to be used by you 

and your tutee during each tutoring session and the other to be sent 

home with your tutee’s parent or guardian so they can practice at 

home. 

 

• Tutees and parents arrive at the tutoring site at 5:20 p.m. and are 

checked in by a Village parent volunteer. There are two parent 

volunteers at each site. One speaks Spanish and the other, English. 

This is necessary because many of  our parents speak only Spanish. 

 

• Tutees and parents are directed to their respective tutoring 

classrooms or specified areas (tutoring can take place in the media 

center or cafeteria), which are pre-assigned by grade. Thus, all 

kindergarten tutors, tutees, and parents are in the same location, all 

first graders are in the same location, etc. 

 

• Tutoring begins promptly at 5:35 p.m. In an effort to establish 

consistency and familiarity for tutors, tutees, and family members, 

each tutoring session follows the same format. 
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Intensive reading 
practice sessions 

Over the six- to seven-week tutoring session, this format exposes tutees 

to the five components of  reading:  

1. Phonemic awareness 

2. Phonics 

3. Vocabulary 

4. Fluency 

5. Comprehension 

 

Each semester tutees will have opportunities in which to learn about 

phonemic awareness, awareness that words are made up of  a series of  

sounds and of  how those sounds can be manipulated. Tutees will also 

have a minimum of  18 word-study opportunities by which to practice 

their understanding of  word formation, to see patterns in words, and to 

use phonics, the relationship between letters and sounds that helps to 

decode and pronounce words.  Tutees will learn about digraphs, blends, 

diphthongs, vowel teams, short vowel sounds, long vowels, r-controlled 

vowels, and syllables types. Tutees will also learn to spell correctly by 

following techniques learned in their word-study activities.  

 

To address vocabulary, tutees will have a minimum of  six opportunities 

to write about what they have read and to practice vocabulary 

development as they write. For example, tutors will pose questions to 

tutees concerning what other words might be used instead of  the ones 

tutees selected for their writing activities. To aid in comprehension, 

tutees will be given opportunities to learn a minimum of  six 

comprehension strategies (predicting, summarizing, visualizing, 

inferencing, telling the main idea, Q&A relationships). Finally, tutees will 

not only develop their own reading fluency as they read for themselves, 

but every week they will also hear examples of  fluent reading from their 

tutors. 
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The tutoring session 

Time Activity 

5:35–6:05 1st Word Study (10 minutes) 

  Spelling – game/practice (10 minutes) 

  Reading (10 minutes) 

6:05–6:35 2nd Word Study (10 minutes) 

  Spelling – game/practice (10 minutes) 

  Reading (10 minutes) 

6:35–6:45 Snack time 

6:45–7:00 3rd Word Study (5 minutes) 

  Reading (10 minutes) 

7:00–7:30 Comprehension strategy (15 minutes) 

  Writing response (10 minutes) 

• Respond to what has been read 

• Can be response to prompt or question from tutor 

• Active discussion about alternative vocabulary 

  
Tutor reads aloud (5 minutes) 

• Goal is for tutee to hear an example of  fluent reading 

• Should be chapter books that capture the imagination and 

allow tutors to continue the story week after week 
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For the emergent reader 
in the Village 

Children in the Village Project range from kindergarten through the 

eighth grade; many are beginning English language learners. As such, it 

is understandable that a number of  tutees come to us with varying 

degrees of  reading skills. Our QRI pre-assessments reveal that several 

of  our students are reading at the primer level. Word learning activities 

for these students, therefore, must focus on the alphabet, beginning 

consonant sounds, short vowels, word families, and CVC words. For 

tutees who are just learning the letters of  the alphabet, we strongly 

suggest that tutors teach not only the recognition of  these letters but 

also how to write the letters. 

 

We realize that some children, especially those with fine motor skill 

difficulties, often struggle with the writing of  letters. Knowing, 

however, that there are only four points of  orientation in the letters that 

make up the English language, we can begin instruction by creating 

games, charts, blocks, and big paper activities in which tutees can 

practice those four points, which follow: 

 

 

 

 

 

 

 

 

We introduce these shapes to tutees as “the circle, the squiggly, the 

straight line, and the hump.” Once tutees master these four shapes, they 

can learn to write all the letters in the alphabet. 

 

o s l n 
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Begin at the beginning 
for emergent readers 

Regardless of  age and grade, for tutees whose assessments indicate they 

are emergent readers with little or no phonemic awareness, we begin by 

first using picture cards to teach the initial consonant sounds heard in 

the letters  

b, c, d, f, g, h, j, k, l, m, n, p, r, s, t, v, w, x 

(We hold the sounds heard in q and z until later, because we have noticed 

these sounds are often difficult for emergent readers in our project.) 

 

It is important to note that at this stage we are only teaching the initial 

consonant sounds in the pictures, not the letters that make the sounds. We 

want to ensure our tutees are phonemically aware before we introduce 

letters. 

 

Sounds in words – the lesson  format 

Once it has been determined that tutees need to develop phonemic 

awareness, tutors use pictures of  objects to assist in teaching sounds. 

Tutors might say, for example,  

 

“This is a ball, /b/ /b/ /b/ ball/. The first sound you hear in the 

word ball is /b/, can you say that with me?”   

The tutee should say, “/b/.” 

 

Continue with the initial sound lesson until your tutee can tell the initial 

sound of  each picture with no difficulty. You may copy the pictures 

provided in this manual or make your own. 
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Initial sound practice 

Ball Car 

Dog Fish 

Goat Hat 
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Initial sound practice 

Jug Kite 

Lion Man 

Note Pig 
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Initial sound practice 

Rat Snake 

Table Vase 

Worm 
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Phonemic awareness 

We have been talking about the importance of  phonemic awareness for 

emergent readers. But what exactly is phonemic awareness, and why is 

it so important to reading? The simple explanation is that readers are said 

to have phonemic awareness when they understand that spoken words 

are made up of  separate units of  sound and know how those sounds can 

be manipulated. Individual units of  sounds are called phonemes.  When 

readers hear the word cab, they should be aware that the word cab has 

three phonemes, /k/ /a/ /b/. Reading researchers have said that when 

beginning readers are not phonemically aware, they have difficulty 

learning to read (Share, Jorm, Maclean, & Matthews, 1984; Adams, 

Foorman, Lundberg, & Beeler, 1998).  They may not know that the 

separate sounds we make in speech also have symbolic representations 

called letters, which are used to make up the words we see in texts. 

 

As you work with beginning readers, you can undertake several activities 

that will help your tutee build phonemic awareness. You might assist 

your tutee in learning how to isolate phonemes. That is, you can help as 

he/she tries to identify the sounds heard at the beginning, middle, and 

end of  a word. You or your tutee’s parent might ask, “What is the last 

sound you hear in the word mat?”  The hope is that the young reader will 

immediately say, “/t/.” 

 

Your tutee should also be able to delete phonemes and identify the 

word that remains.  For example, a parent or tutor might say, “Tell me 

what word is left when we drop the /m/ from the word mat?” Tutees 

should say, “At.”  

  

Just as they delete sounds in words, tutees can also add phonemes to 

make new words. A parent or tutor might say to the tutee, “Can you tell 

me what word is made when you add an /h/ to the beginning of  the 

word at?”  The beginning reader should say, “Hat.” 
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Phonemic awareness 

Substituting phonemes is another way readers manipulate sounds. 

The parent or teacher might say to the young reader, as he/she replaces 

a specified phoneme with another, “Can you say the word sat? Now 

change the /s/ to an /f/. What new word do you hear?” The young 

reader should say, “Fat.” 

 Segmenting words into individual sounds is another way readers 

manipulate phonemes. Your tutee should be able to break a word into 

its individual sounds. The parent or tutor might say, “Can you tell me 

how many phonemes or sounds you hear in the word shack?” The tutee 

should say, “Three:  /sh/ /a/ /k/.” 

Finally, readers should be able to blend phonemes into words. 

Blending phonemes is probably the most important phonemic activity, 

because blending phonemes allows readers to put sounds together in 

order to form words. Once your tutees can form words, this activity 

takes your emergent readers’ efforts to another level. Parents or tutors 

might ask the beginning reader, “What word can you make when you 

blend the sounds /sh/ /o/ /p/?” The tutee should say, “Shop.” 

 

Test of phonemic awareness 

Yopp’s test is used to evaluate tutees’ phonemic awareness. For this test, 

tutees are asked to say each sound they hear in the words provided by 

Yopp. If  the tutee responds correctly, the tutor simply says, “That’s 

correct.” If  the tutee responds incorrectly, the tutor offers the correct 

response and then circles all correct answers. Correct responses are only 

those in which the tutee says each phoneme in the target word. If  tutees 

respond with letter names instead of  sounds, the response is incorrect 

since we are looking for the sounds the letters make, not the names of  

the letters. Tutees who segment all or most of  the items correctly are 

said to be phonemically aware. Tutees who are able to segment fewer 

than half  of  the items or none at all are said to be lacking appropriate 

levels of  phonemic awareness. 
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Test of phonemic 
awareness 

1.   dog _______________ 12.   lay _______________ 

2.   keep _______________   13.   race _______________ 

3.   fine _______________ 14.   zoo _______________ 

4.   no _______________ 15.   three _______________ 

5.   she _______________ 16.   job _______________ 

6.   wave _______________ 17.   in _______________ 

7.   grew _______________ 18.   ice _______________ 

8.   that _______________ 19.   at _______________ 

9.   red _______________ 20.   top _______________ 

10.   me _______________ 21.   by _______________ 

11.   sat _______________ 22.   do _______________ 

Yopp-Singer Test of Phoneme Segmentation    

Student's name ____________________________Date _____________ 

Score (number correct) _______________  

Directions: I'm going to say a word, and I want you to break the word 

apart. Tell me each sound in the word in order. For example, if  I say 

“man,” you should say “/m/-/a/-/n/.” Ready? 

Test items: (Circle those items that the student correctly segments; 

incorrect responses may be recorded on the adjacent blank line. 
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Understanding the role 
of linguistics 

You might also extend your tutees’ knowledge of  phonemic awareness by 

helping them understand that different types of  sounds are formed by the 

ways we move or change our mouths and our vocal tracts. Students can be 

made to understand that when we speak we have a very complex set of  

muscles working together to help us produce changes in the shape of  our 

vocal tracts. For example, the sound that is called a plosive is formed 

when we completely block the vocal tract by the articulators, such as the 

lips, tongue, and teeth. This blockage is then released, allowing the air to 

explode from the mouth. This happens when we make the sounds heard 

in /p/, /b/, /d/, /t/, /k/, /g/. 

 

Another type of  sound is the fricative, formed by a constriction of  the 

articulators, such as the tongue or the lips. Unlike plosives, however, the 

blockage in a fricative is not complete. Some of  the air is allowed to 

escape through a very narrow opening. This happens when we make the 

sounds /f/, /v/, /s/, /z/, /th/. 

 

Affricates are sounds that combine plosives and fricatives.  Affricates 

begin with a complete closure of  the vocal tract then gradually release to a 

narrow space for the airflow to move through the mouth. This happens 

when we make the sounds /ch/ and /j/. 

 

Nasals are formed by the obstruction of  the vocal tract and the lowering 

of  the velum, which directs the airflow out through the nasal cavity rather 

than through the oral cavity. This happens when we make the sounds 

/m/, /n/, /ing/. 

 

Approximants are formed by the constriction of  the vocal tract but this 

time with no blockage of  the airflow. This happens when we make the 

sounds /w/ and /r/.  
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Blends and digraphs 

Tutors are not expected to use this terminology with tutees. Nonethe-

less, your knowledge of  where and how sounds are made can be quite 

helpful with tutees who are struggling to connect sounds to letters. To a 

student struggling with the /th/ sound for example, tutors might say, 

“Put your tongue between your teeth and blow to make that sound.” 

 

In addition to understanding how individual consonant sounds are 

made, it is important to note that in the reading of  English, sometimes 

two or more consonant sounds can be combined to make one sound, as 

in a digraph, or to make a combined sound, as in blends. 

 

Digraphs are two consonants that make a single, different sound, such 

as the sounds /sh/, /ph/, /th/, and /tch/.  A digraphs can come at the 

beginning, middle, or at the end of  a word. Readers need to be aware 

that the digraph is produced as a single sound. For example, there are 

four sounds or phonemes heard in the word “watched,”  /w/a/tch/d/.  

 

Blends are two or three consonants whose sounds blend as they are 

pronounced, as in the /bl/ sound heard in the word black. Each letter 

within the blend is pronounced quickly, but, unlike a digraph, each 

sound in a blend can be heard. Blends can be found at the beginnings 

or ends of  syllables or words. 

 

Common consonant blends heard at the beginnings of  English words: 

bl-, br-, cl-, cr-, dr-, fl-, fr-, gl-, gr-, pl-, pr-, sc-, scr-, sk-, sl-, sm-, 

sn-, sp-, spl-, spr-, st-, str-, sw-, tr-, tw-, vr-  

 

Common blends heard at the ends of  words:  

-ft, -lb, -ld, -lf, -lk, -lm, -ln, -lp, -lt, -nd, -mp, -pt, -sp, -st, -sk  
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Practice with digraphs 

Work with your tutee to help him/her sound out and read the digraphs in 

the charts below. Remember, a digraph has two consonants appearing side 

by side, but making a single different sound, such as the /f/ sound in the 

“ph” digraph, or the /n/ sound heard in the “kn” digraph. 
 

Common digraphs found in English 

20 

kn ph wh wr gn 

knight  

know  

knee  

knob  

knife 

knock 

knot  

knick 

knack 

knuckle 

phone  

phony 

phosphorus 

physical 

philosophy 

physician 

physics  

phonics 

phoneme 

phlegm  

 

whose 

white 

whether 

when  

whine 

whole 

which 

whittle 

whale 

wheel 

 

write 

wrap 

wrong 

wriggle 

wrestle 

wreck 

wring 

wrist 

wreath 

wrath 

 

gnarl 

gnaw 

design 

assign 

foreign 

align 

gnash 

resign 

consign 

sign 

ch tch th sh 

chair  
church  

champ 

chimp 

churn 

chicken 

child 

chaste  

match  

China 

pinch 

march 

witch  

twitch  

watch  

stitch  

scratch 

pitcher  

patch 

scratch  

fetch  

itch 

snatch  

match 

thing  

north  

thick  

thump 

myth  

thorn  

earth  

thump  

think  

theme  

filth 

strength 

sheep  

shine  

share 

shove  

shipping  

showing 

shame  

shadow  

sham  

share 

shack  

shackle 
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Practice with blends 

Work with your tutee to help him/her sound out the following blends, then 

read the words containing those blends. Remember, blends are two or three 

consonants whose sounds blend as they are pronounced. Each letter within 

the blend is pronounced quickly and each sound in a blend can be heard.  
 

Common blends found in English 

21 

bl br cl cr dr 

block 

blood 

block 

blearing 

bloated 

blade 

blending 

blessing 

blight 

blimp 

bread 

breakfast 

brood 

bracelet 

bracket 

brine 

brave 

braggart 

brain 

brat 

clean 

clash 

clearly 

clarify 

clowning 

clueless 

climate 

clamped 

clever 

clover 

crow  

crawling 

crumple 

crashed 

cramp  

creep  

crest 

crackers 

cradle 

crane 

drew 

draining 

dry  

drum 

drone 

driven 

drake 

dredge 

droop 

dripping 

fl fr gl gr pl 

flair  

flute 

flamingo 

flashy 

flagrant 

flooring 

flooded 

flimsy 

flame 

floating 

flew 

flying 

fringe 

fruit 

from 

fright 

friendship 

freight 

frankly 

frenzy 

fraught 

frame 

freeing 

fret 

gladness 

gleeful  

glass 

gloomy 

glum  

glamorous 

glutton  

glean 

glue 

glaring 

glitter  

glaze 

graceful  

granted  

grime 

grew 

grape  

grind 

gracious 

gratitude 

growing 

group  

greatness 

grooming 

 

plan 

please 

plus 

plane 

plight 

place 

plunge 

plantain 

planner 

plumber 

plot 

plume 
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Practice with blends 

Work with your tutee to help him/her sound out the following blends and 

then read the words containing those blends: 
 

Common blends found in English 

22 

pr sc scr sk sl 

proof   

prune  

proud  

probing  

prance 

prickle 

private  

printed 

proven 

prevent 

scatter  

sculpture 

scorn 

scamper 

school 

scarce  

scar 

scurry 

scull 

scale 

scrabbles 

scrap 

scramble 

scraping 

scraggly 

scrapbook 

scraggy 

scratch 

scrawl 

scream 

 

skate 

skeptic 

skeleton 

sketch 

sketchy 

skew 

ski 

skewer 

skillet 

skillful 

slow 

sleet 

slam 

slated 

sloping 

slums 

slave 

sleek 

sliver 

sloppy 

sm sn sp spl spr 

smash 

smartly 

smear 

smooth 

smart 

smile 

smelly 

smack 

smallest 

smatter 

smoker 

smelt 

snow 

sneer 

sniper 

snitch 

snivel 

snippet 

snake 

snout 

snooty 

snide 

snipe 

snacking  

spade 

space 

spoon 

spruce 

sponge 

Spanish 

spitting 

sportscast 

spinning 

spy 

sprout 

special 

splash 

splat 

splice 

splatter 

spleen 

splendid 

split 

splutter 

splurge 

splotch 

splitting 

splinter 

 

spring 

spray 

sprawl 

sprat 

sprain 

spread 

spree 

sprite 

spruce 

sprinkle 

sprinter 

spry 
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Practice with blends 

Work with your tutee to help him/her sound out the following blends and 

then read the words containing those blends: 
 

Common blends found in English 

23 

st str sw 

stone 

stairs 

stardom 

steel 

stove 

stammer 

stalemate 

statesman 

stool 

style 

strain 

streaming 

strumming 

struggle 

straight 

straggler 

stranger 

strong 

straggle 

string 

sweat 

swear 

swinging 

swoon 

swat 

swarthy 

swimmer 

swagger 

swallow 

swampy 

 

tr tw 

trial 

truth 

trimming 

train 

tree 

trolls 

trying 

trolley 

trove 

treaty 

twice 

twinge 

twinkle 

twilight 

twain 

tweezers 

tweet 

twelve 

twenty 

twirling 
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ft ld lf im mp nd 

craft 

drift 

left 

aircraft 

draft 

loft 

adrift 

shaft 

chairlift 

bereft 

old 

mold 

child 

field 

told 

mild 

meld 

held 

world 

beheld 

 

half 

engulf 

himself 

wolf 

shelf 

myself 

calf 

gulf 

golf 

elf 

 

trim 

victim 

verbatim 

skim 

slim 

seraphim 

pilgrim 

scrim 

maxim 

interim 

 

limp 

stamp 

clamp 

jump 

chimp 

chump 

blimp 

stump 

clamp 

lamp 

stand 

grand 

found 

round 

bound 

blend 

spend 

behind 

wind 

spend 

Common ending blends 



Vowels 

Vowels 

Unlike consonant sounds, which are produced with some kind of  

constriction in the vocal track, vowels are pronounced with an open 

mouth so there is no blockage of  sounds. This means that there is a 

constant flow of  air through the vocal tract when /a/, /e/, /i/, /o/, 

and /u/ are pronounced.  

The five letters, a, e, i, o, and u, make 20 vowel sounds:  

• 5 vowels (long)  

• 5 vowels (short)  

• 2  long and short /oo/ (food, book )  

• 5 r-controlled vowels: 

/ar/ (car),  /er/ (her), /air/ (fair), /or/ (more), /ur/ (fur)  

• 3 diphthongs – combinations of  two sounds, each with two 

different spellings. Here are three examples:  

/au/ as in Paul and /aw/ as in crawl  

/ou/ as in mouse and /ow/ as in cow  

/oi/ as in noise and /oy/ as in boy  

Clearly, students need phonemic awareness and an understanding of  

phonics in order to be able to decode words well. Phonics is simply the 

ability to recognize the letters in the alphabet and to understand that 

there is a correspondence between those letters and the sounds they 

represent. A word learning technique that has been beneficial to our 

Village tutees is working with word families or phonograms. 

Phonograms are phonetic chunks which create rhyming words because 

they share a common element. Words such as back, lack, tack are rhyming 

words because the phonogram /ack/ is consistent in all of  the words; 

they are a word family. Tutees are usually able to quickly generalize using 

word families.  
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Phonograms used to 
make many words 

The creation of  word families is done by breaking words by onset and 

rime. The onset is the letter or letters that come before the vowel, while 

the rime contains the vowel and the letters that follow. For example, in 

back,  “b” is the onset while “ack” is the rime. Stahl (1992 ) tells us that 

the list of  rimes below will make almost 500 words. They are also found 

as chunks within words. 

ack, ain, ake, ale, ail, ame an, ank, ap, ask, at, ate, aw, ay  

eat, ell, est  

ice, ick, ide, ight, ill, im, ime, ing, ink, ip, it  

ock, oke, op, on, one  

uck, ug, ump, unk 

 

Once tutees are confident working with rimes you might help them use 

their knowledge of  word families to quickly move to spelling and 

reading the following words: back, knack, setback, racetrack 

The role of syllables 

We have found that when our tutees are able to grasp the formation 

of  syllable construction, their decoding and spelling skills are 

greatly enhanced. As students become more proficient in reading, 

the number of  multisyllabic words they encounter increases rapidly; 

thus, it is important to spend some time exploring syllables. There 

are six distinct syllable types in English:  

• Closed syllables 

• Vowel-Consonant-e syllables 

• Open syllables 

• Vowel-vowel combination syllables 

• R-controlled syllables 

• Consonant-l-e syllables 
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Syllables 

 

 

To help our tutees understand the concept of  syllable, we might ask 

them to think of  a syllable as a piece or a section of  a word—not a 

letter, but a section of  a word that can be cut or divided into pieces and 

put back together again. When we speak, we actually divide our speech 

to give it a nice rhythm, but we do not think of  syllables as little 

divisions that give our language its beat or pulse. In reality, that is what a 

syllable is—the beat, pulse, or rhythm of  our speech. It is easy to tell 

how many syllables are in a word by listening to or feeling the beat of  

the word. Say the word cat and listen to the beat or pulse. Say the word 

make and listen to the pulse. Now say the word Batman. How many 

beats did you hear? If  you answered 1, 1, and 2, you are correct. 

Other than listening, another easy way of  hearing the beat or syllables 

in a word is to feel it. We can count the syllables by feeling how many 

times our mouths open as we say a word. If  we say the word dog, for 

example, our mouths open one time, so we know that dog has 1 syllable. 

For the word Batman, our mouths open twice or two beats, so there are 

two syllables in the word Batman. 

Let’s examine each syllable type, beginning with the closed syllable. A 

syllable is said to be closed when a word is written in such a way that 

one or more consonants immediately follow the single vowel in the 

word and the vowel makes its short sound. For example:  man, bend, 

sit, hot, just. We can see that the consonant or consonants to the right 

of  the single vowel “closes in” the vowel. 

But what 

is a 

syllable 
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Syllables 

 

 

 

Closed-syllable or short-vowel words are generally known as CVC 

words. The word begins with a consonant, has a vowel in the middle, 

and ends with a consonant. Please note that a word does not have to 

have three letters to be a short-vowel word. Short-vowel words can 

have four, six, or even seven letters. Generally, in these one-syllable 

words, the key to helping the reader know to give the vowel its short 

sound is that there is only one vowel which is closed off  by a 

consonant or consonants to the right of  the vowel. 

 

Note: Short words that begin with vowels are generally also 

pronounced with a short vowel sound such as ant, etch, ink, or up. 

Notice that while the word does not begin with a consonant, it is still 

closed in by a consonant to the right of  the vowel. 
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The short vowel sounds are 

/a/ as in apple 

/e/ as in egg 

/i/ as in igloo 

/o/ as in octopus 

/u/ as in umbrella 
 



Putting it all together 

 

 

 

Once your tutees understand the concept of  closed syllable, have them 

look at the following list of  words. Point out that single-syllable, 

closed-syllable words 

• possess only one vowel  

• have to the right of  that vowel at least one consonant  

• generally give the vowel its short sound.  

 

These detailed instructions are for the tutor’s benefit. To your tutee 

you can simply say, “When you see a word with only one vowel that is 

closed off  by at least one consonant, most of  the time that word will 

have a short vowel sound.” With these tips in mind, ask your tutee to 

read the following list of  closed syllable words: 

tap mitt pond 

hog sand mend 

help stud grin 

flat rich bond 

at ton flash 

stand hint box 

mob spend glad 

send slip up 

rich tend flinch 

and stretch land 

grand lend on 

itch fond fun 
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Practice for the reader 

 

 

At this point, you might inform your tutee that there are a few words 

that are exceptions to the single-syllable, short-vowel rule. Although the 

words below are one-syllable words closed off  by a consonant or 

consonants, the vowel “i” in these words has its long sound, as in the 

word ice. It might help to study these words so you instantly recognize 

them when you see them again in text: 
 

find grind hind mind 

kind sign bind blind 

Keep in mind that in English 

• a word must have at least one syllable or beat 

• every syllable must have a vowel or vowel sound 

• if  a word contains only one vowel, which is not at the end of  the 

word, then the sound the vowel makes is most likely to be short. 

If  your tutee is progressing through this syllable lesson with minimal 

difficulty, below is a quick spelling list with which you can assess 

progress. As you call the words, have your tutee first repeat the word 

and then write the word. 

Short-vowel, one-syllable spelling list 

cat hand stretch 

mad felt stitch 

fun glad black 

tub fled scrub 

dot will flinch 
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Activity 

One favorite activity for tutees who have grasped the concept of  the 

closed syllable is to find in the classroom as many closed-syllable, short-

vowel objects as they can. We tell them to write those words, then write as 

many words as they can that rhyme with the words they found. For 

example, let’s say one of  the objects found is a sink. We can use rhyming 

words such as mink, pink, stink, brink, think, clink, drink, link, fink, etc.  

Some tutees will progress quickly through the phonemic awareness, 

phonics, and word spelling activities listed in this first section. Others will 

need to practice longer. The ultimate goal is not for students simply to be 

able to decode and write words correctly but to be able to read connected 

texts and to derive meaning from the texts. With this in mind, I have 

written a story featuring the particular syllable type that is being studied in 

an effort to provide practice with connected text for your tutee. 
  

Practice with closed-syllable words – Reading connected text 

Using flash cards or other study forms of  memorization, tutors should 

assist tutees in the study of  the following irregular sight words: said, 

asked, so, to, where, for, our, from and balls. 

Directions: 

Once tutees can read, recognize, write, and spell the sight words above, it 

is time to begin reading words in a story. Tutees should practice reading 

this story aloud using their knowledge of  how the short-vowel, closed-

syllable operates. They should be able to read all of  these words correctly, 

since the entire first chapter comprises words they know. Tutees should 

put excitement into their voices and read as if  they are telling the story to 

friends. This is known as reading with inflection or correct phrasing. 

Reading like this will help tutees better understand what they are reading. 

After they have read Chapter I aloud, tutees should read the chapter again 

silently. During silent reading, tutees are asked to pay attention to all the 

short vowel sounds to see how they are closed in by a consonant or two. 
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The Boys at Camp West 
 

Time 

to 

read 

Chapter I ~ The Bus Trip 

Cris and Sal are the kids I met on the bus to Camp West. 

Sal sat next to me on the bus from Fat Rock Pond to the camp. 

Sal kept his cap in his left hand for the long trip from Fat Rock 

Pond to Camp West. We had bags, bats, and balls for our trip to 

the camp. We got lost at the bend just past the hut where the long 

fish nets hung.  
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The bus hit a rut and a big rock, so we kept our hands on the 

backrests. 

The bus rocked and jumped, and my cap slid from my lap. 

It got lost on the bus. The bus went so fast I hit my chin on the pet 

rock in my bag. 
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Keep 

reading 
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“Smash!” went my rock. 

“Crash!” went my backpack. 

A quick thud, and a stack of  bags fell on my lunch. I 

was upset when I picked up my lunch box. 

“I am not happy with this,” I said. “I am not happy at 

all.” 

“What a long, bad trip!” said Cris, clenching his 

backpack to his chest. 

“When will it end?” Sal asked. 

Keep 

reading 

33 

Keep 

reading 



Continuing with syllable 
types 

Now that your tutee knows how to identify and read words made in the 

closed-syllable formation, let’s turn our attention to the Vowel-Consonant-e 

(VCe) formation.  

 

Vowel-Consonant-e 

Remember that in the first syllable type we studied, the closed syllable, we 

noted that generally a word with one vowel will make the vowel’s short 

sound. To make long vowel sounds, more than one vowel will often be 

required. The first class of  words we will explore that have long vowel 

sounds with the assistance of  two vowels is the Vowel-Consonant-e 

formation. 

Chapter II of  the story, which follows, is meant to give your tutee practice 

in reading words composed of  VCe syllables. 

Again, a word made with the Vowel-Consonant-e formation results in the 

vowel making its long sound, and the “e” at the end of  the word is silent 

or not pronounced.  For example:  mat(e), dot(e), tub(e) and bit(e). 
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The long vowel sounds: 

/a/ as in ape 

/e/ as in eagle 

/i/ as in iris 

/o/ as in open 

/u/ as in uniform 
 



You may have noticed that we did not address “y” when we discussed 

consonants earlier in this manual. This is because “y” and “w” 

sometimes act like vowels. 

• If  “y” begins the word, as in young or your, then the “y” is a 

consonant.  

• If, however, “y” is somewhere else in the syllable, it behaves like a 

vowel. For example: sky, baby, gym, and guy. 

• “W” acts like a vowel when it immediately follows a vowel. For 

example: grow low, snow. Here the “o” and the “w” work together to 

make the long /o/ sound. 

 

Please know that a word doesn’t have to have four or five letters to be 

a VCe word. What you are looking for is the VCe formation at the 

end of  the word. The long vowel/silent “e” rule is fairly constant. It 

applies 

• in one-syllable words, such as throne  

• in two-syllable words, such as sup/pose 

• in multisyllabic words, such as com/pen/sate. 

  

For practice with this particular syllable formation, have your tutee 

read the pairing of  closed-syllable, short-vowel words and VCe words 

on the next page. Point out that the “e” at the end of  the word is 

silent but that it causes the vowel before it to say its long name. 
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Practice time 

Spelling activity  

Now it is time for your tutees to work on improving their spelling as 

they either develop the words on their own or with you and their 

parents providing some scaffolding. To begin, you might call out 

possible closed-syllable, short-vowel words, with your tutee providing 

the VCe long-vowel words and then writing both the short- and long- 

vowel words on the blank form provided on the following page. 

Examples of  possible words: lad, rid, bit, bad, rot, van, win, spin, slid, 

pin, can, Sal, fat, not, glad, dam, plan, van, strip, fin, slat, sit, rip, snip, rob, 

lob, pop. 

One-syllable CVC  
short-vowel words 

One-syllable VCe 
long-vowel words 

mad made 

fat fate 

mat mate 

hat hate 

rat rate 

dim dime 
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Practice time 

One syllable, closed 
syllable, short vowel  

One syllable   
VCe, long vowel 

    

    

    

    

    

    

    

    

    

    

    

    

The task: Work with tutee to create pairings of  one-syllable CVC 

short-vowel and one-syllable VCe long-vowel words. For example: 

mat/mate, rat/rate, rot/rote, lit/lite, hat/hate 
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Reading connected text 
using VCe words 

The directions for the following second practice narrative can be 

read by parent, tutor, or student, depending on the reader’s reading 

level. As the reader progresses, he/she is expected to read the 

directions. 

 

Using flash cards or other study form of  memorization you 

choose, continue to study the following sight words: said, asked, 

so, to, where, for, from. Now add the word by to your sight word 

study list. 

 

Directions: 

Once your tutee can read, recognize, write, and spell the sight 

words above, it is time to begin reading words in a story. Once 

again, have your tutee practice reading this story aloud using the 

Vowel-Consonant-e syllable formation you have been teaching.  

Remind the student that this Vowel-Consonant-e formation makes 

a long vowel sound in which the vowel says its name.  

 

Your tutee should be able to read all these words correctly, since 

the entire second chapter comprises words he/she now knows 

how to decode. Once again your tutee should put some excitement 

in his/her voice and read as if  telling the story to a friend. This is 

known as reading with inflection or correct phrasing. Reading like 

this will help your tutee to better understand the narrative. 

 

After your tutee has read the next chapter aloud, he/she should 

read it again silently. During silent reading, ask him/her to pay 

attention to how the long vowel sounds in the story are made by a 

vowel and consonant followed by a silent “e” – VCe.  
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Chapter II ~ First Day at Camp 
 

Time 

to 

read 

When we got to Camp West, we did not think about the trip. 

Things were quite fine at the camp. 
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Keep 

reading 

Cris, Sal, and I sat on a big branch that jutted from the lake. 

I suppose the place felt like home to us. 
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Keep 

reading 

We had milk and cake in the bake shop. We rode bikes by Lake Jane. 

Then we rode our skates next to the dune. 

 

Rattigan-Rohr, Teaching Reading in the Village 

41 



Keep 

reading 

That evening, I had a Sprite with lots of  ice. 

Sal had a cone and some grapes and a slice of  pie. 

Cris said, “Come on. Let’s race to that nice place at the base of  the 

camp.” 

And we did.   

Cris and Sal went to the slide. They had rice cakes and won five 

prizes from the dice toss. 

Cris said that I should ride the slide, too. 

And I did. 

I rode it twice, but Cris and Sal rode it five times. 

Cris took us to a quiet place where we wrote our names on the 

chime next to the stage. 
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Keep 

reading 

Cris was an ace on the slide. 

Sal was fine at the dice game. I rode the slide at a fast 

pace. We had so much fun. 

Then Cris said, “Let’s race back to the camp for a nice 

long rest.” 

And we did. 
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Vowel-vowel combination 

We have found that the syllable type our tutees find most 

confusing is the vowel-vowel combination. We suspect it might 

be because of  the sheer number of  vowel-vowel combinations 

they come across in their reading. So what exactly is a vowel-vowel 

combination?  

 

A vowel-vowel combination occurs when two vowels appear 

together in a word, for example read and tail. As we mentioned 

earlier in this manual, often two vowels are needed in order to 

make a long vowel sound. When two vowels are side by side in a 

word, generally the long vowel sound is made; however, this does 

not mean all words with a vowel-vowel combination will have a 

long vowel sound. There are times when the letters make a short 

sound and other times when they make completely different 

sounds altogether; for example, in words like head and about. 

 

In this manual we will study the most common forms of  vowel-

vowel combinations tutees are likely to find in their reading. 

 

Let’s look first at the vowel “a” 

The vowel “a” is commonly paired with the vowels “i” and “y.” 

Point out to tutees that they will often see “ai” and “ay” vowel-

vowel combinations in their readings. When “ai” and “ay” are side 

by side, they make the long /a/ sound heard in words like pain and 

day.  

 

You will notice that “ai” is generally found at the beginning or in 

the middle of  a word, as in sail, while “ay” is usually found at the 

end of  a word, as in stay. 
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Practice time 

How many words can you list 
in which “ai” says the long 
/a/ sound heard in pain? 

How many words can you list 
in which “ay” says the long 

/a/ sound heard in play? 

    

    

    

    

    

    

    

    

    

    

    

The task: Work with your tutees to determine how many “ai” and 

“ay” words they can place in the following chart (examples: rain, vain, 

main/day, say, ray): 
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Vowel-vowel combination 

Another common form of  vowel-vowel combination you are likely to 

see is “a” with “u” and “w” (“au, aw”). These are called diphthongs, 

and they do not make long or short /a/ sounds. They slide into each 

other as we pronounce them and make the sound heard in the word 

sauce. 

“Au” is generally found at the beginning or in the middle of  a word, 

for example, auto and fault, while “aw” is generally found at the end of  

a word or just before the letters “n” and “l,” as in saw, dawn, and brawl. 

You might say “w” is not a vowel, and you would be correct; however, 

in English, “w” often acts like a vowel when it follows one of  the 

vowels—a, e, i, o, or u. The vowels that most often come before “w” 

are “a”, “e,” and “o.” 

Now have your tutee try to read the words below while paying 

attention to the “au” and “aw” placement in each word. 

Word list – “au” 

fraud applaud assault  

auburn audio jaunty 

author cause caution 

automatic defraud faucet 

fault saucer laundry 

straw brawn crawl 

withdraw lawn outlaw 

dawning handsaw draw 

raw dawn sprawl 

Word list – “aw”  
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Now let’s look at “e” 

Two common vowels that often appear side by side with “e” are “a” and 

another “e.” Together, “ee” or “ea” generally make the long /e/ sound; 

for example, in the words see and dream. But while “ee” makes only the 

long /e/ sound (exception: been), “ea” can make three different sounds. 

“Ea” generally makes the long /e/ sound heard in each, but it can also 

make the short /e/ sound as in head. And upon occasion, it can make a 

long /a/ sound, as in great, though there are not many words in which 

“ea” makes the long /a/ sound. So, now that you know this, when you 

come upon a word with the “ea” vowel combination and you are unsure 

how to say it, try the long /e/ sound first; if  the word does not sound 

correct, try the short /e/ sound, then, lastly, try the long /a/ sound. 

ACTIVITY: You and your tutee and parent can think of  as many “ea” 

words as you can that will make the sounds heard in the top row of  the 

columns below. Have your tutee write the words as you say them. You will 

notice you will be able to think of  more “ea” words with the long vowel 

sound, fewer with words that make the short “e” sound, and considerably 

fewer that make the long “a” sound. 
 

“ea” making the long 
/e/ sound heard in  
each 

“ea” making the short 
/e/ sound heard in 
head 

“ea” making the long 
/a/ sound heard in 
steak 
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Reading “ew” words 

Another common form of  vowel-vowel combination you are likely to 

see with “e” is “ew.” This is also a diphthong, in which the letters 

slide into each other as we pronounce them together to make the 

sounds heard in few and crew. This “ew” combination generally comes 

at the end of  a word. Can your tutee read these “ew” words? 

crew few flew 

grew view threw 

withdrew Andrew shrewd 

blew dew sewage 

cashew  Jew outgrew 

screw slew Lewis 
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Now let’s look at “i” 

In many words, the vowel “i” appears alongside the vowel “e.” This 

“ie” combination can produce both the long /e/ sound as in piece 

(most of  the time) and a long /i/ sound as in tie. Now that you know 

this, when you come upon a word with the “ie” vowel combination 

and you are unsure how to say it, try the long /e/ sound first. If  the 

word does not sound correct, try the long /i/ sound. Have your 

tutees try these words: 

Practice time  

Word list – “ie” making the long “e” sound 

grieve achieve bodies 

bounties shield chief 

babies berries believe 

allied pie applied 

lied flies tried 

died fried spies 

Word list – “ie” making the long “i” sound 
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A different long “i” 

Another common form of  the long /i/ sound is made not by a 

vowel-vowel combination as before but rather by the vowel “i” and 

the consonants “gh,” so that “igh” makes the long /i/ sound heard in 

night and right.  

 

Have your tutee read these long /i/ words and underline or track to 

note where “igh” makes the long /i/ sound. 

 

Practice time – “igh” word list 

airtight alight might 

right backlight lightheaded 

almighty might delight 

knight bullfight fright 

cockfight downright foresight 

highlight higher  sigh 

moonlight outright overnight 
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Now let’s look at “o” 

“O” often appears in words alongside another “o.” This “oo” 

combination generally makes two different sounds. It can make the 

sound heard in food or it can make the sound heard in look. Now that 

you know this, have your tutee try one or the other if  he/she is 

unsure how to pronounce a word.  Can your tutee place the words 

below in the correct column? 

 

hood, took, good, hook, stool, pool, stood, book, brook, 

moot, look, cool 

How many words can you 
list in which “oo” has the 
same sound as food? 

How many words can you 
list in which “oo” has the 
same sound as cook? 
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Now let’s look at “o” 

“O” also commonly appears alongside “a.” This “oa” combination 

makes only one sound and it is the long /o/ as in boat. Now that your 

tutee knows this, can he/she read the “oa” words below? After your 

tutee has read these long /o/ words, call the words and have your 

tutee repeat each word and write the word. Check for correct spelling. 

 

Practice time – “oa” word list  

aboard broach float 

airboat  coach roach 

approach cloak bloated 

boardroom boastful roast 

charcoal caseload toaster 

goal groan road 

headboard loaded meatloaf 

oak roam soap 
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“O” alongside “i” and “y” 

The diphthong “oi”/“oy” is also common. The combination “oi” 

appears at the beginning or in the middle of  a word and makes the 

sound heard in foil, while “oy,” which makes the same sound, usually 

comes at the end of  a word, as in boy. Have your tutee read and write 

the following words and notice where “oi” and “oy” appear: 

 

Practice time – “oi” and “oy” word list  

boil foil join 

android playboy anoint 

appoint  ploy destroy 

avoid point  choice 

coin disjointed employ 

embroidery poison enjoy 

exploit groin annoy 
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Two sounds of “ow” 

“O” also appears with “w,” and when it does, “ow” can make two 

different sounds. It can make the long /o/ sound heard in the word 

snow and it can also make the sound in which the “o” and “w” slide 

together to make the sound in brown. 

Have your tutee read the following words then write them in the 

correct columns on the table provided below: 

grow, flower, flowchart, power, cow, town,  

bestow, how, show, clown, stow, knowingly,  

allowable, arrow, shadow, brow, coward, allowance 

empower, lawnmower, landowner, overthrown 
 
 

.  
/ow/ sound as in snow /ow/ sound as in brown 
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Now let’s look at “u” 

The vowel “u” often appears side by side with the vowel “e” and also 

with “i.” Both the “ue” and “ui” vowel combinations make the long 

/u/ sound heard in value and juice as well as the /oo/ sound heard in   

blue and fruit. Read the following words, and notice that both “ue” and 

“ui” make both the /oo/ and the /u/ sounds. 

 

Practice time – “ue” and “ui” word list  

fuel fruit 

value bruise 

due cruise 

continue flue 

issue fluency 

revenue glue 

juice gruesome 
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Vowel Team Stew 

Here is a little ditty to help remember the vowel-vowel combinations 

that have more than one sound. Again, if  you come upon such a 

combination and you are not really sure which sound to use, try one 

sound first. If  that does not sound correct to you, then try the other. 
 

Vowel Team Stew   
by Jean Rattigan-Rohr 

 

Cook made the food he grew (2) 

With fruit in barbecue (2) 

Eat up he said, have some steak and some bread (3) 

Mouthfuls of  soup, (2) 

Pieces of  pie (2) 

Veins popping flavors conceived on the fly (2) 

Oh my, oh my, oh my.  
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Reading connected text 
using VCe words 

Now, as we continue the Camp Rock story, let’s put to use all the 

syllable types we have learned thus far. Using flash cards or other 

study form of  memorization, continue to study the following sight 

words: said, asked, so, to, where, for, from, by. Now add the 

word enough to your tutee’s sight word study list. 

 

Directions: 

Once your tutee can read, recognize, write, and spell the sight 

words above, it is time to read words in a story. Your tutee should 

practice reading the story aloud using the vowel-vowel 

combinations you have been studying. 
 
 

 

 

 

 

 

 

 

 

 

Once your tutee has read the chapter aloud, he/she should read it 

again silently. During silent reading, tutees should pay attention to 

all the long vowel sounds. Your tutee should see how the long 

vowel sound is made by a vowel followed by a consonant followed 

by a silent “e” or by a vowel-vowel combination.  

 

He/she should also note how some vowel-vowel combinations 

known as diphthongs are made of  letters that slide together to 

make a somewhat different sound. 
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Time 

to 

read 

The next day, on May 27, Troy Green, our group leader, said, 

“Lake Jane is deep enough for you guys to do some boating.” 

Chapter III ~ That Day in May on the Lake 

Rattigan-Rohr, Teaching Reading in the Village 

58 



Keep 

reading 

I had a hunch Cris might like that idea. I was right.  As soon as Troy 

said the word “boating,” Cris began to roam around looking for a 

boat we could sail. 

He announced for all to hear, “I am the best sailor in my Sea Scout 

troop.” 

Cris looked and looked till he found a little sailboat behind the shack 

up the hill.  
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Keep 

reading 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

The little boat was quite weather-beaten. When Cris found the 

boat, his face lit up with glee. 

That’s when he shouted down to us, “Guys, let’s sail the boat 

from the top of  Lake Jane down to the base of  the camp.” 

Oh, no,” I thought. “I do not know how to swim.” 
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Keep 

reading 

I was not at peace with this boating plan. 

“This boating idea is not my first choice for fun,” I said to myself. 

“We can make a toy boat out of  foil and color it blue,” I quickly 

shouted back to Cris. 

When he did not speak, I added, “We can make one, two, or a few 

boats.” Cris did not seem to like my thoughts about making a blue 

boat. 

So I shouted even louder, “A foot race would be nice or just 

hanging around the camp.” 

I thought again, then said hopefully, “Or we could take a hike to 

town to see the quaint water tower; you know, the old-fashioned 

one near the school.” 
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Keep 

reading 

I came up with as many ideas as I could, but no luck. Cris did not 

care. All I could think was, “No, I do not want to sail on a deep 

lake. Please, not the lake.” 

I could hear my heart beating loudly. My head was feeling light 

and airy as if  I might die right there on the ground. 

My thoughts came fast. What could I say? 

“How can I get out of  this?” I asked myself. 

“Do I allow the sailing plan to go on?” I was speaking quickly to 

myself  now. 

I feared I might look like a coward if  I said what I really felt. But 

if  I didn’t speak up and just kept my mouth shut, I would look 

like a clown when I began to scream with fright on the boat. 
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74 

 

Keep 

reading 

“Now is the time to speak,” I said to myself. “Now is the 

time. I will speak on the count of  four—one, two, three, four, 

four, four, four.” 

Not one word came from my mouth. 

“Speak now, you clown!” I screamed in my head. “Speak 

now!” 

But I said not a word. I just bowed my head and scowled. 

Even though I was scared to death, I suddenly heard myself  

begin to profess great interest in sailing. Once again I would 

do what Cris wanted to do. Just as we set sail, it started to 

rain. No light rain either; it poured. I was soaking wet and 

afraid. 
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Keep 

reading 

The winds picked up and the boat was now moving rapidly 

down the lake. “What a poor choice I made!” I said, scolding 

myself. 

Twice I hid my face with my fleece cap. I was so nervous I 

didn’t have the courage to see myself  on the lake. 

Then almost in an instant, I braced myself  and shouted, “Let’s 

go back! Let’s go back now!” 

The power of  my own voice surprised me. And for the first 

time, I saw doubt on Cris’s face. As the rain poured and the 

wind blew, I thought I saw something new on Cris’s face. In 

fact, I did see something new in Cris, who less than an hour ago 

was so staunch and absolute about going sailing.  I saw fear! 
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Keep 

reading 

The fear on Cris’s face matched the fear I was feeling in my 

heart. Cris floundered a bit as he stood up, and then he 

suddenly seemed to have grown limp. 

In a soft voice he murmured, “I…I…I do not know how to 

swim and…and…and I do not know how to get us back to 

shore.” 

“But…but…Troy believes you know what to do, so…so no 

one will come to rescue us,” I stammered. “No one.” 
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In your readings you will come upon words in which a syllable might end 

with a vowel instead of  a consonant. Syllables ending in vowels are said 

to be “open,” and they make the long sound of  the ending vowel, for 

example words like these:  

ho/tel 

to/ken  

mi/nus 

 

Note that, generally, one-syllable words ending in vowels are also 

pronounced with the long vowel sound. For example:  

bee  try   

she  go 

buy  so 

fly  no 
  

 

 

 

 

 

 

 

 

Point out to your tutees that a vowel can be a syllable unto itself. For 

example in the word election, we have three syllables, e/lec/tion. The “e” is 

a syllable unto itself, as it provides the beat we mentioned in lesson one, 

or, more specifically, our mouths opened when we made the vowel sound 

for the “e.” 

 

Here are some other examples of  words in which the vowel is a syllable 

unto itself: a/pron,  a/bout,  e/rase,  el/e/vate. 

Open syllables 
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Open and closed syllable 
types 

Spelling Practice Activity – Using open and closed syllables 

Once your tutee understands the concept of  open syllable words, read 

the list of  words below to him/her. Your tutee should be able to divide 

the words into syllables (both open and closed) and write the word 

syllable by syllable for correct spelling practice. You or the parent 

should call the word, then have your tutee repeat the word slowly and 

write it. 

plastic planted  session 

basket  batter magnet 

happy frantic  migrant 

collect  between blatant 

notice pilot relax 
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Activity 

Work with your tutee to divide the words on the left into syllables, 

Together, determine if  the words have both open and closed 

syllables or two closed syllables. Have your tutee write the words in 

the correct boxes on the chart below. 
 

• summon  

• cobweb 

• primary 

• Ivan  

• wisdom 

• rascal 

• humid  

• spiral  

• enlist 

• tulip 

• napkin  

• hectic 

• final 

• insect  

• broken  

• iris  

 

Open and closed 
syllables Two closed syllables 

e.g., iris e.g., summon 
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Reading text using  
v-v combination,  
VCe, and CVC words 

We now know four distinct syllable types that can aid us in our 

reading. You will notice that we can now make more complex 

words with which to practice. With that in mind, it’s time to 

practice reading aloud the next chapter of  our story, which will use 

the open syllable formation your tutees have just studied.  

 

Remember the open syllable formation makes a long vowel sound. 

Your tutees should be able to read all the words in Chapter 4 

correctly since this chapter only contains words they now know 

how to decode. As always, your tutees should put some excitement 

in their voices and read as if  they were telling the story to friends. 

 

As has been done before, after your tutee has read Chapter 4 

aloud, have him/her read it again silently. During silent reading, 

ask your tutee to pay attention to all the long vowel sounds to see 

that in many of  the words presented here the long vowel sound is 

made when a syllable ends with a vowel.  

 

 

 

 

 

 

 

  

 

 

We are intentionally keeping the chapters short and the interest 

level high so tutees can realize success in reading the short 

passages and be motivated to keep reading to find out what will 

happen next. 
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You might notice that as the story 

becomes more complex, we use fewer 

pictures. This is because we want tutees to 

focus on the words and to depend more 

on their techniques for decoding rather 

than on the pictures.   



Chapter IV ~ My Fight with Cris 

“I cannot believe what I just heard,” I thought to myself. 

“I refuse to believe Cris cannot get us back to shore. Nah, that 

can’t be. He said he was the best Sea Scout in his troop, didn’t he?” 

We sat in silence on the sailboat for what seemed like forever. 

Each of  us became more and more afraid, including our fake 

pilot, Cris. 

As the wind picked up and we began to drift quickly on the lake, 

I started to cry. 

Then I erupted. “You are a phony!” I screamed in Cris’s ear. 

“Leave him alone,” said Sal. “He is only human. I am sure he 

regrets what he said.” 

Time 

to 

read 
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Keep 

reading 

A tiny part of  me agreed with Sal, but I still felt like a baby 

out there on the lake. Even though I knew Cris was not 

totally to be blamed for our predicament, I could not help it. 

I was angry and I did not relent. 

I kept on, regardless. “You pretended that you knew what to 

do, I yelled. “You behaved like Joe Navy minus the ship,” I 

said sarcastically. 

Sal held up his hand to stop me, but I kept going. I felt as if  I 

were spiraling out of  control. 

I fumed over and over and finally screamed, “PHONY! 

P-H-O-N-Y!” I went on and on relentlessly. Cris just sat 

there staring at the water lapping eerily against the boat. 
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Keep 

reading 

Sal began to talk about what we might do to help ourselves. 

Then in sheer panic I began screaming at Sal, “He is a 

phony pilot, captain, whatever. He has no regard for his life 

or ours.” 

Before I could stop my rant, I felt the boat begin to drift 

again. In my confusion, I grabbed the mainsail and, as quick 

as a flash, the boat was on its side and we were in the water. 
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Notice that as we learn more and more about the different syllable 

types, we are able to make more one-, two-, and even three-syllable 

words. Often, when struggling readers encounter multisyllabic 

words, they hesitate to attack the word because they are unsure 

where or how to break the word. We provide below a few tips that 

might prove helpful. 

 

How to break the word 

Keep in mind that there are exceptions to every rule; nonetheless, 

these tips give the reader a place to start rather than guessing or 

giving up when he or she is unsure. 

• If  there is one consonant between the vowels, first try dividing 

the word after the first vowel. Most of  the time this will be 

correct. For example, 

 

ba/con  se/lect me/ter 

fi/ner di/ner,  ci/vic 

be/came be/have  e/vil 

ro/bot sta/tion  be/lieve 

 

• If  there are two consonants between two vowels and you do not 

know what to do, divide the word between the two consonants, 

as in 

sun/set  in/land  pub/lish 

 

• If  there are three consonants between the two vowels, first try 

placing the first consonant with the first vowel and the other two 

consonants with the second vowel, as in  

sim/ple  con/trast  pum/pkin 

Things to notice 
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Notice also that if  the word begins with “ex,” divide after the “x,” 

as in ex/tra, ex/cuse, ex/it. 

Note that when the long vowel sound is made by a vowel-vowel 

combination, such as in season and teach, the vowel-vowel 

combination “ea” is kept together. The syllable division is sea/son, 

pea/nut, rea/son, lea/der. 

Practice time – using all the information you now have 

Tutees are generally surprised to realize that by the time they get 

this far into their tutoring sessions they can, in fact, spell many 

multi-syllable words correctly. Have your tutee listen to the 

following words and then repeat them slowly. Help your tutee to 

note that the longer words contain two or three closed syllables, 

while others have a combination of  open and closed syllables. Can 

your tutee spell them correctly? 

Things to notice 

musket misfit drastic 

riffraff    dentist handbag 

basket fantastic midriff 

upset magnet bombastic 

inlet proposal redundant 

fundamental rival iris 
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Confusion with “ed” 

Point out to your tutees that “ed” makes 3 distinctly different 

sounds: /t/, /d/, and /ed/. For tutees who have this difficulty, read 

the following passage to them while pointing to the three different 

inflected endings.  

 

I finished my breakfast late again this morning, so I 

grabbed my book bag and flew down the stairs. I was 

sure I had missed the bus again. I started to run to my 

stop just as fast as I could and wounded my big toe 

when I tripped on my untied shoe lace. I hopped onto 

the bus just in time. I had stayed behind for being late 

yesterday, and I didn’t want to stay behind again today. 
 

Here are the words with the inflected “ed” ending: 

finished  /t/ 

missed /t/ 

hopped  /t/ 

tripped  /t/ 

grabbed  /d/ 

stayed  /d/ 

started  /ed/ 

wounded  /ed/ 
 

Rattigan-Rohr, Teaching Reading in the Village 

75 

As your tutee continues to read more 

and more connected text, you might 

notice that many of  our students 

mispronounce the past tense inflected 

ending “ed.” Tutees tend to read, “the 

bus rock/ed/ and jump/ed/ rather 

than rock/t/ and jump/t/. 



Confusion with “ed” 

With three possible endings for “ed,” how can your tutee tell which 

sound applies to which word? 

 

These simple rules will help make sense of  this confusion: 

• Rule 1 

The /t/ sound is used when the last sound of  the word is not 

voiced, that is to say does not make a big sound at the end but 

rather a soft sound, as in finish, hop, trip, or miss. The “ed” inflection 

to create the past tense will use the /t/ sound. Have your tutee 

listen to these words as you over-pronounce the endings: finished, 

hopped, tripped, missed. 

 

• Rule 2 

The /d/ sound is used when the last sound of  the word is voiced, 

that is to say the ending sound is big, as in grab, play, and stay. The 

“ed” inflection to create the past tense will use the /d/ sound. 

Have your tutee listen to these words as you over-pronounce the 

endings: grabbed, stayed, played. 

 

• Rule 3 

When the last sound to the word is made with /d/ or /t/, as in 

start or wound, the “ed” inflection to create the past tense will use 

the /ed/ sound. Have your tutee listen to these words as you over-

pronounce the endings: started, grounded 
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R-controlled vowels 

In their reading, tutees might come upon words in which a vowel (a, e, 

i, o, or u) is immediately followed by the consonant “r.” These are said 

to be r-controlled vowels. Vowels that are r-controlled do not make 

their usual short or long sounds; instead, the sounds they make are 

shaped by the adjoining “r.”   For example, 

“ar” has the sound heard in far 

“er” has the sound heard in teacher 

“ir” the sound heard in bird 

“or” has the sound heard in for 

“ur” has the sound heard in burn. 

Can you tutee read the following r-controlled words? 

swirl, dancer, artist, hurry doctor, girl, rider, carpet, purse, orbit, 

shirt, runner, cartoon, fur, oracle, horizon, garden, thirst, nurse 

Notice that the “ar” in car and “or” in for are relatively easy to hear in 

words, however, “er”, “ir”, and “ur” all have the same sound, as is 

heard in river, bird, and turn. It is often difficult for readers to know 

which r-controlled sound is needed. Practice and exposure will help 

with such words. 

Reading connected text using r-controlled, open syllable, 
vowel-vowel combination, VCe, and CVC words 

Directions: 

It is time to continue reading the story. Your tutee should practice 

reading aloud this chapter, which uses several r-controlled vowels. 

Remember, your tutee should be able to read all these words correctly, 

since the entire fifth chapter uses words he/she should now know. 

After he/she has read Chapter 5 aloud, it should be read again silently. 

During silent reading, the tutee should pay attention to the  

r-controlled vowels and the sounds they make. 
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Chapter V ~ No One to Help Us 

“I am going to die!” I screamed, swallowing a mouthful of  

cold lake water. I swear to you that I dropped to the bottom 

of  the lake. My eyes smarted and my ears burned in the cold 

water. 

“Oh no,” I cried. “We are so far out here and it is getting 

dark.” Cris started to cough and shiver as he clung to the side 

of  the sailboat. 

“Do you think they will find us before morning?” Cris 

shrieked. 

From the corner of  my eye, I could see that Sal’s shirt was 

beginning to swirl up to his chest and over his head.  

Time 

to 

read 
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He looked like a little purple turnip as he bobbed farther and 

farther along the overturned boat. 

“Let’s all scream for help at the same time,” said Sal, between 

short breaths, his teeth chattering so hard I thought they 

would break out of  his head and fall out in the cold lake water. 

“Help!” we screamed at the top of  our voices. 

“Help!” we yelled again. 

“Help, somebody!” cried Sal, in a strange-sounding high-

pitched voice. 

“Help!” we shrieked, over and over till our voices sounded 

hoarse and worn. My arms were becoming numb from 

grabbing so hard to the overturned boat. 

Keep 

reading 
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Keep 

reading 

“I’m going to use my scarf  to make a sling so we can get a 

firm grip onto the birch wood,” said Cris. 

“That’s a gr…great idea,” shivered Sal. 

The three of  us had grabbed the scarf  and started to pull 

ourselves up when the worn wood broke away and tore the 

scarf. 

“Oh, man! We are going to die,” I started in again. 

“No, we won’t,” Sal said, trying to reassure  us through 

chattering teeth. 

Then he turned to me as if  a brilliant idea had just occurred 

to him. 
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Keep 

reading 

“Why don’t you try to swim back in the direction we 

came?” he asked. 

I could see the hopeful look on his face as he posed the 

question.  

When I did not respond, he began to blubber. In between 

shaky, shuddering sobs, he said, “Maybe someone will see 

you and we can get help.” 

“Why don’t you swim back?” I responded with a snarky 

tone. 

“My asthma,” he responded regretfully. “I wouldn’t make it 

very far.” 
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Final syllable type 

This final syllable type is an unaccented syllable containing a consonant 

plus “le” (C-le) that appears at the ends of  words. Unaccented means 

we do not put the stress on this syllable when we say the word. As with 

the VCe we studied earlier, this final “e” in C-le is also silent. Since the 

C-le syllable comes at the end of  a word, one way to determine where 

to divide the word into syllables is to begin at the end of  a word with a 

C-le formation, count back three letters, and then divide. For example 

honorable has four syllables. Counting backwards, we break the word 

between the “a” and the “b” leaving the vowel sound heard in the “a,” 

preceded by the r-controlled “o” in “or,” and the short sound heard in 

“hon.” Thus, the syllables are hon/or/a/ble. 
 

Practice time – Activity 
Begin by counting back three letters for the C-le, then use your existing 

knowledge of  syllables to divide the following words into syllables as 

you accurately read them. 

List of C-le words 

intolerable acceptable adjustable 

insufferable abominable comfortable 

subtle amble advisable 

table payable accountable 

gable gamble forgivable 

suitable hobble marketable 

regrettable insufferable invisible 
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All 6 syllable types 

C-le, r-controlled, open syllable, vowel-vowel 
combination, VCe, and CVC words  

Directions: 

For this practice chapter, we will use all the syllable types, focusing 

mainly on the C-le formation you have just studied with your 

tutee.  Remember this consonant-le formation makes an 

unstressed syllable unto itself. Your tutee should be able to read all 

the words in this chapter correctly since the entire chapter consists 

of  known words. As always, after your tutee has read this final 

chapter of  the story aloud, it should be read again silently.  

 

During the silent reading, your tutee should pay attention to all the 

consonant-le words. Notice that although these are “big” words, 

they can now be read correctly. Once tutees have progressed 

through all the syllable types and the narrative presented in this 

manual, they should be able to read and decode just about any 

word they come across in English.   
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Chapter VI ~ The Big Rescue 

The battle to climb aboard the overturned sailboat became 

my focus. And I was able to ignore Sal’s request to swim back 

for help. I was subtle in my actions, so still no one realized I 

could not swim. There was no point in revealing that now. 

“It was that simple,” I told myself. 

Soon I began to feel terrible about the way I had handled 

Cris. 

“You should tell him that you feel horrible for causing us all 

to be in the water,” I argued with myself. 

“No, no, be sensible. Say nothing. You can’t think about that 

now,” I whispered under my breath. 

Time 

to 

read 
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“You will have ample time to be noble later, at a more 

suitable time, maybe after we are rescued.” 

Just then a huge splash of  cold lake water was all over us. I 

did not think water was capable of  being so cold without 

freezing. The cold water felt like needles on my skin. I closed 

my eyes tightly and with Cris and Sal screamed as loud as we 

were able. Then we heard a sharp whistle, and with a quick 

hustle we were grabbed and pulled up the sides of  a large 

inflatable raft. I crumpled to the bottom of  the raft like a 

wrinkled rag doll. I shook the water from my hair and wiped 

my eyes with my wet rumpled sleeves. 

Keep 

reading 
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Keep 

reading 

A little cry of  embarrassment escaped my mouth when I 

realized that we were being hustled into the inflatable by 

three little pimple-faced Girl Scouts. 

“Girls,” mumbled Cris in total disbelief. “We are rescued by 

girls? This is unbearable.” 

Girl Scout 

Troop 101 
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Keep 

reading 

The look on Sal’s face said it all. The girls’ actions were 

indeed commendable. Sal twitched his mouth in awe, 

exposing his deep left dimple. I must admit it was pretty 

admirable the way the girls handled the inflatable. They were 

not only nimble; they were expert with the paddles as they 

rowed back to camp. The girls rowed rapidly between bursts 

of  outrageous giggles. The three of  us sat shivering to the 

gentle sway of  the raft. I could think of  no honorable way to 

explain to guys at the camp the pickle we were in. I knew 

instantly that the jokes were going to be intolerable. 

“What a mess!” I mouthed to Cris, not wanting the girls to 

hear. 
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Keep 

reading 

He had a pained look on his face that was impossible to read. 

Here I was, worried that Cris and Sal would laugh at me when 

they realized I couldn’t swim, and now this. The entire camp 

might find out! The humiliation is going to be insufferable. 

I leaned forward and whispered in Sal’s ear, “How are we going 

to stifle the laughter when we get back to camp? What noble 

excuse can you come up with?” 

“Me?” asked Sal, covering his face as if  my question was too 

unbelievable to consider. 

“No, no, no,” he said. “You and Cris will have to come up with 

a credible plan, and make it quick, too.” 
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Morphemes 

  

Another way we can help our tutees decode words is to help them 

understand morphemes and how we might expand them. A morpheme is 

the smallest component of  a word, or linguistic unit, that has meaning. A 

morpheme might or might not be used alone. A morpheme used by itself  

is said to be “free”; for example, the word end. A morpheme that cannot 

be used alone but is attached to a free morpheme is said to be a “bound” 

morpheme. Thus, the bound morpheme “un” can be used alongside the 

free morpheme tie to create a new word, untie. The word unending, then, has 

three morphemes — ”un”, end, and “ing,” with “un” and “ing” being 

bound morphemes. 

Bound morphemes are divided into two categories: derivational and 

inflectional. Derivational morphemes change the root/class or meaning 

of  a word  or both. Consider  the bound (derivational) morpheme, “ous.” 

Note that “ous” can be attached to a free morpheme such as joy, which is a 

noun meaning  “a source of  happiness.” When the word becomes joyous, the 

class of  the word has been changed. It becomes an adjective meaning “full 

of  joy.” By the same token, the bound (derivational) morpheme “less,” 

when added to the word joy, completely changes the meaning of  the word 

so that it becomes the very opposite of  joy: joyless, which means “grim” or 

“gloomy.”  

Inflectional morphemes, on the other hand, do not change either the 

roots or meanings of  words. An inflectional morpheme is simply a 

grammatical marker, such as “ed,” which denotes the past tense. For 

example, the word end, which can mean “conclude,” retains its meaning 

when the inflectional morpheme “ed” is added to create ended, the past 

tense of  end. 

A bound morpheme that is attached to the base or the stem of  a word to 

form a new word is called an affix. Affixes can be prefixes when they are 

attached at the beginnings of  words, or they can be suffixes, which are 

attached at the ends of  words.  
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Suffixes 

All inflectional morphemes are suffixes, because they are attached to the 

ends of  root words or free morphemes. A suffix is generally pronounced 

as a syllable unto itself; for example, the word basement has two syllables, 

base and the suffix “ment.”  Likewise, the word crying has two syllables, the 

root word cry and the suffix “ing.” The word beaten has two syllables, beat 

and the inflectional ending “en.” Help your tutee learn the common 

suffixes below that they will often encounter as they read. 

The inflectional endings in English 
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Inflected ending Meaning Example 

-s/-es  plural cats, boxes 

-ed past tense She washed her hair 

yesterday. 

-ing progressing He is walking to 

school today. 

-’s possessive John’s wife 

-s third person  

singular  

He makes bread every 

day.  

-en past perfect 

participle  

She had eaten all the 

grapes. 

-er comparative  Jack is taller than Jill.  

-est superlative  Mary is the smallest 

of  the three. 



Suffixes 
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Suffix Meaning Example 

-able, -ible  can be made to be   
 

comfortable, flexible 

-al   having the 
characteristics of 

physical, magical 

-ful full of hopeful, beautiful 

-ic having the 
characteristics of   

logic 

-ion, -tion,  
-ation, -ition  

act or process of dedication, 
confrontation 

-ity state of   conformity, 
community 

-ive, -ative, -
itive  

adjective form of  a 
noun 

subjective, 
predictive 

-less without weightless, regardless 

-ly characteristic of hurriedly, strongly 

-ment action or process retirement, 
containment 

-ness state or condition of kindness, fondness 

-ous, -eous, 
-ious 

possessing the 
qualities of 

glorious, courageous 

Here are other suffixes commonly heard in English. Remember that they 

generally make their own syllables. For example, the word hopeful has two 

syllables, hope and “ful.” 

Additional suffixes 



Prefixes 
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Prefix Meaning Example 

ante- before, preceding antecede, antedate 

anti- against, opposite antiseptic, antibiotic 

con-, com- together, with, jointly contain, complete 

de- from, off, away, down decrease, descend 

dis- opposite of 
removal of 

disadvantage 
disagree 

en-, em- cause to 
bring about 

enlighten 
embrace 

fore- before forehead, forecast 

in-, im- not, without, into inappropriate 
impractical 

As mentioned earlier, affixes are called prefixes when they are affixed to the 

beginnings of  words. Like suffixes, they also generally make their own 

syllables. For example, the word refinement has three syllables—the prefix 

“re,” the free morpheme fine and the suffix “ment.” Prefixes, however, can 

sometimes be made up of  two syllables, as in “super,” “semi,” or “under.” 

If  your tutees know a number of  prefixes and suffixes, they will then be 

able to read those parts of  an unknown word and use their prior 

knowledge to determine the rest of  the word. For example, if  a struggling 

reader comes upon the word containment  and is unsure how to pronounce 

that word, but knows the prefix “con” and the suffix “ment,” he/she 

should be able to decode the entire word rather than simply give up or skip 

the word, as we often see with older struggling readers. 
 

List of common prefixes 



Prefixes 
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Prefix Meaning Example 

il-, ir- not illegal, irrational 

inter- between, among interact, interchange 

mid- middle mid-day, midway 

mis- wrongly mislead, misplace 

non- not, absence nonsense, nonstop 

over- over, completely overboard, overjoyed 

pre- before preview, presuppose 

re- again repair, return 

semi- half, partly semicircle,  
semiconscious 

sub- below, lower subway, submarine 

super- above supersede, 
superimpose 

trans- across transport, transcend 

un- not unacceptable, 
unhappy 

under- beneath  
not enough 

underneath, 
underdeveloped 

Other common prefixes 



Practice 

Word List Isolating prefix/suffix 

confrontation confrontation 

illuminated illuminated 

irrationally irrationally 

semiannually semiannually 

empowerment empowerment 

foreshadowing foreshadowing 

nonconformity nonconformity 

irresponsible irresponsible 

irresistible irresistible 

underachievement underachievement 

disrespecting disrespecting 

deplorable deplorable 

inappropriateness inappropriateness 

encampment encampment 

Ask tutees struggling with multisyllabic words to isolate the prefixes 

and suffixes of  words in the following list and then read the 

complete words. 
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Time 

to 

read 

Chapter VII ~ Back at the Camp 

When we got back to the encampment, things really became 

insufferable. The Girl Scouts communicated the entire rescue 

mission to their overly energetic troop leader, Mary Stewart.  

Ms. Stewart wanted to hear all  the vivid, excruciatingly painful 

details of  the rescue. She was particularly riveted to the parts of  

the story about our deafening high-pitched screams and 

panicked cries for help.  

The girls recounted their stories with enthusiasm in between 

periods of  soft snickers, outrageous chuckles, and earsplitting 

laughter. I couldn’t remember feeling so embarrassed in my 

entire life. 
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To make matters worse, Ms. Stewart not only wanted to hear 

all the details of  the rescue, but she also kept commenting as 

the girls spoke. I thought I would go crazy if  she said one 

more time, “Oh, those poor boys, bless their hearts, the poor 

little things.”  

That’s when I heard an outpouring of  muffled laughter 

coming from behind the decaying shed. I instantly panicked. 

Just the thought of  how outrageously we were going to be 

teased for the rest of  our time at camp was so unnerving. 

From where I was standing, I could see that Cris heard the 

laughter, too. His lips began to quiver, and he seemed to have 

suddenly become incapable of  standing still.  
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Keep 

reading 



Till that moment, we had absolutely no idea that most of  the 

boys in the camp were behind the dilapidated shed listening to 

the embarrassingly painful interchange between Ms. Stewart and 

the girls. 

I guess the opportunity to hear firsthand of  our incompetent 

excursion on the lake was just too irresistible for them to pass 

up.  I needed to think of  some way out of  this predicament 

quickly. If  not, the rest of  the time at Camp West was going to 

be unlivable. I kept thinking of  the inevitable confrontation with 

the other guys that was sure to come as soon as the girls and  

Ms. Stewart left the encampment.  
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Maybe we could turn it around and talk about the 

inappropriateness of  their eavesdropping on other peoples’ 

conversation, or maybe I could make this about Cris’s deplorable 

sailing skills. I could even take some of  the blame by explaining 

my presumption that Cris knew how to sail. Unfortunately, none 

of  those thoughts seemed plausible.  They even seemed 

disrespectful and cowardly. But what could I do? I hated feeling 

so trapped and helpless. It was as if  I were on that confounded 

lake all over again with absolutely nowhere to turn and no one to 

help. If  only I had followed my initial feelings! If  I had stood up 

to Cris and refused to go sailing, I would not be in this awful 

mess now, would I? 
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Reading is 

more than 

decoding 

So far in this manual we have discussed in detail various ways with 

which tutees might be able to help themselves in their effort to decode 

words as they attempt to read fluently.  

 

However, effective reading requires more than phonemic awareness, 

(the awareness that speech is made up of  units of  sounds and how the 

sounds can be manipulated) fluency (a steady rate of  reading with 

appropriate inflections), and phonological awareness (the ability to 

segment words into larger sound “chunks,” syllables, to understand 

onset and rimes, digraphs and blends, etc.). It also requires more than 

phonics, which is the ability to recognize the letters in the alphabet and 

to understand that there is a correspondence between those letters and 

the sounds they represent.  

 

Effective reading also involves vocabulary development and, perhaps 

most important, it requires comprehension skills.  

 Word learning is a complicated process. It requires 

• giving students opportunities to connect new words to related words  

• analyzing word structure  

• understanding multiple meanings of  words  

• using words in authentic ways 
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Vocabulary development 

Vocabulary learning is also important for your tutee, since 

vocabulary knowledge is one of  the main contributors to 

comprehension. Some researchers say word meaning makes up as 

much as 70-80% of  comprehension. To help your tutees understand 

words they come across in text, teach them to infer meaning by 

moving beyond the sentence where the word occurs. Teach them 

also to look back at preceding sentences and to bring in their 

background knowledge to help them make connections to what they 

are reading. Help them to see the techniques authors often use when 

they introduce new or more complex vocabulary. Teach your 

students that to help the reader understand vocabulary, authors 

sometimes use 

• definition/explanation clues  

• restatement/synonym clues  

• contrast/antonym clues  

• gist clues  

 

Let’s use the Camp West text to see how the clues used in this 

narrative serve to aid in vocabulary understanding. The narrator says 

to Cris, “Or we could take a hike to town to see the quaint water 

tower. You know, the old-fashioned one near the school.” If  your 

tutee did not know the meaning of  the word quaint, you could point 

out that we used the explanation clue to help the reader understand 

that quaint means old fashioned. Then have them begin to look for 

such clues in other texts they read. This definition/explanation clue 

is particularly useful in information texts. 
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Vocabulary development 

Another word that might be problematic for your tutee is the word 

staunch in the sentence below: 

In fact, I did see something new in Cris, who less than an hour 

ago was so staunch and absolute about going sailing. 

Here you might point out to your tutee that we used the 

restatement/synonym clue to help readers understand that 

staunch is another word for absolute. That is to say, Cris certainly 

wanted to go sailing and nothing his friends said would stop him 

from doing so. 

 

One of  the most difficult clues for tutees to figure out is a gist 

clue. This is because gist clues are much more subtle than the 

others and require the reader to read between the lines. The reader 

needs to determine what the sentence containing the vocabulary 

word or the passage containing the word represents, suggests, or 

personifies.  

Let’s look at the following sentences from Camp West: 

I fumed over and over and finally screamed, PHONY!,  

P-H-O-N-Y!” I went on and on relentlessly. Cris just sat there 

staring at the water lapping eerily against the boat. 

If  your tutee is trying to figure out what relentlessly means using the 

gist clue, the passages seem to suggest that the narrator was not 

happy with Cris and was constantly expressing this unhappiness. 
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Vocabulary development 

Help your tutee use the author’s clues to determine the meaning of  the 

following words for the text: 
  

Words Tutee’s definition 

fleece 
  

 

revealing 
 

 

rant 
  

 

intolerable 
 

 

outrageous 
  

 

humiliation 
 

 

believable 
  

 

regretfully 
  

 

sarcastically 
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Comprehension 

Reading comprehension is all about understanding what we read. It 

requires that we spend some time thinking about the information 

presented in the text. It is important to think about the information 

before we read, while we are reading, and even after we have completed 

the reading task.  

Now let’s think about the story of  the three boys at Camp West. First 

of  all, did your tutees like the story? In order to answer that question, 

you will need to simply ask. A significant component of  comprehension 

is forming an opinion about what is read. Did I enjoy a particular kind 

of  text or narrative and, if  I did, why did I enjoy the writing? If  your 

tutees did not enjoy the story, why didn’t they like it? Forming an 

opinion about what tutees didn’t like about the story will give them an 

opportunity to make some judgments about the story. Making 

judgments and determining the value of  what one reads are highly 

important aspects of  comprehension, which we want to develop and 

enhance in our tutees.  

Asking ourselves about our impressions about things we read is an 

important step in comprehension. It is a way to have a conversation in 

our heads about what the author has written. We might decide to agree 

or disagree with what the author has written; we might decide that we 

would have created a different ending for the reading; or we might even 

come to the conclusion that we would have placed the story in a 

different setting. This act of  “talking in our heads” as we read is a very 

important practice with which to develop our comprehension skills. 

We have found, however, that many of  the struggling readers in our 

Village program do not approach their reading tasks with any particular 

strategy in mind that might help them in the comprehension of  text. If  

they are able to decode words or if  they do not recognize the words 

automatically, most simply decode the words till they get to the end of  

the reading without giving a great deal of  thought to what they are 

reading. 
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Comprehension strategies 

Because of  this tendency to read without understanding, we provide 

below six distinct comprehension strategies for you to teach your 

tutees. It is our hope that if  you teach one strategy per week, tutees will 

leave the six-week session with several strategies they might use in 

order to independently boost their comprehension of  texts. The 

strategies we introduce in this manual are summarizing, question and 

answer relationships, inferencing, prediction, main idea, and 

visualizing. 

 

Summarizing 

Let’s use the story of  The Boys at Camp West to teach these strategies. 

After tutees have read the entire story, ask them to write for you what 

the story was about on the six lines on the following page. Keep in 

mind that they have only six lines on which to summarize the entire 

story. That means that they will need to keep the summary of  the story 

short and just write the main parts about the boys’ experiences at Camp 

West. One of  the ways you can help your tutees think about 

summarizing is to have them think about the story and then answer six 

simple questions related to the story.  

 

These six simple questions are   

1. Who or what did what? Three boys went to a camp and went sailing. 

2. When did they do it? In May 

3. Where did they do it? Lake Jane 

4. Why did they do it? Cris suggested it; said he knows how to sail. 

5. How did they do it? They found a little boat. 

6. What happened as a result?  Cris didn’t know how to sail; the boat 

overturned; they could not swim; they were rescued by girls.  
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Comprehension 

Point out to your tutees that this act of  telling just the main parts of  

something they have read is known as summarizing. The ability to 

summarize is an important part of  comprehending since it shows that 

one understands enough about the reading to be able to tell just the 

important points without retelling the entire story. Then have your 

tutee write a summary of  the Camp West story. Use just the six lines 

provided here: 

Question and answer relationships 

Education researchers Carroll, H.; Raphael, T.; and Au, K. devised the 

comprehension technique they call QAR (question/answer relation-

ship). They note that “QAR is a categorization system detailing the 

relationship among a question, the text to which the question refers, 

and the reader’s knowledge base” (2011, p. 4). They tell us that answers 

to questions are often found in two distinct places: either in the text or 

in the head of  the reader. Answers can be “right there” in the text, or 

the reader might have to “think [about the question ] and search the 

text” for the answer to the question. Answers that are in the head are 

ones in which the reader needs to do some self-talk “between the 

author and the reader” (author and you) and “on your own,” where the 

answer is not dependent solely on what the author writes, but also on 

the reader’s background knowledge. 
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Comprehension 

With this in mind, tutors, you might point out to your tutees that as we 

read we often have lots of  questions in our heads. At other times, our 

teacher or the writer of  a selection might ask us lots of  questions about 

what we have read. There are many ways to answer questions we might 

have or questions we might be asked after we have read.  

Sometimes the answers to our questions or to other people’s questions 

can be found right there in the text we have read. What that means is 

that the answer will be found in a specific place in the text, right there in 

a sentence or on a certain page. For example, if  I were to ask you, “Why 

was Sal afraid to swim back for help?” You would answer, “Because he 

has asthma and was afraid he would not get very far.” This is true 

because these were Sal’s own words and you found the answer right 

there in the text. 

Other times, the answer is not so easy to find, and you will have to 

think about the question more than once and search for the answer. 

This is not to say the answer is not in the text; it is. You will just have to 

search for it more carefully. So think about the following question from 

The Boys at Camp West, then go searching for the answer and write the 

answer on the blank lines below. 

Question: How can you tell that Cris was the leader and decision maker 

among the three boys? 
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Comprehension 

Answering this question is not as easy as the first question, in which 

the answer is right there in the text. These kinds of  read-between-the-

lines questions are often difficult for struggling readers. Tutors, you 

may use the text to explain how to search for information that will 

support an answer to the question. You might help your tutee come to 

see that while the writer does not tell us that Cris was the leader and 

decision maker among the three boys, there are several ways we can 

figure out that, in fact, he was. It is Cris who always decides what the 

boys should do, whether to race to the base of  the camp, to play the 

dice toss, or to go sailing. We should also note that once Cris decides 

what they would do, the other two boys simply followed along. The 

implication then is that Cris was the leader and decision maker while 

the other boys were the followers. 

 

At other times in our reading, the answers to our questions will not be 

in the text at all. Some questions will require that we look carefully at 

the information the author has provided and put that together with 

information we already know to come up with an answer. For 

example: What does the narrator mean when he says that Cris 

“behaved like Joe Navy, minus the ship”? 

 

Provide your answer on the following lines: 
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Comprehension 

Still other questions people might ask will not require that we read the 

text at all. These are the kinds of  questions that try to determine what 

background information we might already have in our heads about 

the reading. These are the kinds of  questions we can answer on our 

own because we already know some important information. For 

example, we might ask who or what are Sea Scouts? You might know 

the answer to this question without ever needing to read the story.  

 

Sea Scouts are Boys Scouts who focus particularly on boating and 

water-based activities. These boating activities are not only done at 

sea, but also on rivers or lakes. 

 

Predicting 

Another really good comprehension strategy readers often use is the 

act of  predicting. Predicting requires us to think about what we 

believe is coming up next as we read, to make guesses based upon 

what we have already read. Since they are guesses, our predictions can 

be either correct or incorrect. So tutees need to know that our 

predictions are at best temporary; they will have a tendency to change 

as we get more and more information through continued reading of  

the material. For example, one might have predicted that the boys at 

Camp West would go back to shore since it started raining the minute 

they set sail; however, through continued reading we change that 

prediction because we realize they didn’t know how to get back on 

their own.  

 

We could have predicted some kind of  crisis on the lake when we 

learned this new fact. As tutors, you can help your tutees understand 

that it is perfectly okay for them to keep changing or confirming their 

predictions until we get to the end of  the text and see where the 

author has led them. 
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Comprehension 

Inferencing  

Good readers make inferences when trying to comprehend stories 

they are reading. Help your tutees understand that inferences are 

similar to predictions but that they require more than just our guesses 

about what might be coming up next. Inferences require that we use 

what we know to make a judgment or come to some conclusion about 

what we are reading. For example, you might say, “To infer something 

about what you are reading does not mean that the author told us 

somewhere in the text exactly what you think is true. In fact, the 

writer does not have to say anything at all about what you might learn 

from what you read. You might conclude, however, from what you 

already know that it simply makes sense to believe, or infer, what you 

think is so.”  

 

For example, in The Boys from Camp West, I have not told you what will 

happen to the boys when they get back to camp. But from what you 

know about ten- to twelve-year-old boys, what can you infer will 

happen to the boys when the girls take them back to shore?” 

 

Main Idea 

Yet another important thing to do when we try to comprehend what 

we are reading is to recognize the main idea in the text. Another way 

of  thinking about the main idea is to tell what the story is about in 

one sentence. So, in one sentence, what would your tutee say is the 

main idea of  The Boys at Camp West? 
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Visualizing 

Visualizing, painting or creating pictures in our heads based on 

what we are reading, is a great way to aid comprehension. With our 

own minds, we can mentally bring the images of  the text to life.  

  

To encourage tutees to think deeply about visualizing what is 

happening in the text, you might ask a series of  questions. For 

example, 

• Can you imagine the narrator’s fears of  being on the lake?  

• What do you picture when he says he can hear his heart beating 

in his own ear?  

• What about when he says he had to cover his eyes with his 

fleece cap because he didn’t have the courage to see himself  on 

the lake; how does he look to you? 

• Have you ever been afraid like that of  anything?  

• Can you relate or connect to what he is feeling?  

• What about Cris? Can you imagine how he must have felt when 

they all tipped over in the lake? 

• Or you might say, “Based upon how you have visualized the 

story, can you create and illustrate your own ending to the story 

after the boys are rescued by the girls?” 

 

Another effective way to help tutees’ comprehension of  text is to 

have them write about what they have read. Tutees might write 

about the characters in the text, the setting, the plot, etc. We have 

provided examples in the following table that will help you to guide 

your tutees as they begin to write about the characters in the Camp 

West narrative. 
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Comprehension 

Characters 
 

Describe the following characters in detail: 
 

Example 

You can describe 

● how they act 

● what they look like 

● what they like to do 

● anything that 

describes the  

character 

  

Cris 

  

  

  

  

Sal 

  

  

  

  

The Narrator 
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Comprehension 

Setting 
 

Describe the setting in detail. 
 

Setting: 

Write a detailed description of the setting in which the story 

takes place. 

  

  

  

  

  

  

  

  

  

  

Rattigan-Rohr, Teaching Reading in the Village 

112 



Comprehension 

Comprehension Questions 

As you answer each question, begin by restating the question. For 

example, 

Who are the main characters? 

The main characters are Chris, Sal, and the narrator. 

  

Chapter 1 
1. Where were the boys headed as they boarded the bus? 

 

  

2. Why do you think Sal asked, “When will it end?” 

 

  

Chapter 2 
3. What did the boys do once they got to the camp? 

 

  

4. Do you believe the boys had a good time? How can you tell? 

  

 

Chapter 3 
5. Why did the narrator suggest the idea of  making a blue boat? 

  

 

6. Why do you believe the narrator did not simply tell Cris how he felt 

about the boat trip? 

  

 

7. Why would the narrator feel the need to scold himself? 
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Chapter 4 
8. The boat overturned quickly after the boys started to argue. Could you 

see that coming? Explain your answer. 

 
 

  

Chapter 5 
9. In this chapter, which of  the characters would you be most like? Explain 

your answer. For example, In this chapter, I would be most like Sal because … 

 

 

  

Chapter 6 
10. What in this chapter is the most upsetting thing to the boys? 

 

 

 

11. The narrator is constantly blaming someone else. Do you think he has 

any responsibility for being on the boat? Why or why not? 

 

 

  

12. What do you think will happen when they get back to shore? 

 

 

 

 

Once your tutee has completed this exercise, have him/her read the entire 

story about the boys at Camp West without any interruptions by you. 

Listen to his/her reading for accurate word attack skills, for adequate 

reading rate, and for appropriate prosody. 
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The Boys at Camp West 
 

Time 

to 

read 

Chapter I ~ The Bus Trip 

 Cris and Sal are the kids I met on the bus to Camp West. Sal 

sat next to me on the bus from Fat Rock Pond to the camp. Sal 

kept his cap in his left hand for the long trip from Fat Rock Pond 

to Camp West. We had bags, bats, and balls for our trip to the 

camp. We got lost at the bend just past the hut where the long fish 

nets hung. The bus hit a rut and a big rock, so we kept our hands 

on the backrests. 
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 The bus rocked and jumped, and my cap slid from my 

lap. It got lost on the bus. The bus went so fast I hit my chin 

on the pet rock in my bag.  

 

 “Smash!” went my rock. 

 

 “Crash!” went my backpack. 
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 A quick thud, and a stack of  bags fell on my 

lunch. I was upset when I picked up my lunch box. “I 

am not happy with this,” I said. “I am not happy at all.” 

 

 “What a long, bad trip!” said Cris, clenching his 

backpack to his chest. 

 

 “When will it end?” Sal asked. 

Keep 

reading 

117 

Keep 
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Chapter II ~ First Day at Camp 
 

Time 

to 

read 

 When we got to Camp West, we did not think about the 

trip. Things were quite fine at the camp. 
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Cris, Sal, and I sat on a big branch that jutted from the lake. 

I suppose the place felt like home to us. 
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 We had milk and cake in the bake shop. We rode bikes by 

Lake Jane. Then we rode our skates next to the dune. 

 

 That evening, I had a Sprite with lots of  ice. Sal had a 

cone and some grapes and a slice of  pie. 
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 Cris said, “Come on. Let’s race to that nice place at the 

base of  the camp.” And we did.  

 

 Cris and Sal went to the slide. They had rice cakes and 

won five prizes from the dice toss. Cris said that I should ride 

the slide, too. And I did. I rode it twice, but Cris and Sal rode 

it five times. Cris took us to a quiet place where we wrote our 

names on the chime next to the stage. Cris was an ace on the 

slide. Sal was fine at the dice game. I rode the slide at a fast 

pace. We had so much fun. 

 

 Then Cris said, “Let’s race back to the camp for a nice 

long rest.” And we did. 
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 The next day, on May 27, Troy Green, our group leader, 

said, “Lake Jane is deep enough for you guys to do some 

boating.” 

Chapter III ~ That Day in May on the Lake 
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 I had a hunch Cris might like that idea. I was right.  As 

soon as Troy said the word “boating,” Cris began to roam 

around looking for a boat we could sail. He announced for all to 

hear, “I am the best sailor in my Sea Scout troop.” 

 

 Cris looked and looked till he found a little sailboat behind 

the shack up the hill. The little boat was quite weather-beaten. 

When Cris found the boat, his face lit up with glee. 
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 That’s when he shouted down to us, “Guys, let’s sail 

the boat from the top of  Lake Jane down to the base of  the 

camp.” 

 

 Oh, no,” I thought. “I do not know how to swim.” I 

was not at peace with this boating plan. “This boating idea is 

not my first choice for fun,” I said to myself. “We can make 

a toy boat out of  foil and color it blue,” I quickly shouted 

back to Cris. When he did not speak, I added, “We can make 

one, two, or a few boats.” 
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 Cris did not seem to like my thoughts about making a blue 

boat. So I shouted even louder, “A foot race would be nice or just 

hanging around the camp.” I thought again, then said hopefully, 

“Or we could take a hike to town to see the quaint water tower; 

you know, the old-fashioned one near the school.” 

 

 I came up with as many ideas as I could, but no luck. Cris 

did not care. All I could think was, “No, I do not want to sail on 

a deep lake. Please, not the lake.” I could hear my heart beating 

loudly. My head was feeling light and airy as if  I might die right 

there on the ground. My thoughts came fast. What could I say? 

“How can I get out of  this?” I asked myself. “Do I allow the 

sailing plan to go on?” I was speaking quickly to myself  now. 

 

 I feared I might look like a coward if  I said what I really felt.  

But if  I didn’t speak up and just kept my mouth shut, I would 

look like a clown when I began to scream with fright on the boat. 

 

 “Now is the time to speak,” I said to myself. “Now is the 

time. I will speak on the count of  four—one, two, three, four, 

four, four, four.” Not one word came from my mouth. “Speak 

now, you clown!” I screamed in my head. “Speak now!” But I 

said not a word. I just bowed my head and scowled. 
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 Even though I was scared to death, I suddenly heard 

myself  begin to profess great interest in sailing. Once again I 

would do what Cris wanted to do.  

 

 Just as we set sail, it started to rain. No light rain 

either; it poured. I was soaking wet and afraid. The winds 

picked up and the boat was now moving rapidly down the 

lake. “What a poor choice I made!” I said, scolding myself. 

Twice I hid my face with my fleece cap. I was so nervous I 

didn’t have the courage to see myself  on the lake. Then 

almost in an instant, I braced myself  and shouted, “Let’s go 

back! Let’s go back now!” 

 

 The power of  my own voice surprised me. And for the 

first time, I saw doubt on Cris’s face. As the rain poured and 

the wind blew, I thought I saw something new on Cris’s face. 

In fact, I did see something new in Cris, who less than an 

hour ago was so staunch and absolute about going sailing.  I 

saw fear! The fear on Cris’s face matched the fear I was 

feeling in my heart.  
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 Cris floundered a bit as he stood up, and then he 

suddenly seemed to have grown limp. In a soft voice he 

murmured, “I…I…I do not know how to swim 

and…and…and I do not know how to get us back to 

shore.” 

 

 “But…but…Troy believes you know what to do, 

so…so no one will come to rescue us,” I stammered. “No 

one.” 

Rattigan-Rohr, Teaching Reading in the Village 

127 



Chapter IV ~ My Fight with Cris 

 

 “I cannot believe what I just heard,” I thought to 

myself. “I refuse to believe Cris cannot get us back to shore. 

Nah, that can’t be. He said he was the best Sea Scout in his 

troop, didn’t he?” 

 

 We sat in silence on the sailboat for what seemed like 

forever. Each of  us became more and more afraid, including 

our fake pilot, Cris. As the wind picked up and we began to 

drift quickly on the lake, I started to cry. Then I erupted. “You 

are a phony!” I screamed in Cris’s ear. 

 

 “Leave him alone,” said Sal. “He is only human. I am 

sure he regrets what he said.” 

 

 A tiny part of  me agreed with Sal, but I still felt like a 

baby out there on the lake. Even though I knew Cris was not 

totally to be blamed for our predicament, I could not help it. I 

was angry and I did not relent. I kept on, regardless. “You 

pretended that you knew what to do, I yelled. “You behaved 

like Joe Navy minus the ship,” I said sarcastically. Sal held up 

his hand to stop me, but I kept going. I felt as if  I were 

spiraling out of  control. 

 

Time 

to 

read 
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 I fumed over and over and finally screamed, 

“PHONY! P-H-O-N-Y!” I went on and on relentlessly. 

Cris just sat there staring at the water lapping eerily against 

the boat. Sal began to talk about what we might do to help 

ourselves. 

 

 Then in sheer panic I began screaming at Sal, “He is 

a phony pilot, captain, whatever. He has no regard for his 

life or ours.” 

 

 Before I could stop my rant, I felt the boat begin to 

drift again. In my confusion, I grabbed the mainsail and, as 

quick as a flash, the boat was on its side and we were in 

the water. 
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Chapter V ~ No One to Help Us 

 “I am going to die!” I screamed, swallowing a mouthful 

of  cold lake water. I swear to you that I dropped to the 

bottom of  the lake. My eyes smarted and my ears burned in 

the cold water. “Oh no,” I cried. “We are so far out here and it 

is getting dark.”  

 

 Cris started to cough and shiver as he clung to the side 

of  the sailboat. “Do you think they will find us before 

morning?” Cris shrieked. 

 

 From the corner of  my eye, I could see that Sal’s shirt 

was beginning to swirl up to his chest and over his head. He 

looked like a little purple turnip as he bobbed farther and 

farther along the overturned boat. “Let’s all scream for help at 

the same time,” said Sal, between short breaths, his teeth 

chattering so hard I thought they would break out of  his head 

and fall out in the cold lake water. 

 

 “Help!” we screamed at the top of  our voices. “Help!” 

we yelled again. 

 

 “Help, somebody!” cried Sal, in a strange-sounding, 

high-pitched voice. 

 

Time 

to 

read 
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 “Help!” we shrieked, over and over till our voices 

sounded hoarse and worn. My arms were becoming numb 

from grabbing so hard to the overturned boat.  

 “I’m going to use my scarf  to make a sling so we can get 

a firm grip onto the birch wood,” said Cris. 

 “That’s a gr…great idea,” shivered Sal. 

 The three of  us had grabbed the scarf  and started to 

pull ourselves up when the worn wood broke away and tore 

the scarf. “Oh, man! We are going to die,” I started in again. 

 “No, we won’t,” Sal said, trying to reassure  us through 

chattering teeth. Then he turned to me as if  a brilliant idea 

had just occurred to him. “Why don’t you try to swim back in 

the direction we came?” he asked. I could see the hopeful look 

on his face as he posed the question. When I did not respond, 

he began to blubber. In between shaky, shuddering sobs, he 

said, “Maybe someone will see you and we can get help.” 

 “Why don’t you swim back?” I responded with a snarky 

tone. 

 “My asthma,” he responded regretfully. “I wouldn’t 

make it very far.” 

 

Keep 

reading 
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Chapter VI ~ The Big Rescue 

 The battle to climb aboard the overturned sailboat 

became my focus. And I was able to ignore Sal’s request to 

swim back for help. I was subtle in my actions, so still no one 

realized I could not swim. There was no point in revealing that 

now. “It was that simple,” I told myself. 

 Soon I began to feel terrible about the way I had 

handled Cris. “You should tell him that you feel horrible for 

causing us all to be in the water,” I argued with myself. “No, 

no, be sensible. Say nothing. You can’t think about that now,” I 

whispered under my breath. “You will have ample time to be 

noble later, at a more suitable time, maybe after we are 

rescued.” 

 Just then a huge splash of  cold lake water was all over us. 

I did not think water was capable of  being so cold without 

freezing. The cold water felt like needles on my skin. I closed 

my eyes tightly and with Cris and Sal screamed as loud as we 

were able. Then we heard a sharp whistle, and with a quick 

hustle we were grabbed and pulled up the sides of  a large 

inflatable raft. I crumpled to the bottom of  the raft like a 

wrinkled rag doll. I shook the water from my hair and wiped 

my eyes with my wet rumpled sleeves.   

Time 

to 

read 
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 A little cry of  embarrassment escaped my mouth when 

I realized that we were being hustled into the inflatable by 

three little pimple-faced Girl Scouts. 

 

 “Girls,” mumbled Cris in total disbelief. “We are 

rescued by girls? This is unbearable.” The look on Sal’s face 

said it all. The girls’ actions were indeed commendable. Sal 

twitched his mouth in awe, exposing his deep left dimple. 

Girl Scout 

Troop 101 
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 I must admit it was pretty admirable the way the girls 

handled the inflatable. They were not only nimble; they were 

expert with the paddles as they rowed back to camp. The girls 

rowed rapidly between bursts of  outrageous giggles. The three 

of  us sat shivering to the gentle sway of  the raft. I could think 

of  no honorable way to explain to guys at the camp the pickle 

we were in. I knew instantly that the jokes were going to be 

intolerable. “What a mess!” I mouthed to Cris, not wanting 

the girls to hear. 

 

 He had a pained look on his face that was impossible to 

read. Here I was, worried that Cris and Sal would laugh at me 

when they realized I couldn’t swim, and now this. The entire 

camp might find out! The humiliation is going to be 

insufferable. I leaned forward and whispered in Sal’s ear, 

“How are we going to stifle the laughter when we get back to 

camp? What noble excuse can you come up with?” 

 

 “Me?” asked Sal, covering his face as if  my question was 

too unbelievable to consider. “No, no, no,” he said. “You and 

Cris will have to come up with a credible plan, and make it 

quick, too.” 
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Chapter VII ~ Back at the Camp 

 When we got back to the encampment, things really 

became insufferable. The Girl Scouts communicated the 

entire rescue mission to their overly energetic troop leader, 

Mary Stewart. Ms. Stewart wanted to hear all  the vivid, 

excruciatingly painful details of  the rescue. She was 

particularly riveted to the parts of  the story about our 

deafening high-pitched screams and panicked cries for help. 

  

 The girls recounted their stories with enthusiasm in 

between periods of  soft snickers, outrageous chuckles, and 

earsplitting laughter. I couldn’t remember feeling so 

embarrassed in my entire life. 

 

 To make matters worse, Ms. Stewart not only wanted to 

hear all the details of  the rescue, but she also kept 

commenting as the girls spoke. I thought I would go crazy if  

she said one more time, “Oh, those poor boys, bless their 

hearts, the poor little things.”  

 

 

 

Rattigan-Rohr, Teaching Reading in the Village 

135 



Rattigan-Rohr, Teaching Reading in the Village 

136 
136 

Keep 

reading 

 That’s when I heard an outpouring of  muffled 

laughter coming from behind the decaying shed. I instantly 

panicked. Just the thought of  how outrageously we were 

going to be teased for the rest of  our time at camp was so 

unnerving. From where I was standing, I could see that Cris 

heard the laughter, too. His lips began to quiver, and he 

seemed to have suddenly become incapable of  standing still.  

Till that moment, we had absolutely no idea that most of  

the boys in the camp were behind the dilapidated shed 

listening to the embarrassingly painful interchange between 

Ms. Stewart and the girls. 

 

 I guess the opportunity to hear firsthand of  our 

incompetent excursion on the lake was just too irresistible 

for them to pass up.  I needed to think of  some way out of  

this predicament quickly. If  not, the rest of  the time at 

Camp West was going to be unlivable. I kept thinking of  the 

inevitable confrontation with the other guys that was sure to 

come as soon as the girls and Ms. Stewart left the 

encampment.  

 



 Maybe we could turn it around and talk about the 

inappropriateness of  their eavesdropping on other peoples’ 

conversation, or maybe I could make this about Cris’s 

deplorable sailing skills. I could even take some of  the blame 

by explaining my presumption that Cris knew how to sail. 

Unfortunately, none of  those thoughts seemed plausible.  

They even seemed disrespectful and cowardly.  

 

 But what could I do? I hated feeling so trapped and 

helpless. It was as if  I were on that confounded lake all over 

again with absolutely nowhere to turn and no one to help. If  

only I had followed my initial feelings! If  I had stood up to 

Cris and refused to go sailing, I would not be in this awful 

mess now, would I? 
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Thanks to all who work with students who find 

reading daunting. I appreciate your feedback on this 

manual. If  you have questions or additional ideas 

you would like me to consider please send an email 

to Jean Rattigan-Rohr, PhD, at jrohr@elon.edu 

or reach me by telephone at 336-278-6259 at 

Elon University. 

mailto:jrohr@elon.edu
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