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Abstract
This capstone deliverable curriculum project was designed to provide training
PowerPoint presentations to educate volunteers in instructing K-5 children in reading
skills development. Tutors were trained to understand the remedial needs of the
struggling reader and were equipped with the tools to correct deficiencies related to
reading. The capstone project’s training and certification curriculum was designed to
meet the unique needs of the adult learner. The deliverable leverages a variety of
theoretical perspectives related to reading instruction in the development of its
curriculum. Behaviorism is highly applicable to the sequenced, code-based elements
peculiar to reading instruction in the elementary grades and the lessons and activities
introduced in the deliverable. The reading tutor training curriculum implemented both
didactic and experiential instruction methods. Classroom instruction included: (a)
Becoming a reading tutor; (b) Matching books to readers; (c) Guided reading; and (e)
Quality questioning. This capstone project does not involve research. Its only purpose is
to provide a vehicle by which reading tutors can develop the skills and knowledge
necessary to become effective in teaching the rudiments of the reading process to young
children. The ADDIE model of instructional design informed the development of the
capstone deliverable. The theory of evaluation selected to guide this process was the
Kirkpatrick four levels of evaluation model. The manual provided specific formative
processes to measure the effectiveness of training such as survey questionnaires, gap
analysis, and formative assessments. Pre-training and post-training surveys, a training
program evaluation sheet, and various formative assessments were administered to assess

the effectiveness of training and produced a number of relevant outcomes and findings
that will inform future training events. Pre-training and post-training surveys, a training
program evaluation sheet, and various formative assessments were administered to assess
the effectiveness of training and produced a number of relevant outcomes and findings
that will inform future training events. The specialized reading tutor training which
focuses on volunteers from a community provided by this capstone deliverable may be
the first of its kind.
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SECTION 1. BACKGROUND
Overview of Doctoral Capstone Project
Across the United States are pockets of low-income schools with limited
resources but unlimited needs, especially in regards to elementary reading and literacy.
Elementary students of the capstone community do not have access to trained afterschool reading tutors or Internet-based curriculum assistance programs. Programs like
these are rarely available and largely beyond the financial reach of the families that live
in urban communities. More perplexing is the fact that free reading tutor training
programs are not available for volunteers who are compelled to serve the students who
struggle with reading but are not sufficiently trained in tutor-related skills. The primary
goal of this capstone deliverable project is to remedy this situation.
The site of this capstone deliverable is a nonprofit literacy outreach program in an
urban community in Illinois. The site, its tutors, and its students are direct beneficiaries of
this capstone project. The site focuses on the literacy needs of students in kindergarten
through fifth grade from lower socioeconomic neighborhoods. The site provides an afterschool program which includes literacy intervention lessons from Fountas and Pinnell
(2011), and a six week summer literacy camp which relies on leveled Reader’s Theater
and literacy activities and games provided by the Lakeshore Learning Company. The
after-school program has just begun implementing an Internet-based reading intervention
program for students who are one or more grades below their expected reading level.
The mission of the deliverable site is to be a leading advocate for reading and
literacy in underserved populations. One of the primary goals of the program is to
assemble a team of volunteers who are capable of providing direct instructional support
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to students in the development of reading skills. Program goals are aligned with the After
School Education and Safety (U.S. Department of Education. 1998) and the Federal 21st
Century Learning Community Learning Center programs with a singular focus on
reading and writing skills at grades K-5 (U.S. Department of Education, Office of
Academic Improvement, 2012) .
The deliverable site’s resources afford it the capability to organize and maintain a
balanced reading program. The Fountas and Pinnell (2011) intervention program uses
authentic text in a balanced program approach to reading instruction. The literacy
activities, games, and writing workshops support the alphabetic principle and other
reading development fundamentals such as phonics, decoding, fluency, comprehension,
vocabulary, and writing. The major focus of the guided reading program includes the
fundamental areas of oral fluency, word study, vocabulary development, and
comprehension activities.
The deliverable site, the students it serves, and the tutors to be trained are the
primary benefactors of the capstone project. The volunteer reading tutor training and
certification program utilize the frameworks of Invernizzi, Prest, and Hoover (2009)
Johnston, Invernizzi, Juel and Lewis-Wagner (2009), and Strayhorn (2009) to provide
prospective tutors with the knowledge base necessary to guide students to become more
competent readers. The product being promulgated by this capstone project attempts to
meet the literacy needs of volunteer tutors and intends to train a cadre of reading tutors
capable of promoting and instructing the tenants of early reading.
The primary target audience for this project included staff members from an urban
community in Illinois, AMERICORPS volunteers, Retired Teachers Association of
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southern Illinois volunteers, the Church of Latter Day Saints volunteers, and the Catholic
Urban Program of Southern Illinois volunteers. A staff of approximately 16, ranging in
age from 17 to 60, with an educational range from a high school diploma to a bachelor’s
degree in education, is projected to manage the implementation of the reading program
and confirmed through observational data. The talented and caring staff of the urban
community program served as the core of the volunteer reading program and provided
direct tutoring services to enrolled children. The summer reading program training
session saw an influx of AMERICORPS volunteers, all having at least a high school
diploma and vetted for their maturity and communication skills. (D. Sonneman, personal
communication, April 15, 2015). All AMERICORPS volunteers were required to
participate in the tutor training and certification program as a prerequisite to being a staff
member of the deliverable site. (D. Sonneman, personal communication, May 15, 2015).
The intent of the volunteer reading tutor training and certification program is to
develop a productive cohort of capable tutors to conduct effective reading instruction in
an after-school and summer reading program. While training was provided for the
programs’ volunteer tutors in the past, the capstone deliverable curriculum significantly
improved the training for prospective tutors including the provision of necessary
information and practice to competently implement a balanced reading program under the
supervision of a literacy specialist. The capstone deliverable curriculum included
opportunities to expand their experience with tutoring in general and reading tutor
experience in particular.
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Alignment to the Specialization
The specialization area for this capstone deliverable is reading and literacy. There
are several criteria that require the deliverable to expand knowledge and inform the
practice within the reading and literacy specialization. Being an expert tutor is not enough
to guide a struggling student through a guided reading exercise. Reading tutors must be
provided opportunities to develop an understanding of reading instruction, observe and
reflect on the practice of other expert reading tutors, and engage in both didactic and
experiential activities that enhance an understanding of the reading process. This is
accomplished through the development of a reading tutor training and certification
program.
The first of these two specialization criteria involves the content of reading and
literacy. The product being promulgated by this capstone project introduces a variety of
teaching strategies focused on the early tenants of reading. The curriculum also affords
prospective reading tutors with the necessary skills and experience to effectively engage
struggling students with a wide range of methods and curriculum materials that support
reading and literacy instruction.
The second of the two criteria that will expand knowledge and inform the practice
of reading and literacy instruction comes by providing collaborative professional
development opportunities among fellow adult tutors promoting reading and literacy.
Collaboration among such a variety of community-based stakeholders, ranging in
education from the high-school graduate to those with teaching degrees, provided an
opportunity to develop a program that was uniquely differentiated and scaffolded to meet
the instructional needs of all prospective reading tutors. This type of collaboration
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encouraged exploration, experiencing multiple points of view and unique problem
solving that informed both the tutor and trainer.
While the primary target of this deliverable was training volunteer tutors, other
organizations participated in initial field-testing and sent their members for reading tutor
training, thereby increasing the scope of this deliverable beyond the site. Other
community organizations often volunteer and assist with leveling books and assist in the
rehearsals of various Reader’s Theater stage productions. Two long-term goals of the
reading tutor training and certification program is for the curriculum to receive
accreditation from the National Tutoring Association (NTA) and offer reading tutor
curriculum training and certification webinars to prospective applicants across the
country. (L. Lupekas, personal communication, 15 July, 2016).
Problem Statement and Purpose of the Deliverable
The deliverable site is fully equipped with a literacy specialist, high quality
reading materials and interventions strategies to meet the demands of the two
specialization criteria of this capstone project. However, there are an insufficient number
of trained reading tutors capable of providing supplemental reading instruction and
targeted reading intervention to students in grades kindergarten through fifth grade at
three inner-city housing projects of the urban community capstone site. In addition,
training prior to the creation of the capstone deliverable was less comprehensive and
strategic. The goal of the capstone project was to design a professional product that
adequately instructed prospective reading tutors on the primary and supplemental didactic
and experiential of literacy instruction. The capstone deliverable was designed to provide
tutors adequate training to meet the literacy needs of students in an after-school
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classroom environment. The updated curriculum elements of the capstone deliverable
included the alphabetic principle, phonemic awareness, phonological awareness, phonics,
syntax, semantics, oral fluency, word study, vocabulary development, and
comprehension. These elements comprised a balanced reading program and represented
the core element of the reading tutor training and certification curriculum.
Evidence Used to Establish Rationale for Deliverable
Prospective tutors participating in the volunteer reading tutor training and
certification program are residents of the same impoverished community in Illinois as the
students they serve. With few exceptions, observational data confirm that they are
graduates of the same school system that is failing the students currently in its elementary
schools. However, the prospective tutors are uncommonly talented, caring, and motivated
to serve. Prospective reading tutors comprise a staff of approximately 16 adults, ranging
in age from 17 to 60, with an educational range from a high school education to a
bachelor’s degree. Only one staff member participated in a collegiate pre-service teacher
education training program, and one member holds a teacher’s license. There is
approximately a 5% turnover of the staff annually and with new hires and an influx of
AMERICOPS volunteers each summer, the deliverable site must certify between five to
10 reading tutors annually. (D. Sonneman, personal communications, 15 May, 2015).
Because so many of the school district’s certified teachers are engaged in the 21st
Century Community Learning Center’s after-school program, and because the 21st
Century program limits the number of participants it can accept into the after-school
program (M. Weideman, personal communication, September 21, 2016), there remains
an insufficient number of certified teachers or trained reading tutors to provide
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supplemental reading instruction and targeted reading intervention to children not
selected to attend the 21st Century program (Illinois State Board of Education, n.d.).
These children are in danger of being left behind academically (Illinois State Board of
Education, 2016). Consequently, after-school programs such as the deliverable site and
other community-based secular and non-secular after-school programs rely on the
provision of freely sponsored activity centers, material support, private donations, and the
volunteer efforts of the talented men and women who have escaped the generational
illiteracy so common in this community. Prospective tutors selected for training at the site
are uncommonly talented, but they are also commonly without computers or Internet
service. Observational data confirmed that the tutors cannot take advantage of free
Internet-based websites that offer tutor training. The deliverable site, therefore, identified
capable prospective tutors from within the community and provided reading tutor training
at no cost (A. Alexander, personal communication, June 15, 2015).
Historical Background of the Problem
Chronic reading difficulties among emergent and early readers in the lower
socioeconomic neighborhoods of this urban community are characteristic of a student’s
beginning academic experience. The local school district’s low elementary school
rankings over the past 25 years indicate the schools are failing their students in reading
and mathematics (Illinois State Board of Education, 2016). The results of the Illinois
Standards Achievement Test (ISAT) for third graders revealed that the district’s third
grade student population rarely achieves above the 50th percentile in reading dating back
to 2003 (Illinois Department of Education, 2016). The 2012-2013 school years were the
worst year for achievement since 1993 (Dwyer, 2014).
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For the elementary students of this urban community, poor fourth grade reading
skills, and their frequently unsuccessful transition from the narrative (story) reading to
expository (content-area) reading could not come at a more inopportune time. Children
who arrive at this stage in their school experience are ill-equipped to read the textual
information prevalent in math, social studies, history, and English Language Arts
(Goodwin 2011). For many of these students learning the all-important rudiments of the
alphabet, decoding strategies, phonics, guided reading, vocabulary development, and
comprehension in the early grade is often the first and last opportunity they will have to
develop these all-important skills.
Numerous government-sponsored literacy programs promoting tutor education
and community-based involvement have evolved to stem declining reading scores among
the nation’s elementary school children. Studies (Gibson, 2013; Johnston, Invernizzi,
Juel, & Lewis-Wagner, 2009) provide a historical perspective on the emergence of
scientifically-based tutoring programs focused exclusively on the promotion of reading
instruction. The Reading Excellence Act of 1998 (U.S. Department of Education, 1998)
awarded state grants to improve reading instruction in high-poverty elementary schools.
In 1997 the America Reads Challenge (U.S. Department of Education, 1998) was
instrumental in creating America’s Reading Corps in a concerted effort to have all
students reading independently by the end of the third grade. A Presidential bi-partisan
effort began to recruit and place as many as one million volunteer reading tutors in
elementary schools across the country (U.S. Department of Education, 1998). A few
America Reads Corps programs still exist, the most active program being in the state of
Minnesota (Minnesota Reading Core, 2017). Book Buddies was born from the America
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Reads Challenge of 1997 (Gibson, 2013; Johnston et al. 2009) and informs the capstone
reading tutor training and certification program regarding the framework and activities
presented to the tutors.
Organizational Context
The 21st Century Community Learning Centers, a federally funded but locally
administered after-school program (Illinois Department of Education, n.d.), are colocated in the district’s elementary schools and help students meet state and local student
standards in core academic subjects, such as reading and math. The tutoring services
offered in this federally funded program involve certified teachers who are also
employees of the local school district. (M. Weideman, personal communication,
September 21, 2016). The 21ST Century Community Learning Center program reimburses
its teaching tutors on a monetary scale that far exceeds what other non-state sponsored
programs such as the deliverable site can provide. This cadre of certified public school
teachers serve as tutors for the 21st Century Community Learning Centers after-school
program and represent a workforce similar to what you might find in other after-school
programs in more upscale, middle-class communities (Illinois Department of Education,
n.d.). However, their paid involvement as tutors in the 21st Center Community Center
program precludes them from being available to provide tutoring services to the
remaining students who would otherwise qualify for this program. (M. Weideman,
personal communication, September 21, 2016.
A vast majority of students from this impoverished community are members of a
truly poor and disadvantaged demographic, and require reading intervention services.
They are, however, prevented from participating in this program due to the 21st Center
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Community Center program’s budget limitations (M. Weideman, personal
communication, September 21, 2016). Only 30% of the school district’s qualifying
elementary students is selected to receive tutoring services as part of the 21st Century
Community Learning Centers after- school program. (M. Weideman, personal
communication, September 21, 2016). The remaining 70% of the school district’s
qualifying elementary students do not receive any supplemental instruction despite the
district’s notoriously poor performance in elementary reading skills (M. Weideman,
personal communication, September 21, 2016). This is due not only to the budgetary
limitations of the 21st Century program but also a lack of trained and certified reading
tutors. (M. Weideman, personal communication, September 21, 2016).
To effectively address the need of a lack of trained tutors, an effective solution
must implement a strategy that is easily adapted to an after- school environment and
effective at improving the reading skills of elementary school children. Effective
utilization of the hours between the time schools close and parents return home and the
provision of targeted tutoring at an affordable cost are critically necessary. In both
instances, caring and passionate volunteer reading tutors can provide these inner-city
youth with the best opportunity to receive tutoring services, something they would not
normally be able to afford. Trained reading tutors make it possible for the deliverable site
to provide supplemental reading instruction and targeted intervention to over 200
students on a daily basis in grades kindergarten through fifth grade at three inner-city
housing projects of this urban Illinois community (D. Sonneman, personal
communication, October 15, 2015).
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Each of the housing projects served by the volunteer site has an activity center
where homework help, games, activities, and field trips have for 30 years been the basis
of the services provided to participating students. This type of targeted assistance, while
well-intentioned and effective at promoting socialization skills and limited academic
enrichment, has not been at all effective in stemming the chronically low reading ability
among the community’s elementary school children (Illinois Department of Education,
2016). While well-intentioned, 30 years of support has not resulted in an increase in
student achievement (Dwyer, 2014)
The focus of tutor training is on reading remediation and not homework help.
Reading tutor volunteers can never replace the certified teacher or the reading specialist,
but they can provide a valued service if properly trained and supervised. Simply reading
to children alone is unlikely to positively impact their struggles with reading. Tutors,
therefore, need to understand the remedial needs of the struggling reader and be equipped
with the tools to correct deficiencies related to reading. The volunteer reading tutor
training and certification program provides these tools using research from experts in the
field of literacy to train the tutors, plan the program, and supervise the tutors’ work.
Some programs have made effective use of trained and properly supervised
reading tutors to provide reading instruction. Gibson (2013) and Johnston et al. (2009)
contend that using trained professionals in early literacy instruction and intervention is
preferable to using trained volunteers. However, the availability of teachers to perform
one-on-one or small group tutoring is financially untenable in this impoverished urban
community and many other urban communities like it.
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Darrell Morris from the Howard Street Tutoring program in Chicago, IL has used
trained volunteers to deliver a balanced instructional reading curriculum including a
variety of reading comprehension activities (Harvard Graduate School of Education,
1988). Morris, Shaw, and Perney’s (1990) statistical analysis of the Howard Street
tutoring program reported significant gains for tutored students compared with the
control group. Gibson (2013) and Morris et al. (1990) confirm the findings that
nonprofessional reading tutors can deliver effective reading instruction under the
guidance of certified teachers. The practice of this deliverable site and the purpose of the
capstone deliverable are very similar to the practice of using paraprofessional teacher’s
aides in support of reading specialists in Response to Intervention (RTI) classrooms.
Theoretical Framework
Theory Guiding Tutor Training
The talented and caring staff of this deliverable site served as the primary target of
the capstone deliverable’s volunteer reading tutor training and certification program.
Each staff member was considered an adult and intrinsically motivated to help the
disadvantaged children of this economically depressed area. They have committed
themselves to a process of self-improvement by learning a new skill set and becoming
reading leaders. Knowles, Holton, and Swanson (2011) and Pappas (2013) attributed this
desire to learn as adults as emanating from a desire for societal change, to satisfying a
personal interest, or to become engaged in the process of self-fulfillment. All of these
factors comprise the core principles of andragogy and the adult learning theory (Knowles
et al. 2011 Pappas, 2013). These principles impacted all aspects of the training
curriculum.
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The capstone project’s training and certification curriculum endeavored to meet
the unique needs of the adult learner. Researchers (Knowles et al. 2011; Pappas, 2013)
posited that andragogy “works best when it adapts to fit the individual, social, and
community needs of the learner” (Knowles et al. 2011, p.3). Didactic and collaborative
training among adult learners will naturally take on characteristics of the andragogy,
especially for those adult learners who need to establish an understanding of the concept
of learning to read and how it applies to tutoring.
While adult learners have unique interests, authoritative teaching, examinations,
and rigid pedagogy have no place in adult education (Knowles et al, 2011; Pappas, 2013).
The reading tutor training and certification curriculum did expect to provide instruction
with a baseline line of information necessary to become a successful reading tutor.
Lindeman’s (1926) suggested that adult learners are “motivated to learn as they
experience needs and interests that learning will satisfy, their orientation to learning is
life centered, and experience is the richest source for adult’s learning” (p. 38). The adult
learners in this site were motivated to learn effective instructional practices and can be
relied upon to provide effective reading tutor services to the children (D. Sonneman,
personal communication, October 20, 2015).
It is reasonable to expect that attendees to the volunteer reading tutor training and
certification program will begin their experience with a different set of expectations and
understandings related to reading than the collegiate pre-service education undergraduate.
Attendees to the training program who are older in age will present greater differences
regarding their academic backgrounds, learning styles, motivation, and interests.

13

Therefore a greater emphasis on individualization of teaching methods and overall
differentiation was accommodated for all participants in this program.
Training programs involving adults must adapt to the unique characteristics of the
adult learner and the predilections and habits commonly found within this demographic.
Knowles et al. (2011) and Pappas (2013) stipulated that an adult’s experience can create
negative effects as with mental rigidity, mental habits, and biases making the adult
learner more close-minded to new perspectives related to reading. However, it remains
essential to tap into the experience of the adult learner using techniques such as group
discussions, simulation exercises, problem-solving activities, case methods, and
laboratory methods instead of transmittal techniques with a greater emphasis on peerhelping techniques.
Andragogy in practice must take into account the individual and situational
differences of the adult learner (Pappas, 2013). The tutor training and certification
curriculum developed through this capstone project made a concerted effort to provide
each tutor with a perspective on why it was important for them to understand the
instructional needs of the student before they began to learn the pedagogy of reading
instruction. The program introduced a wide variety of instructional experiences and
challenges for each tutor so that each may find their voice when performing tutor tasks.
No two tutors will engage a student in the same manner. No two tutors will be motivated
by the same intrinsic values for tutoring children. Each tutor has a personal calling in
their practice and the subtext of the training was to make it a life-centered practice of
developing increasing skill and reaching their full potential as tutors (Pappas, 2013).
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Theories Guiding the Content of Tutor Training
Theories by definition are explanations grounded in a belief system supported by
extensive research and held by large groups of people (Tracey and Morrow, 2012). It
follows therefore that a theory of reading is a narrative explanation of how one develops
the ability to read. Cervetti (2017) and Tierney (1994) proposed that a single theory could
not comprehensively explain all phenomena that comprise the ability to read (e.g.,
reading process, reading development, reading disability, and reading instruction).
Tierney (1994) offered guidance that “the search for a single model of reading has been
supplanted by recognition of the worth of multiple models of different reading and
writing experiences” (p. 1163). A variety of theoretical perspectives related to reading
instruction were leveraged during the development of this capstone curriculum guide.
Behaviorism. Behaviorism has been a predominant educational and
psychological theoretical perspective affecting educational instruction for over 50 years.
Behaviorism is universally regarded as the subskills approach to reading. Richards (2009)
observed that behaviorism changed the understanding of reading from an activity of
“perceptual processing” to “reading as a behavior composed of isolated skills, each of
which could be reinforced to increased student achievement” (p 41). Behaviorism
furthered the development of effective reading instruction by deconstructing reading into
separate but related sequentially-learned and practiced components of auditory
discrimination, left-to-right progression during reading, vocabulary, and comprehension
(Heibert and Raphael, 1996; Tracey & Morrow, 2012).
Behaviorism is highly applicable to the sequenced, code-based elements peculiar
to reading instruction in the elementary grades and the lessons and activities introduced
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in the deliverable. Phonemic awareness skills, phonics, vocabulary, and comprehension
are presented to prospective tutors and later taught to the students as a moderately-paced,
teacher-directed sequence of reading skills. These sequences were included in the
workbooks, guided reading texts, literacy activity games, Internet-based reading
intervention programs, and Reader’s Theater rehearsals that form the core of the afterschool reading and literacy program.
Direct Instruction (DI). Behaviorism provided the theoretical basis for direct
instruction (DI). The term DI is a form of behaviorism that focuses on the development of
a sequence of expected behaviors and if followed, will produce an active learning
environment (Carnine, Silbert, Kame’enui, & Tarver, 2009; Mason, 2015). Engelmann
(1968) developed this approach beginning in the 1960’s by determining how often a child
must be exposed to a motto or advertising theme before it was learned and how
reinforcement of associated behaviors would enhance this process. Engelmann (1968)
researched the efficacy of DI instructional techniques to understand how children of
different backgrounds and varying skill levels learned in terms of rate and effectiveness.
Engelmann (1968) concluded that students from impoverished neighborhoods had a
deficit in language skills. This lack of language skills made learning higher-order reading
skills difficult.
DI research was designed to develop valid and reliable methods to instruct
children efficiently and effectively. It also helped determine how instruction differed for
children of different socioeconomic backgrounds and skills (Englemann & Carnine,
1982). DI is characterized by explicit, systematic instruction using scripted lesson plans.
DI programs measure student progress by how rapidly students achieve mastery (Mason,
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2015). DI methodology involves correcting mistakes immediately to prevent students
from learning bad habits, skill grouping, frequent assessment, and teaching to mastery
(Mason, 2015).
Prospective reading tutors were advised that students did not learn at the same
rate; therefore it was important to place students into flexible ability groups whenever
possible. Ability grouping also applies to students who require additional focused
instruction. The curriculum provided modeled instruction showing how DI lessons
concluded with repeated practice and review. Prospective tutors were encouraged to use
the steps outlined in the capstone project training manual and provide clear, concise
language, model the skills and steps needed, and give guided practice.
Explicit Instruction (EI). Explicit Instruction (EI) is a concept originated from
the behaviorist theory which viewed reading behavior as a process composed of isolated
skills. Rosenshine and Stevens (1986) identified a range of instructional behaviors that
enabled and enhanced vocabulary instruction. There was broad agreement on the
characteristics of effective vocabulary instruction expressed by experts in the field
(National Reading Panel, 2000; Stahl & Fairbanks, 1986). EI implements a series of
teacher-directed scaffolds whereby students are afforded assistance through the learning
process. Instructional assistance takes the form of demonstrations, supported practice,
and feedback that supports mastery (Archer & Hughes, 2011).
EI is particularly useful in various elements of reading instruction in the early
grades. Archer and Hughes (2011) provide a comprehensive explanation of explicit
vocabulary instruction. Heggerty (2004) offered an indispensable explicit instruction
workbook that guides the teaching of phonemic awareness during the first three years of
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elementary school. Albert-Devine (2009) researched the effect of explicit instruction on
fluency and comprehension and have determined the use of various explicit strategies of
reading instruction including repeated readings, computer modeling of fluent reading,
error correction, performance feedback, instruction using high-frequency word drills and
phrase reading can have dramatic effects on reading skill development.
Explicit instruction works well with children form lower socioeconomic
neighborhoods (Cole, 2008). Explicit instruction as a teaching strategy is modeled for
prospective reading tutors and heavily influences the methods tutors are encouraged to
utilize when conducting fluency drills, vocabulary instruction, guided reading lessons, or
simply enjoying the literacy activity games that reinforce the basic tenants of learning to
read. Explicit instruction is modeled explicitly as a core element of the curriculum.
Information/Cognitive Processing. There are a number of informationprocessing models which attempt to describe the cognitive processes by which thinking
in general and reading in particular occur. Arai, Nakamura, and Mazuka (2015) suggested
that:
common to all information processing models is a learning theory that involves
the processing, storage, and retrieval of knowledge from the mind. Information
processing was theorized to move through variable stages and storage systems as
it is processed, reflected upon, learned, saved, and retrieved. (p. 487).
Resurgence in the interest in information/cognitive processing came from experimental
psychologists who leveraged the government’s willingness to fund research
investigations in this area (Tracey & Morrow, 2012). Beginning in the 1960’s, the shift in
interest from observable behaviors, reinforcement, and principles of conditioning to
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unobservable mental processes such as reading began with work focused on describing
the underlying cognitive processes involved in learning to read (Heibert & Raphael,
1996; Tracey & Morrow, 2012). The idea of schema, or patterns of thought that organize
our thoughts into categories of information, helps describe how we create meaning from
repeated exposures to print (orthography), vocabulary (sight words, word families),
phonology (the sound system of reading), and context (An, 2013; Invernizzi, Prest, &
Hoover (Producer), 2009).
A survey of the theoretical principles and methods that inform reading instruction
were important elements in the creation of the deliverable for the volunteer reading tutor
training and certification program. The alphabetic principle, sight words, word families,
phonology, meaning, and context were all part of the reading lessons provided in the
internet-based reading intervention, literacy activities, games, and guided reading
programs. Prospective reading tutors were taught to understand how these rudimentary
principles apply to development of reading skills and how various methods are used to
teach these skills.
Other Scholarly Literature
Establishing an after-school reading tutoring program for elementary school
children from lower socioeconomic neighborhoods is complicated. Such an endeavor
involved matters such as aligning the tutoring program to the school’s reading
curriculum, accessing school assessment data which identifies those children who are
struggling with reading as well as those students involved with the school’s RTI program,
and gathering high-quality lesson plans and materials to support implementation of the
program. Reading program developers often suggest that increasing student reading

19

achievement is best accomplished by increasing the amount of authentic contextual
reading and increasing the amount of reading instruction (Husband, 2012; Johnston et al.
2009). The provision of additional reading time often falls to reading tutors in an afterschool environment.
Well-trained and effectively supervised reading tutors are critical to the success
of a tutoring program. There are training manuals and Internet-based mini-courses that
help a prospective reading tutor learn to teach reading. Such programs propose that all
reading tutors should have a basic understanding of the reading process and themselves
be good readers. Johnston et al. (2009) and Roderick, (2013) characterize reading tutor
training as an on-going process but stipulate that tutors should have a working
understanding of the alphabetic principle, phonemic awareness, phonics, word study, and
the various strategies for targeted guided reading and comprehension.
Literacy planners often select a specific and successful research-based reading
curriculum for use with their population of students. It is important to ensure that the
curriculum is suitable for use by the available tutors, based upon their level of skill and
experience, and the amount of time available for training (Richards & Lassonde, 2008;
Roderick, 2013). Tutors are routinely asked to implement daily tutoring lesson plans that
include a variety of strategies and activities that promote all aspects of early reading.
Tutoring program coordinators will need reading tutors skilled at small-group reading
instruction and other literacy activities supporting differentiated groups of readers.
Roderick (2013) and Strayhorn (2009) proposed that reading tutor training focus on
instructional skills that empower the tutor to organize and conduct lessons on oral
fluency, word study, vocabulary development, and comprehension. In support of oral
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fluency, tutors were taught to lead choral reading, stop-and-go reading, lead reading,
whisper reading, partner reading, and echo reading. In support of word study, tutors were
asked to lead card sorts, spelling sorts, word ladders, cut up sentences, dictated sentences,
memory drills and speed drills. In support of vocabulary development, tutors were asked
to lead word wizard, vocabulary maps, picture this, vocabulary preview, and
summarization with vocabulary. In support of comprehension activities, tutors were
asked to lead predicting, making connections, previewing text structure, imaging picture
walk, building background knowledge, summarizing, questioning, and using graphic
organizers (Morris, 2015; Strayhorn, 2009)
Reading tutor training provided a survey of the pedagogical aspects of reading
instruction. Tutors must grasp the fundamental nature of learning to read. The important
aspect of this training was to answer “why” they are implementing a particular strategy or
activity. Learning to implement the mechanics of lesson plans, answer questions, select
alternate methods of instruction, and engaging students with fun approaches to word
study, guided reading, and comprehension activities constituted the foundation of reading
tutor training.
Ethical Considerations
The purpose of the capstone project was to design a professional product that
provided reading tutors the means to offer effective literacy instruction. This capstone
project did not involve research; however, a comparative analysis of the criteria for
eligibility for exemption proposed by the Office of Human Research Protections (OHRP)
with the instructional processes detailed by the capstone project was instructive in
determining whether the capstone project was eligible for exemption. An analysis of the
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exemption criteria indicated the activities of the capstone project would qualify for
exemption under 45 CFR 46 101 (b) (2) or (b) (3) (U.S. Department of Health and
Human Services (2016).
The purpose of this capstone project was to address the need to develop a trained
cadre of reading tutors through a curriculum plan focused on broadening their ability to
provide supplemental reading instruction and targeted reading intervention to students in
grades kindergarten through fifth grade at three inner-city housing projects within an
urban Illinois community. The target audiences for this project included deliverable site
staff members employed as tutors, AMERICORPS volunteers, the Retired Teachers
Association of Southern Illinois, The Church of Latter Day Saints, and the local school
district. Request for site permission to conduct training, support materials in the form of
classrooms, audiovisual support, payroll accommodations for staff, and scheduling was
arranged via a memorandum of understanding from the deliverable site director.
The capstone project provided didactic and experiential training to prospective
reading tutors. The capstone project involved a nonprofit literacy outreach organization
providing literacy instruction to children from low-income neighborhoods. All
participants were volunteers, and there was no specific financial interest to be considered,
therefore, there is not a conflict of interest (Aiken, 2016).
The developer and the instructor for the reading tutor program are one in the same
person. There was no monetary reimbursement, gift, or recognition to be garnered from
this effort. There was no external benefit or reward that may have affected the validity,
reliability, or pedagogical integrity of the training program. There was no grant
subsidizing the effort. There was a potential to gain academic status or recognition, but
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this was a consequence incidental to the quality and efficacy of the professional product.
Requests for endorsements and testimonials of the programs and educational materials
were not offered nor will they be entertained. Selection of the materials, books and
various reading programs were made without the influence of external agencies or
commercial entities. Employing a peer review of the program by local university reading
program specialists and an independent program review by the NTA will minimize
potential conflicts of interests (Office of Research Integrity, U.S. Department of Health
and Human Services, 2012).
This capstone project did not involve research. Its only purpose was to provide a
vehicle by which reading tutors could develop the skills and knowledge necessary to
become effective in teaching the rudiments of the reading process to young children. This
was the intent of the capstone project and the results were not in competition with other
similar initiatives. Therefore, it was implausible that bias in this instance affected the
methodology, sampling, sources, and design of this project. The NTA was invited to
review the project for potential sources of bias such as a bias for a particular model of
literacy rather than what is most efficacious for use in low-income neighborhoods (L.
Lupekas, personal communication, August 23, 2015).
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SECTION 2. PROCESS
Across the United States are pockets of low-income schools with limited
resources but unlimited needs, especially in regards to elementary reading and literacy.
Many of the elementary students living within low-income urban communities do not
have access to trained after-school reading tutors or internet-based curriculum assistance
programs (Riggs, Musewe, & Harvey, 2014). After-school programs of this nature are
rarely available and largely beyond the financial reach of the families who live in many
urban communities. More perplexing is the fact that free reading tutor training programs
are not available to volunteers who are compelled to serve the students who struggle
(Riggs et al. 2014).
The capstone project was designed to provide a vehicle for reading and literacy
tutor training within a low-income setting. One of the primary goals of the program was
to train a team of volunteers capable of providing direct instructional support to students
in kindergarten through fifth grade in the development of reading skills. The curriculum
product promulgated by this capstone project served as the instructional basis for the
development of teaching skills of volunteer tutors while ultimately serving as a vehicle
for producing a cadre of trained reading tutors the skills to promote the tenets of early
reading (Riggs et al. 2014). The effectiveness of volunteer tutors and mentors on student
achievement was confirmed in the early tutoring projects such as the Howard Street
program (Harvard Graduate School of Education, 1988) and later confirmed by Roderick
(2013).
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Project Design/Method
The purpose of the instructional design model for this capstone deliverable was to
provide structure for the creation of learning experiences that were compelling and
engaging. A curriculum design model helped to organize what and how information was
taught based on the needs of the adult volunteer tutors. The curriculum development
process also considered the characteristics and needs of the learners, and what changes
were intended for the learners. Important and relevant information was identified and the
methods to accomplish the required outcomes were thoughtfully selected. A project
design method was selected to answer the question, “what works?”
Instructional Design Model: Analyze, Design, Develop, Implement, and Evaluate
(ADDIE)
Selecting an instructional design model was a critical step in the capstone design
process. Instructional design models were evaluated based upon their scope and their
usefulness for reading tutor training program development. A number of instructional
design models were evaluated on the basis of their simplicity and proposed strategies for
curriculum development and evaluation. Six dimensions were used to evaluate each
design model: (a) type of orientation and learning environments; (b) type of knowledge;
(c) required expertise (novice, intermediate, expert designer); (d) theoretical origins; (e)
institutional context (primary, secondary, higher education, business training); and (f)
levels (unit, lesson, module, course, curriculum) (Branch, 2009; Edmonds, Branch, &
Mukherjee, 1994; Lund, 2015). After considering characteristics of several design
models, the common characteristics that best supported this capstone project were those
of the ADDIE model.
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In addition to meeting the model criteria, there were other benefits of the ADDIE
model. The ADDIE model purported to support learner achievement, the evaluation of
learner’s needs, the development of training materials and most importantly the
assessment of the effectiveness of training. The ADDIE model was selected because it
provided a full range of processes to improve upon a series of four PowerPoint reading
tutor training modules and expand the initiative to become a full-fledged reading tutor
training program. The ADDIE model also seemed a useful means for developing a
sustainable reading tutor training program with all the necessary materials and support
services such an endeavor required (Lund, 2015).
The ADDIE model is a process of instructional design that guides the production
of learning events. Each phase of the ADDIE model contains a set of common processes
that focus on performing tasks, explaining knowledge, and solving problems (Branch,
2009). Because of the specific steps in the ADDIE model, the capstone program
development took shape as characteristics of the target audience, the instructional goals
of the training program, and the needed resources were considered. The training program
was transformed beyond the original four PowerPoint training modules into a series of
effective learning events and a sustainable program supporting volunteer reading tutor
skill development.
Four PowerPoint training modules were in use before the beginning of the
capstone project. The original training modules of Becoming a Reading Tutor, Matching
Books to Readers, Guided Reading, and Quality Questioning were accredited in 2015 by
the NTA for the certification of reading tutors (L. Lupekas, personal communication,
October 15, 2015). The modules, comprised mostly of PowerPoint slides and a few
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related activities, were used for initial field-testing and certifying reading tutors at the
deliverable site. The application of the ADDIE model, the processes it prescribed, and its
potential impact improved the training program, changed all learning modules, and
created truly effective learning events.
Each phase of the ADDIE model includes a set of standard processes that focus
on performing tasks, explaining knowledge, and solving problems (Branch, 2009). A
total of 21 distinct procedures make up the ADDIE instructional design model, some of
which were used to develop and expand key aspects of the capstone curriculum. Use of
the ADDIE model made the overall program more robust with the introduction of a
comprehensive program designed to measure and analyze a performance gap, determine
the instructional goals of the program, revise pre-training and post-training survey
questionnaires for each module to measure learning, and identify the content, technology,
and human resources needed to make the program a viable option for reading tutor
training.
The first phase of the ADDIE model, analyze, involved the identification of a
training need and assessment of the current level of skills possessed by the target
audience (Branch, 2009). The application of the analyze phase required a review of the
four training modules and reflection on the instructional goals and learning objectives of
each training module. The analyze phase also required a review of the training processes
and the creation of new didactic learning experiences to better meet the intended
outcomes of the curriculum. The first phase of the ADDIE model inspired the
development of an assessment tool used to determine the current level of skills possessed
by prospective trainees and their attitude toward becoming a reading tutor.
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The second phase of the ADDIE model, design, identified performance outcomes
and aligned testing methods to outcomes (Branch, 2009). This alignment process ensured
that the performance gap was accurately identified and instruction was designed to close
a gap resulting from a lack of knowledge or skills. Work in the design phase produced the
performance objectives for each training module. A task inventory was created by
restating the purpose statement, reaffirming the instructional goals of each module,
identifying the primary performance tasks, and specifying the prerequisite knowledge and
skills (Branch, 2009, p. 61-70). An in-depth review of each module produced a
comprehensive list of tutor-trainee performance objectives around which didactic
training, lesson activities, performance outcomes, and formative assessment were
designed.
The third phase of the ADDIE model, develop, required consideration be given to
adapting the training process to meet the needs of the adult learner. The instructional
strategies and assessments of this curriculum were organized around the principles of
adult learning theory (Knowles et al. 2011; Pappas, 2013). The essential product from
this phase was an adaptation of the instructional events consistent with the principles of
adult learning (Branch, 2009, p. 88) and several changes to the four training modules. An
emphasis on individualization of teaching methods and overall differentiation was
provided to participants in this program. To meet this goal, opportunities for a variety of
collaborative exercises were included to meet the collaboration needs of the adult learner
with an emphasis on peer-helping techniques instead of teacher-directed instruction.
Formative revisions of the program were constructed during this phase, including the
development of the “Training Program Evaluation Sheet.”
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The fourth phase of the ADDIE model, implement, detailed specific instructions
regarding the presentation of the four updated instructional modules of the curriculum.
The implement phase included the introduction of the PowerPoint slides contained in
each of the four modules, aspects of PowerPoint slide animation as a key feature of the
classroom presentation, and the contents of the note pages. The considerations in this
phase produced a revision of the format and content of the PowerPoint slides to meet the
instructional needs of the adult learner for interest, novelty, and engagement.
Considerations of this phase also produced the introduction of the note pages section of
each module. A note page was provided with each slide. Note pages contained key
supplemental information to be used as a teaching aid by the instructor. For instance, if a
PowerPoint slide called for an activity or assignment, instructions and materials for that
activity were identified in that slide’s note page.
The fifth and final phase of the ADDIE model, evaluate, provided means to assess
the quality of the instructional products (Branch, 2009). The formative assessments
represented evaluations of the learning process and provided data to determine if learning
occurred and the performance objectives met. The primary measures of the effectiveness
of training included survey questionnaires, gap analysis, and formative assessments of
each module’s performance objectives. A description of each formative assessment
follows.
Survey questionnaires. Each module of the capstone project contained
instructional goals and performance objectives. Survey questionnaires assessed the
trainee’s preexisting knowledge of each module’s primary instructional goals and its
performance objectives. A survey questionnaire for each module, administered before
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instruction, served the purpose of determining the existence of background knowledge
about each module. The survey questionnaires, administered after instruction, and their
respective gap analysis were also useful in confirming the effectiveness of training.
Gap analysis. The gap analysis was comprised of the primary instructional goals
of each module. A gap analysis compared the student’s actual knowledge of each
module’s primary instructional goals with a measure of the desired knowledge
established for each instructional goal. Information regarding the gap in understanding
helped guide the content of the presentation.
Formative assessments. The formative assessments represented evaluations of
the learning process and provided data to determine if learning occurred and if the
performance goals were met. Each module contained primary instructional goals and
performance objectives that were used to measure the effectiveness of training. The
formative assessments included in the curriculum offered assessment options for the
instructor during the learning process to modify teaching or an activity. Examples of
formative assessments follow.
Quick write. Quick writes were used as brief writing opportunities that lasted 310 minutes and integrated writing and critical thinking into the lesson. Quick writes were
used at the beginning and end of a lesson. It was unnecessary to collect quick writes for
grading. Quick writes were used for promoting personal connections as training was
about to begin, quick assessments of student knowledge and understanding, promoting
reflections, and encouraging critical thinking.
Graphic organizers. Graphic organizers were important tools for organizing
content to facilitate trainee comprehension of new material. Since graphic organizers
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presented instructional content in a variety of visual ways, they were effective teaching
tools and helped trainees internalize what they were learning. The quality of a completed
graphic organizer was a good reflection of learning.
Cloze writing. Cloze writing was an exercise, test, or assessment that presented a
portion of a text with key words missing. Trainees were required to restore the missing
word. Cloze writing represented measures of understanding regarding the context of a
passage, and it’s vocabulary by identifying the right words that completed the text.
Think-pair-share. Think-pair-share was a cooperative learning strategy ideally
suited for the adult learner. Trainees were asked to think independently about the content
of the lesson and begin forming their ideas. Trainees were then grouped into pairs to
discuss their ideas. Finally, trainee pairs shared their ideas with the class. This process
provided the instructor useful information to evaluate trainee understanding and
comprehension and determine whether additional instruction was necessary.
Entry/exit cards. Trainees entered the classroom and were provided an entry card.
Trainees were asked to copy the lesson objectives from the board to the card and write
down everything they knew about the topic. That served as a bench mark to measure
learning when compared to the information they provided on their exit cards. The
instructor and the trainee used this information to evaluate learning they achieved during
that lesson. Entry/exit cards were also used as reminders of what had been accomplished
in the previous lesson.
Student reflection. Student reflection promoted skills that enabled trainees to
evaluate their work and make an informed judgment about it. Instructors were
encouraged to assess how well trainees were reflecting on their work and understandings
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and provided feedback that enhanced this skill. This was designed as a collaborative
activity.
Research Used to Select the ADDIE Model
Selecting an instructional design model began with a problem statement: how to
develop an effective plan of instruction which prepared adult volunteers to become
effective reading tutors. Figure 1 offers a graphic comparison of four contemporary
instructional design models and outlines the steps used by each (Lund, 2015). While
other models offered similar processes, a comprehensive review of the ADDIE model
revealed it provided more useful methodologies to enhance learner achievement,
evaluation of learner’s needs, the development of training materials and most importantly
the assessment of the effectiveness of training (Lund, 2015).
Many instructional design models base their work on the ADDIE process and the
principles of behavioral psychology (Branch, 2009). The instructional design model also
had the added demand of providing structure amenable and adaptable to the adult
learning model of Knowles et al. (2011). The theories that govern the content of tutor
training, predominantly those of behaviorism and cognitive information processing must
also be supported by the selected instructional design model.
Unique Aspects of the ADDIE Model
The ADDIE model provided a template to plan and create a training program
(Branch, 2009; Lund, 2015). The ADDIE process was concerned with the prevailing
characteristics of each learner and the effect these concerns had in the training process
(Branch, 2009; Lund, 2015). The ADDIE model also considered the design and
development of training materials and the selection of learning activities that most
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adequately promoted learning (Branch, 2009; Lund, 2015). The ADDIE model also went
beyond lesson plan development. It guided the designer to consider how people learn and
how instruction works, considerations that became particularly important when working
with the adult learner.

Construction of the Deliverable
An exhaustive search was conducted to find a comprehensive description of the
ADDIE process. Most sources provided only a general description of the ADDIE model
and were otherwise not helpful as a template for curriculum development. However, a
coincidental discovery of the seminal work by Branch (2009) on the ADDIE process
provided the basic template for building the capstone deliverable. This item of
professional literature represented a single source for telling someone how to develop a
curriculum, how to implement it, and how to duplicate and evaluate it using the ADDIE
processes.
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Project Outcomes
The capstone project was designed to provide a vehicle for reading and literacy
tutor training. The specialization criteria involved the content of reading and literacy
(Capella University, 2015). The proposed curriculum offered a unique framework to
instruct adult reading tutors. It also provided the necessary information and experience to
implement a balanced reading program.
The Capstone Deliverable: Link to Specialization
There were several criteria that required the deliverable to expand knowledge and
inform the practice within the reading and literacy specialization. Being an expert tutor
was not enough to guide a struggling student through a guided reading exercise. Reading
tutors must be provided with opportunities to develop an understanding of reading
instruction, observe and reflect on the practice of other expert reading tutors, and engage
in both didactic and experiential activities that enhance their understanding of the reading
process. This was accomplished through the development of a reading tutor training and
certification program, an outcome of the capstone project development.
The first of these two specialization criteria involved the content of reading and
literacy (Capella University, 2015). The product promulgated by this capstone project
introduced a variety of teaching strategies focused on the early tenants of reading. The
curriculum also afforded prospective reading tutors with the necessary skills and
experience to engage struggling students through a broad range of methods and
curriculum materials that supported reading and literacy instruction.
The second of the two criteria expanded knowledge and informed the practice of
reading and literacy instruction (Capella University). It provided collaborative
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professional development opportunities among fellow adult tutors. Collaboration among
such a variety of community-based stakeholders, ranging in education from the highschool graduate to those with teaching degrees, provided an opportunity to develop a
program that was uniquely differentiated and scaffolded to meet the instructional needs of
all prospective reading tutors. This type of collaboration encouraged exploration, multiple
points of view, and unique problem solving that informed both the tutor and trainer
(Stover, Kissel, Haag, & Shoniker, 2011).
Benefit to the Site
The deliverable site, the students it serves, and the tutors to be trained were the
primary benefactors of the capstone project. The product promulgated by this capstone
project attempted to meet the instructional needs of volunteer tutors and to train a cadre
of reading tutors capable of promoting and instructing students in the tenants of early
reading. The capstone project was designed to provide a vehicle for reading and literacy
tutor training. The proposed curriculum offered a unique framework to instruct adult
reading tutors with the necessary information and experience to implement a balanced
reading program.
While the primary target of this deliverable was training volunteer tutors, other
organizations sent their members to the deliverable site for reading tutor training during
the field testing of this product, thereby increasing the scope of this deliverable beyond
the site. Other community organizations often volunteered and assisted with leveling
books and with rehearsals of various Reader’s Theater stage productions. Two long-term
goals of the reading tutor training and certification program, supported by the capstone
deliverable, are that the curriculum receives accreditation from the NTA and offer
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reading tutor curriculum training and certification webinars to prospective applicants
across the country. Both of these goals will be achieved in the coming months in
coordination with the NTA (L. Lupekas, personal communication, July 7, 2017).
Benefits to the Reading Tutor Profession
Searching Internet sites for available reading tutor training programs, particularly
ones focused on reading tutor training that develops tutors capable of assisting struggling
elementary grade students with poor reading skills, revealed that such training programs
do not exist. Tutor training programs are usually focused on middle school, high school,
and college level subject remediation (Learn How to Become, 2017). The availability of
reading tutor training programs for urban communities where tutoring services must be
offered free of charge does not seem to exist. The urban community in which this
deliverable site operates does not have such a program. A reading tutor training program
designed for use within an urban community may provide a long-needed resource that
benefits the children from impoverished communities who struggle with reading in the
early grades.
Development Process
The purpose of the capstone project was to address a need to develop a trained
cadre of reading tutors through a curriculum plan focused on broadening their ability to
provide supplemental reading instruction and targeted reading intervention to students in
grades kindergarten through fifth grade at three inner-city housing projects. Volunteer
tutors were available for training from a variety of community organizations but training
needed to be provided free of charge and conducted at locations readily accessible to
public transportation. Volunteers from this urban community are without means and all
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training materials including computer support must be provide during the training
sessions.
Target Audience and Site Permission

The target audience for this project included: center staff members employed as
tutors, and AMERICORPS volunteers from the local community and surrounding
neighborhoods. Volunteers from the Retired Teachers Association of Southern Illinois,
The Church of Latter Day Saints, and the local community school district also
participated. Request for site permission, obtaining material support in the form of
classrooms, audiovisual support, payroll accommodations for staff, and scheduling were
obtained via memorandum from the director of this after-school program.
Project Method
The reading tutor training program developed though the capstone deliverable
process focused on tutor-centered learning to meet the varied needs of the adult learner
who volunteer to become a certified reading tutor. The program was designed to be
adaptable to the characteristics of the adult learner. The program introduced a wide
variety of instructional experiences and challenges for each prospective tutor so that each
may find their skillful voice when performing reading tutor tasks. The curriculum offered
a framework of instruction by which adult learners were guided through information and
experiences required to implement a balanced reading program in an urban community.
The tutor training and certification curriculum offered each tutor a perspective on the
importance of understanding the instructional needs of the struggling reader before they
began to learn the methods of effective reading tutoring of young children.
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The ADDIE model of instructional design was used to guide reading-tutor
instructional program development. Branch (2009) provided descriptive details of the
ADDIE model of instructional design and this seminal text served as the template for this
capstone project. The ADDIE model contains five cyclical phases: analysis, design,
development, implementation and evaluation. Branch (2009) suggested that the ADDIE
model be implemented not only as a cyclical process but also as an iterative process.
Cyclical and iterative processes afford effective reflections and evaluation of the content
of the course (Branch, 2009). They can also maximize the usefulness of the input
received from tutor trainees as they complete formative assessments and surveys.
Formative evaluations were administered at the end of each lesson or unit. The cyclical
nature of the ADDIE model promoted ongoing adjustments based on the formative
feedback.
The ADDIE model of instructional design informed the development of the
capstone deliverable. It provided a template outlining the organization of the manual,
how to use it, and how it benefited the site (Branch, 2009; Lund, 2015). The ADDIE
model is a process of instructional design that guides the production of learning events.
Each phase of the ADDIE model contains a set of common processes that focus on
performing tasks, explaining knowledge, and solving problems (Branch, 2009). A total of
21 distinct procedures make up the instructional design model, some of which were used
in the capstone deliverable to demonstrate key aspects of the curriculum.
Instructional Theories Guiding the Development Process
The development of the capstone deliverable leveraged a variety of theoretical
perspectives related to reading instruction in the development of the curriculum guide.
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The theoretical principles and methods that informed reading instruction were important
elements in the volunteer reading tutor training and certification program. The alphabetic
principle, sight words, word families, phonology, meaning and context were all part of
the reading lessons provided in the internet-based reading intervention, literacy activities,
games, and guided reading programs. Prospective reading tutors were taught to
understand how these rudimentary principles applied to the development of reading skills
and how various methods were used to teach these skills.
Reading tutor training provided a survey of the pedagogical aspects of reading
instruction. The important aspect of this training was to answer why tutors are
implementing a particular strategy or activity. Learning to implement the mechanics of
lesson plans, answer questions, select alternate methods of instruction, and engage
students with fun approaches to word study, guided reading, and comprehension
activities constituted the foundation of reading tutor training.
Behaviorism. Behaviorism is regarded as the subskills approach to reading.
Richards (2009) observed that behaviorism changed the understanding of reading from an
activity of “perceptual processing to reading as a behavior composed of isolated skills,
each of which could be reinforced to increased student achievement.” (p. 41).
Behaviorism furthered the development of effective reading instruction by deconstructing
reading into separate but related sequentially-learned and practiced components of
auditory discrimination, left-to-right progression during reading, vocabulary, and
comprehension (Heibert and Raphael, 1996) and later confirmed by Richards (2009).
Behaviorism is highly applicable to the sequenced, code-based elements peculiar
to reading instruction in the elementary grades and the lessons and activities introduced

39

in the deliverable. Phonemic awareness skills, phonics, vocabulary, and comprehension
were presented to prospective tutors and later taught to the students as a moderatelypaced, teacher-directed sequence of reading skills. These sequences were included in the
workbooks, guided reading texts, literacy activity games, Internet-based reading
intervention programs, and Reader’s Theater rehearsals that form the core of the afterschool reading and literacy program.
Direct Instruction (DI). Behaviorism provided the theoretical basis for direct
instruction (DI). The term DI is a form of behaviorism that focused on the development
of a sequence of expected behaviors and if followed, will produce an active learning
environment (Carnine et al. 2009; Mason, 2015). DI research was designed to develop
valid and reliable methods to instruct children efficiently and effectively. It also helped
determine how instruction differed for children of various socioeconomic backgrounds
and skills (Englemann & Carnine, 1982; Mason, 2015).
DI is characterized by explicit, systematic instruction using scripted lesson plans.
DI programs measure student progress by how rapidly students achieve mastery (Mason,
2015). DI methodology involves correcting mistakes immediately to prevent students
from learning bad habits, skill grouping, frequent assessment, and teaching to mastery
(Mason, 2015).
Prospective reading tutors were advised that students did not learn at the same
rate; therefore it was important to place students into flexible ability groups whenever
possible. Strategic grouping also applies to students who require additional focused
instruction. The curriculum provided modeled instruction showing how DI lessons
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concluded with repeated practice and review. Prospective tutors were encouraged to use
clear, concise language, model the skills and steps needed, and give guided practice.
Explicit Instruction (EI). Explicit Instruction (EI) is a concept originated from
the behaviorist theory which viewed reading behavior as a process composed of isolated
skills. Rosenshine and Stevens (1986) identified a range of instructional behaviors that
enabled and enhanced vocabulary instruction. There was broad agreement on the
characteristics of explicit vocabulary instruction expressed by experts in the field
(Damhuis, Segers & Verhoeven, 2014; Fisher & Frey, 2010; National Reading Panel,
2000; Stahl and Fairbanks, 1986). EI implements a series of teacher-directed scaffolds
whereby students are afforded assistance through the learning process. Instructional
assistance takes the form of demonstrations, supported practice, and feedback that
supports mastery.
Explicit instruction works well with children form lower socioeconomic
neighborhoods (Carlisle, Kelcey & Berebitsky, 2013; Cole, 2008). Explicit instruction as
a teaching strategy was modeled for prospective reading tutors and heavily influenced the
methods tutors were encouraged to utilize when conducting fluency drills, vocabulary
instruction, guided reading lessons, or simply enjoying the literacy activity games that
reinforce the basic tenants of learning to read. Explicit instruction was modeled explicitly
as a core element of the curriculum.
The Focus of the Reading Tutor Training Program
Staff members from the deliverable site were skilled in the activity services they
provided, however, none of the staff have received instruction on the pedagogy of
reading instruction, instructional methodologies, or how to assess whether a leveled book
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is accessible to a student in terms of its complexity and readability prior to participation
in the field test of the deliverable. Tutor training provided trainees with a deeper
knowledge of the complicated process of learning to read and gave them the opportunity
to be more responsive reading tutors.
The reading tutor training curriculum implemented both didactic and experiential
instruction methods (Gibson, 2013; Johnston et al. 2009). Didactic training was focused
on pedagogical content knowledge of reading instruction, instructional best practices, and
the use of information technology in a variety of ways to improve learning. Classroom
instruction included: (a) “Becoming a Reading Tutor”; (b) “Matching Books to Readers”;
(c) “Guided Reading”; and (e) “Quality Questioning.” Didactic instruction used a series
of PowerPoint presentations to convey information on each of the subjects mentioned
above and instructions on the implementation of reading games and activities.
Experiential instruction methods included demonstration and use of guided reading best
practices, literacy activity games to engage readers, Reader’s Theater practice sessions,
repeated reading, and MindPlay.com as an Internet-based reading intervention program
for struggling readers (Johnston et al. 2009).
Becoming a reading tutor. The primary instructional goal of this module was
that prospective tutors become aware of the characteristics of an effective tutor, how to
develop mutually engaging tutor/tutee relationships, how poor reading skills affect a
child’s emotional well-being, and how tutoring can help address both the literacy and
emotional developmental needs of the struggling reader. A careful selection of words,
providing effective feedback, and assisting the student in developing the attitude of “yes,
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I can do this” was addressed. Finally, the process of differentiating instruction and
meeting a student’s targeted instructional needs in small groups was discussed.
Matching books to readers. The primary instructional goal of this module was
for prospective tutors to develop an understanding of the attributes of text that affect its
readability. How elements of language such as vocabulary, sentence complexity, syntax,
and length add to the demands on the reader was discussed. The difference between
narrative and expository text and the role background knowledge plays in a child’s
comprehension was explained. Prospective tutors began to understand the concept of a
“leveled book” as an approximation of reading difficulty. Tutors participated in an
exercise of leveling books using the Fountas and Pinnell (2006) protocols.
Guided reading. The guided reading module helped prospective tutors begin to
recognize the skills-based profile of the emergent reader. The module identified the
progression of reading skills from a student demonstrating emergent reading to the
beginning reader who reads and writes independently in the second grade. Prospective
tutors developed an understanding of the link between guided reading and fluency,
vocabulary development, word study, phonics, and comprehension activities. The module
also provided demonstrations of various guided reading strategies that focused on
fluency, word study, and comprehension.
Quality questioning. The quality questioning module helped prospective reading
tutors engage in discussions that highlighted the value of tutoring and draw a comparison
between tutoring and whole-class, teacher-directed instruction (Walsh & Sattes, 2009).
Tutor-trainees learned how to engage a reluctant reader through the use of quality
questioning. Prospective reading tutors developed an understanding of the role of critical
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thinking in reading and how to employ the strategy of depth of understanding in a
reading lesson. Prospective tutors also participated in demonstrations and various quality
questioning exercises which employed a variety of quality questioning activities.
Evaluation Plan
An effective evaluation process is important to the overall effectiveness of a
curriculum product. Without an evaluation plan, it becomes difficult to assess the
effectiveness of training or if learning has occurred at all. This section considers the
theory of evaluation used to measure the quality of instruction provided by the capstone
deliverable. The theory of evaluation selected to guide this process was the Kirkpatrick
four levels of evaluation model (Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017). This
process was the most widely used model for evaluating training programs (Kirkpatrick &
Kirkpatrick, 2006; La Duke, 2017). The four levels program was designed to provide
meaningful evaluation of learning and the effectiveness of a program of instruction
(Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017). An additional consideration for
selecting this model was its close correlation to the ADDIE instructional design approach
used in the development of the capstone deliverable.
A close comparison to the ADDIE evaluation phase is the Kirkpatrick four levels
of evaluation (Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017). The four levels
approach to program evaluation recommended implementation of a ten-step process for
planning a training program, occurring before the program evaluation process begins
(Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017) . Each of the ten planning process
factors closely paralleled the major elements of the ADDIE instructional design approach
(Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017) and its methods for producing
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effective learning events (Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017). Therefore,
the evaluation tools developed for use in the capstone deliverable were equally effective
for use in program evaluation.
Instructional Goals and Performance Objectives
In both the ADDIE model (Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017) and
the Kirkpatrick evaluation plan (2006), program effectiveness was determined by
meeting the instructional goals and performance objectives of the training curriculum.
The measure of program effectiveness was directly related to the degree to which the
program’s instructional goals and performance objectives were learned and the extent to
which this newly learned information affected future behavior. The reading tutor training
program has four training modules, and the purpose of each module was defined by its
primary instructional goal and related performance objectives. The instructional goal
from each training module was restated into a research question and its related
performance objectives guided the provision of high quality training in relation to the
primary instructional goal of each module. See Tables 1-4 for descriptions of each
training module, its instructional goal, and performance objectives.
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The Four Levels
The Kirkpatrick model (Kirkpatrick & Kirkpatrick, 2006) provided a process for
evaluating the effectiveness of training. The four levels of evaluation assessed the
following: (a) the reaction of the trainees- what they thought about the training; (b)
learning- the resulting increase in knowledge and skills; (c) behavior- improvement of
the capability to implement and apply the content of instruction; and (d) results- the
improvement of reading instruction resulting from the trainee’s improved performance
(Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017). All four levels were implemented
sequentially. See Table 5 for a graphic description of capstone volunteer processes based
on the Kirkpatrick model (Kirkpatrick & Kirkpatrick, 2006; La Duke, 2017). The results
of the evaluation from the field testing of the capstone deliverable were used to modify
future training.
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Level 1 Reaction. Level 1 reaction provided feedback from trainees to help
evaluate the quality of the training and information regarding its perceived and realized
usefulness to them as reading tutors. It also presented an opportunity to gather their
comments and suggestions to improve future training. The “Reading Tutor Application
Form” (see p. 4 in capstone deliverable) was used as both pre-training and post-training
formative assessment to gauge the interest, attention, and motivation of the trainees. Data
obtained from the application form began to form a composite profile of the instructional
needs of each prospective tutor and assisted in the development of differentiated training
and meeting of the specific instructional requirements of the adult learner. The “Training
Program Evaluation Sheet” (see p. 43 in capstone deliverable) was effective as a posttraining survey to measure the quality of the program in relation to its instructor,
materials, audiovisual effectiveness, facilities, and trainee comments to improve the
program.
Level 2 Learning. Level 2 learning measured what knowledge was learned, what
skills were developed or improved, and what attitudes were changed. Evaluation of
learning occurred before and after training. The data obtained from these assessments
was used to change both phases of the program. The use of formative assessments helped
determine what information was learned, if attitudes were changed, and if tutoring skills
met program standards.
Survey questionnaires. The survey questionnaire of each module was used as
both a pre-training and post-training measure of a trainee’s existing knowledge and posttraining knowledge. A survey questionnaire unique to each training module was
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developed as a measure of knowledge and skill attainment. Survey questionnaires were
also used to modify future training.
Gap analysis. Gap analysis defined the difference between what a tutor trainee
knew about reading tutoring before training and what a tutor trainee needed to learn to
satisfy the performance objectives of each module. Gap analysis was accomplished using
the survey questionnaires for each module. The survey questionnaire for each module,
administered before instruction, served the purpose of determining the existence of
background knowledge about each module. The survey questionnaire, when administered
before training began, identified the existence of a performance gap in each area of tutor
training. Closing the gap between pre-existing knowledge and knowledge obtained
through training satisfied the performance objectives of each module and served as a
valid measure of program effectiveness (Branch, 2009).
Level 3 Behavior. Level 3 behaviors provided a means for evaluating how much
the transfer of knowledge, skills, and attitudes affected the abilities of each reading tutor.
After several months of implementation, a modified “Training Program Evaluation
Sheet” (see p. 43 in capstone deliverable) can be used as a survey of reading tutor
behavior and attitudes to measure long term behavior change. These surveys can be
administered by fellow trainees, immediate supervisors, and others who are in position to
observe behavior.
Level 4 Results. Level 4 results measured the extent to which attendance and
participation in a training program affected the personal qualities brought to the reading
tutor process, if it affected their interest in reading and teaching, and how it improved
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their overall contributions to an after-school reading program. A modified “Reading
Tutor Application Form” (see p. 4 in capstone deliverable) was used as a survey to
measure these factors.
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SECTION 3. APPLICATION
The capstone deliverable, Reading Tutor Training Program for an After-school
Literacy Program, served as the instructional basis for developing a team of volunteer
reading tutor trainees capable of providing literacy support to struggling students. The
training program began from a series of four PowerPoint slide presentations focused on
providing reading tutor-trainees the necessary didactic and hands-on experiences which
would enable them to serve as force multipliers in an after-school early elementary
reading education program in an community. Successful program implementation
required the recruitment and training of a cadre of passionate tutors who love children
and want to share their literacy skills and love of reading.
Relevant Outcomes and Findings from Field-Testing
Branch (2009) defined evaluation as “a means to assess the quality of the
instructional products and processes both before and after implementation” (p. 151). Each
module in the capstone deliverable contained primary instructional goals and
performance objectives that were evaluated during an initial field test to measure the
effectiveness of training. The manual provided specific formative processes to measure
the effectiveness of training such as survey questionnaires, gap analysis, and formative
assessments. Pre-training and post-training surveys, a training program evaluation sheet,
and various formative assessments were administered during a field test to assess the
effectiveness of training and produced some relevant outcomes and findings that will
inform future training events. The results of the field test follow.
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Survey questionnaires. Each module of the capstone project contained
instructional goals and performance objectives. Survey questionnaires assessed the
trainee’s pre-existing knowledge of each module’s primary instructional goals and its
performance objectives. A survey questionnaire was administered before instruction and
determined the existence of background knowledge about the topics addressed in each
module. Survey questionnaires for each module were administered as post-training
assessments to determine the extent to which learning occurred.
The surveys and their resultant gap analysis were useful in confirming the
effectiveness of training. The results of the survey questionnaires, when used as a posttraining assessment, provided an indication of the effectiveness of training. It also helped
identify which performance objectives required additional focused training, the use of
differentiated instructional strategies, or additional scaffolded instructional support. The
survey questionnaire served as a measure of understanding and comprehension rather
than a measure of the memorization of facts. The qualitative results of the field test
follow.
“Becoming a Reading Tutor Survey Questionnaire.” The qualitative data
provided by this survey questionnaire (see p. 10 of the capstone deliverable), when used
as a pre-training survey of existing knowledge, determined that trainees were unfamiliar
with the term agency. When tutors began training, the questionnaire results indicated
some trainees had some pre-service elementary teacher training, experience with a Head
Start program, or had participated in an elementary grade AMERICORPS program. The
pre-training survey results revealed those tutors had the advantage of practical experience
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with lesson differentiation, helping students who had difficulty with reading, and
knowing when to ask for assistance with a struggling student.
The qualitative data provided by this survey questionnaire, when used as a posttraining survey of trainee learning, determined that all tutors were able to explain their
understanding of each term and concept if allowed to use their own words and phrasing.
Tutor trainees were reflective in their characterization of effective ways to develop
mutually engaging tutor/tutee relationships and the importance of carefully selected
words in their instruction. Trainees expressed confidence in their ability to meet a
student’s targeted instructional needs and to assist each student in developing an attitude
of “yes, I can do this.”
“Matching Books to Readers Survey Questionnaire.” The qualitative data
provided by this survey questionnaire (see p. 13 of the capstone deliverable), when used
as a pre-training survey of existing knowledge, determined that trainees were unfamiliar
with the term “leveled book.” Trainees had no experience with leveling books. Fifty
percent of trainees understood the difference between narrative and expository text and
the role background knowledge played in a child’s ability to comprehend a passage. Each
tutor expressed their opinion regarding which text characteristics affected readability
based on their personal experience with reading; however, most trainees lacked
knowledge regarding the pedagogical aspects of the readability issue. Most trainees
understood the importance of matching books to readers using a reader’s demonstrated
abilities as the most important guide for text selection.
The qualitative data provided by this survey questionnaire, when used as a posttraining survey of trainee learning, determined that 95% of trainees were competent with
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leveling books. The remaining trainees who experienced difficulty with this activity
expressed confusion in distinguishing the differences between the protocols at each book
level. However, all trainees were skilled at recognizing the importance of various
elements of language such as vocabulary, sentence complexity, syntax, the length of
sentences, and how these factors add to the demands on the reader’s ability. These initial
shortcomings can be eliminated with more experience at leveling books. All participants
expressed confidence in their ability to use the Fountas and Pinnell (2006) protocols to
level books.
“Guided Reading Survey Questionnaire.” The qualitative data provided by this
survey questionnaire (see p. 15 of the capstone deliverable), when used as a pre-training
survey of existing knowledge, indicated that few trainees could explain the skills-based
profile of the emergent reader, the beginning reader, or the independent reader. Tutors
were not knowledgeable of the means to conduct a fluency test with the use of a timer.
When tutors began training having already had some pre-service elementary teaching
training, experience with a Head Start program, or participation in an elementary school
AMERICORPS program, the pre-training survey results revealed that most tutors could
not define guided reading. Only a few tutor trainees had any experience with six of the
most popular guided reading strategies such as choral reading, stop-and-go reading, lead
reading, whisper reading, partner reading, and echo reading. Similarly, few had any
experience with word study strategies such as word wizard, vocabulary maps, picture
this, and vocabulary preview.
The qualitative data provided by this survey questionnaire, when used as a posttraining survey of trainee learning, determined that the trainees understood the natural
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progression of reading skills from the emergent reader to the independent reader capable
of decoding unfamiliar words and gaining meaning from complicated sentences. Each
trainee conducted a fluency test using a timer. Each trainee successfully conducted
several guided reading activities to enhance fluency, word study, vocabulary
development, and comprehension.
“Quality Questioning Survey Questionnaire.” The qualitative data provided by
this survey questionnaire (see p. 20 of the capstone deliverable), when used as a pretraining survey of existing knowledge, determined fewer than 10% of trainees could
accurately explain the role quality questioning played in a student’s cognitive
development. Similarly, fewer than 5% could define the terms “academic rigor” or
“depth of understanding.” Few trainees understood the importance of constructing
questions to engage various cognitive levels.
The qualitative data provided by this survey questionnaire, when used as a posttraining survey of trainee learning, revealed that trainee participation in demonstrations of
quality questioning activities resulted in the greatest gains in learning. Trainees expressed
a new found appreciation for the value of pausing between questions while allowing
students to consider their response before providing content-related answers to questions.
Webb’s (2004) Depth of Knowledge Chart was rated as a most useful tool for developing
quality questions.
“Training Program Evaluation Sheet” The “Training Program Evaluation Sheet”
(see p. 43 of the capstone deliverable guide) was used primarily as a means to assess the
effectiveness of the overall program. Elements of the program such as the usefulness of
the learning materials, the relevance of the topics covered in the training modules to their
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practice as reading tutors, and a reflection on their state of preparedness to be reading
tutors were assessed. The data obtained from the “Training Program Evaluation Sheet”
revealed that trainees had strong positive opinions about their training experience and
were excited to begin their practice as reading tutors.
Formative assessment of performance objectives. Formative assessments were
informal methods used during the field-testing of each lesson to determine if training was
effective. Formative assessments were used during the learning process to change the
teaching process while improving trainee learning. Formative assessments produced
qualitative feedback for the instructor and the trainee. The formative testing strategies of
quick writes, graphic organizers, cloze writing exercises, entry/exit cards, and student
reflections provided daily informal checks of understanding and comprehension.
Formative assessments also offered the benefit of immediate feedback regarding the
effectiveness of the day’s lesson and the extent to which the performance objectives were
learned and understood.
Quick write. Quick writes provided brief writing opportunities that lasted 3-to- 10
minutes and integrated writing and critical thinking into the lesson. Quick writes were
used at the beginning or end of a lesson. It was unnecessary to collect quick writes for
grading. Quick writes were best used for promoting personal connections as training was
about to begin. Quick assessments of student knowledge and understanding, promoting
reflections, and encouraging critical thinking were common advantages when using the
quick write formative assessment strategy.
Graphic organizers. Graphic organizers were important tools for organizing
content to facilitate trainee comprehension of new material. Since graphic organizers
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presented instructional content in a variety of visual ways, they were effective teaching
tools and helped trainees internalize what they were learning. The quality of a completed
graphic organizer was a good reflection of learning.
Cloze writing. Cloze writing was an exercise, test, or assessment that presented a
portion of a text with key words missing. Trainees were required to restore the missing
word. Cloze writing represented measures of understanding regarding the context of the
passage, and it’s vocabulary by identifying the right words that completed the text.
Think-pair-share. Think-pair-share was a cooperative learning strategy that
ideally suited the adult learner. Trainees were asked to think independently about the
content of the lesson and begin forming their ideas. Trainees were then grouped into pairs
to discuss their ideas. Finally, trainee pairs shared their ideas with the class. This process
provided the instructor with useful information to evaluate trainee understanding and
comprehension and to determine where additional instruction was necessary.
Entry/exit cards. Trainees entered the classroom and were provided an entry card.
Trainees were then asked to copy the lesson objectives from the board to the card and
write down everything they knew about the topic. This served as a bench mark to
measure learning when compared to the information they provided on their exit cards.
The instructor and the trainee used this information to evaluate the learning they gained
during that lesson. Entry/exit cards were also used as reminders of what had been
accomplished in the previous lesson.
Student reflection. Student reflection promoted skills that enabled trainees to
evaluate their work and make an informed judgment about it. Instructors were
encouraged to assess how well trainees reflected on their work and provided feedback
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that enhanced the skill. This activity was well received and very popular to the adult
learners attending training during the field test
Applications and Benefits
The reading tutor training and certification program, supported through the
development of this capstone deliverable, was an immediate benefit to the cadre of
volunteers who committed themselves to improve the literacy education of children in
this community. Reading tutors working at the site of this deliverable are in a position to
express their love, care, and concern using the literacy tools provided by the training they
received. The deliverable also has the potential to impact prospective tutors and their
students beyond the deliverable site. The reading tutor and certification program, if
provided to other urban communities in the United States facing the same dilemma, could
provide a bridge to supplemental early literacy instruction that does not exist today.
Target audience.
The talented and caring staff of this deliverable site served as the primary target of
the volunteer reading tutor training and certification program. Each staff member was
motivated to help the disadvantaged children of this economically depressed area. It was
reasonable to expect that attendees to the volunteer reading tutor training and certification
program began their experience with a different set of expectations and understandings
related to reading. Volunteer attendees to the training program who were older presented
greater differences regarding their academic backgrounds, learning styles, motivation,
and interests; therefore a greater emphasis on individualization of teaching methods and
overall differentiation was applied for all participants in this program.

61

The target audience for this project also included staff members from other
surrounding urban communities in Illinois, AMERICORPS volunteers, Retired Teachers
Association of Southern Illinois volunteers, the Church of Latter Day Saints volunteers,
and the Catholic Program of Illinois volunteers. The talented and caring staff of the
urban community program served as the core of the volunteer reading program and
provided direct tutoring services to enrolled children. The observation of the summer
reading program training session, which served as the field test for this deliverable, saw
an influx of AMERICORPS volunteers, all having at least a high school diploma and
having been vetted for their maturity and communication skills (M. Weidman, personal
communication, May 27, 2016). All AMERICORPS volunteers were required to
participate in the tutor training and certification program as a prerequisite to being a staff
member of the deliverable site (D. Sonneman, personal communication, April 15, 2016).
Institution/Setting.
The site of this deliverable was a nonprofit literacy outreach program. The site, its
tutors, and its students were direct beneficiaries of this capstone project. The site focuses
on meeting the literacy needs of students in kindergarten through fifth grade from lower
socioeconomic neighborhoods. The site provides an after-school program which includes
literacy intervention lessons and a six-week summer literacy camp which relies on
leveled Reader’s Theater, literacy activities, and games as a means of instruction. The
after-school program began implementing an Internet-based reading intervention program
for students who were one or more grades below their expected reading level (D.
Sonneman, personal communication, September 12, 2015).
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The mission of the deliverable site is to be a leading advocate for reading and
literacy in underserved populations. Establishing an after-school reading tutoring
program for elementary school children from lower socioeconomic neighborhoods
proved to be complicated. Such an endeavor involved matters such as aligning the
tutoring program to the school’s reading curriculum, accessing school assessment data
which identified those children who were struggling with reading as well as those
students involved with the school’s RTI program. Gathering high-quality lesson plans
and materials to support the implementation of the program was critical to program
success.
The benefits of tutor training to the site include a potential increase in the number
and quality of volunteers applying for reading tutor training. Currently the site operates
three separate learning centers with two additional centers to open in 2017. This will
require an increase of trained reading tutors to support an increase in the number of
students in need of service. The availability of a quality reading tutor training program
and the possibility of receiving reading tutor certification enhances the reputation of the
program and the services it provides.
Beyond the Local Setting
Collaboration with such a variety of community-based stakeholders, ranging in
education from the high-school graduate to those with teaching degrees, provided an
opportunity to develop a program that was uniquely differentiated and scaffolded to meet
the instructional needs of all prospective tutors. This type of collaboration encouraged
exploration, experiencing multiple points of view and unique problem solving that
informed both the tutor and trainer. Collaboration among community-based stakeholders
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should not be confined solely to this urban community. Efforts should be made to
provide it to other urban communities with similar interests and needs. The potential
impact of similar programs focused on elementary literacy would be great.
The capstone deliverable is available to local organizations and volunteer tutors
from a wide variety of community organizations. Through training and collaboration with
these organizations (D. Sonneman, personal communication, July 13, 2015), the capstone
deliverable and the tutoring program can be used to develop a larger and more productive
cohort of capable tutors to conduct effective reading instruction in after-school and
summer reading programs across the country. The capstone deliverable is also a benefit
to students who wish to gain experience in tutoring before entering university, and to
those students in pre-service educational training at the university level who wish to gain
experience, earn reading tutor certification, and build their resume before graduation.
The Nation Tutoring Association (NTA). The NTA was formed in 1992 for the
purpose of establishing a membership organization for tutoring professionals. It offers a
variety of certification programs for individuals, school programs, academic coaches, and
professional mentors. The NTA offers both on-site and on-line training for prospective
tutors. On-site training is provided by NTA-certified tutor-trainers. An initiative is being
developed to offer reading tutor specialization training using the capstone deliverable in a
WEBINAR format through this professional organization. Once completed, this
WEBINAR has potential to impact literacy volunteers across the country.
The original PowerPoint modules that served as the foundation of the capstone
deliverable, received its initial accreditation through the NTA in 2015. Tutor training
using the four original training modules began at that time. A total of 25 volunteers
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received certification as reading tutors during the initial field test, leading to the current
version of the capstone deliverable. Training, however, has been localized to volunteers
from the nearby urban community. Training for this population of prospective trainees
continues at no cost (D. Sonneman, personal communication, June 20, 2016). After
completion of the capstone deliverable, additional field testing was conducted in August
of 2017.
Discussions with the NTA have revolved around an initiative to provide reading
tutor training in a WEBINAR format (L, Lupekas, personal communication, June 11,
2017). This would greatly expand the use of the deliverable to a greater number of
communities and organizations interested in creating reading tutor programs. The training
module “Quality Questioning” was featured at the bi-annual NTA conference in Tampa
Bay, FL in 2016 (Lupekas, 2016).
Implications for Professional Specialization
This section attempts to explain how the reading and literacy profession will
benefit from adding this deliverable to the materials in the profession. The product being
promulgated by this capstone project introduces a variety of teaching strategies focused
on the early tenants of reading and presented in an informed way for the benefit of
prospective reading tutors. This pedagogy is not new to the reading teacher profession.
However, specialized reading tutor training provided by this capstone deliverable and
focused on volunteers from the urban community may be the first of its kind.
Limitations to the Capstone Deliverable
An exhaustive search was conducted to locate current references informing major
elements of the deliverable. It became apparent early on that the majority of references
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dealing with the major of the capstone deliverable such as: instructional design, afterschool tutoring, adult education, program evaluation, and behaviorism as it relates to
direct instruction and explicit instruction, were published only as recent as 2009. The
deliverable has the potential to reinvigorate research on reading tutoring training and add
to the knowledge base of this topic.
While the capstone deliverable was field tested, the effectiveness of training has
not been validated through formal research processes. This is a limitation of the
deliverable. Once the deliverable has been honed through multiple field tests, formal
research should be conducted to determine its effectiveness by measuring improvements
in student achievement.
Recommendations
Opportunities to expand the use of the capstone deliverable exist with further
collaboration by the NTA and organizations such as the Minnesota Reading Corps
(MRC). The applicability of the capstone deliverable to provide tutor training beyond the
confines of the capstone deliverable site will never be fully realized until a marketing
strategy providing a description of the program, the program’s products and services, and
an assessment of the program’s reliability and validity is provided. Organizations such as
the NTA and the MRC and communities with similar interests represent suitable
laboratories for further research. The capstone deliverable will be of little value unless it
undergoes repeated use and reevaluation by experts in the fields of tutoring and literacy
education.
As with all manuals, field-testing more frequently and with more participants,
increases effectiveness of the content. The validity and reliability of the training program
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must continue to be assessed at the deliverable site and other locations using the survey
questionnaires and formative assessments provided in the capstone deliverable. The
training program must also be field tested by an external agency and feedback provided
for the continued refinement of the didactic and experiential teaching processes. The
National Opinion Research Center (NORC) at the University of Chicago in 2013
conducted a process assessment of the Minnesota Reading Corps. (Hafford et al. 2013).
Similar assessments underwritten by the NORC at the University of Chicago and
qualitative and quantitative research projects applied to the project deliverable would
serve to improve the overall product and its service to future prospective tutors and the
students they serve.
Conclusion
The capstone deliverable is designed to provide a vehicle for reading and literacy
tutor training. The curriculum offers a unique framework to instruct adult reading tutors
with the necessary information and experience to implement a balanced reading program.
The curriculum product promulgated by this capstone project served as the instructional
basis for the development of teaching skills of volunteer tutors while ultimately serving
as a vehicle for informing a cadre of reading tutors the skills to promote and instruct the
tenants of early reading.
The purpose of the instructional design model for this capstone deliverable was to
provide structure for the creation of learning experiences that were compelling and
engaging. Some instructional design models were evaluated by their simplicity and
proposed strategies for curriculum development and evaluation. The ADDIE model was
selected because it provided a full range of processes to improve upon a series of four
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PowerPoint reading tutor training modules and expand the initiative to become a fullfledged reading tutor training program.
The reading tutor training curriculum implemented both didactic and experiential
instruction methods (Cervetti, 2017; Johnston et al. 2009). The didactic training was
focused on pedagogical content knowledge of reading instruction, instructional best
practices, and the use of information technology in a variety of ways to improve learning.
Classroom instruction included: (a) Becoming a reading tutor; (b) Matching books to
readers; (c) Guided reading; and (e) Quality questioning. Didactic instruction used a
series of PowerPoint presentations to convey information on each of the subjects
mentioned above and instructions on the implementation of reading games and activities.
Experiential instruction methods included demonstration and use of guided reading best
practices, literacy activity games to engage readers, Reader’s Theater practice sessions,
repeated reading, and MindPlay.com as an Internet-based reading intervention program.
Successful program implementation required the recruitment and training of a
cadre of passionate tutors who love children and want to share their literacy skills and
love of reading. The training program began with a series of four PowerPoint slide
presentations focused on providing reading tutor-trainees the necessary didactic and
hands-on experiences which would enable them to serve as force multipliers in an afterschool early elementary reading education program in an community. The specialized
reaActivitiesding tutor training provided by this capstone deliverable focused on
volunteers from an community may be the first of its kind.
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