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Regional Educational Laboratory West

Second-Grade Case Study

Introduction
In the case study below, you will read about Mrs. Jimenez and her second-grade class. The case study 
illustrates two recommendations from the WWC Improving Reading Comprehension in Kindergarten 
through 3rd Grade Practice Guide:

•	 Recommendation 4: Select texts purposefully to support comprehension development.
•	 Recommendation 5: Establish an engaging and motivating context in which to teach reading 

comprehension.

Instances of each recommendation are called out throughout the case study.  

Background 
Mrs. Jimenez teaches a second-grade class of 35 students with a wide range of backgrounds, languages, 
and learning strengths. In the classroom, there are 12 students who are English-dominant speakers or 
bilingual proficient in English and 10 students who are multilingual learners, whose home languages 
range across Spanish, Farsi, Mandarin, and Tagalog. 

Lesson Context and Text Selection
Each month, Mrs. Jimenez’s class conducts an author study. She selects authors based on texts that use 
rich language and texts that support her ability to teach structures and reading strategies, and texts that 
offer opportunities for her students to apply what they learn. She also chooses texts with rich character 
development, word choice, and sentence 
structure and well-constructed narratives, often 
consulting lists of children’s book award winners. 
This month, students are enjoying books by 
author Gary Soto. 

Mrs. Jimenez begins the unit with Chato’s Kitchen 
because it is a high-quality, rich text which 
serves an instructional purpose and responds 
to the literacy profiles of the students in the 
classroom. More specifically, she observed that 
some students find the inferential text-dependent 
questions she poses during teacher read alouds 
and in small reading groups challenging, 
especially when the language the author uses is 
somewhat nuanced. Inferential text-dependent 
questions refer to questions that require students 
to use critical thinking skills to make inferences 
based on the text. She decides to start this unit 

Recommendation 4

•	 Select texts purposefully to support 
comprehension development.

•	 Strategy: Choose texts of high quality 
with richness and depth of ideas and 
information.

Recommendation 5 

•	 Establish an engaging and motivating 
context in which to teach reading 
comprehension.

•	 Strategies: Create opportunities for students 
to see themselves as successful readers; give 
students reading choices.

https://ies.ed.gov/ncee/wwc/PracticeGuide/14
https://ies.ed.gov/ncee/wwc/PracticeGuide/14
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by studying the linguistic features of the text in which the author uses descriptive verbs to infer a 
character’s emotions or thoughts. 

During the unit, students explore other books by Soto in small groups at different literacy-focused 
stations (e.g., the listening station, the writing station, the partner reading station). Later in the unit, 
students will have an opportunity to choose from a range of varied, high-quality texts during the 
stations to individually practice the reading comprehension strategies they learned as a class.

In this lesson excerpt, students are engaged in literacy stations, where strategically created small 
groups of students rotate in 20-minute blocks in either the reading, writing, technology, oral language, 
or teacher table station. At the teacher table station, Mrs. Jimenez works with a small reading group of 
six students (two are classified as English learner students, two are bilingual students, and one student 
who has a 504 plan to support their executive functioning skills). In their small group, they continue 
their close reading of Chato’s Kitchen. Mrs. Jimenez guides students to read the text closely by thinking 
about and discussing higher-order questions and forming inferences based on text evidence.  
How do the differing experiences of her students influence her text selection?

Why is leveraging students’ varied experiences and perspectives an important way to engage, 
teach, and support student comprehension development?

Lesson Excerpts
On Monday, the whole class began a new story called Chato’s Kitchen written by Gary Soto and 
illustrated by Susan Guevara. Mrs. Jimenez sits on the reading carpet surrounded by her favorite 
stuffed animal “stuffies” and amongst her students who sat in a semi-circle all around her. Some 
students chose to sit on the floor, while others chose to quietly bring over a chair to sit in a semi-circle 
behind the others. The goal is for each student to see the pages of the book and for Mrs. Jimenez to 
be able to easily prompt, observe, and listen to the students and provide additional support to those 
who may need it. The students are excited about the book because, although the book was in English, 
it included several Spanish words, phrases, and foods that are familiar to the class! Students who are 
unfamiliar with the context are excited to learn, and students who share the language and customs are 
excited to share. Mrs. Jimenez asks several key questions and explains that this is a strategy that good 
readers use to monitor their understanding. She also engages the whole group in an interactive review 
and discussion of narrative story structure, “story ingredients” (elements), reviews key questions to 
monitor understanding, and ways to make inferences. She now feels that her students are prepared to 
effectively engage at the various literacy stations, in pairs or independently. She instructs her students 
using a gradual release of responsibility.
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On Tuesday, Mrs. Jimenez reviews the learning 
targets, then asks the students to move to their 
literacy stations. She heads over to the group 
that is seated at the teaching table. She pulls 
out a “locate and recall” question card and 
provides each student with their own copy. She 
asks the students to read chorally, with her, 
what is written on the question card. She then 
reminds the students of yesterday’s questions 
about the story. She reinforces that good readers 
are constantly monitoring by asking themselves 
questions about what they are reading to make 
sure they understand the language and message of the book. She first models the locate and recall 
questions and then provides an opportunity for students to ask the questions in partners, monitoring 
their own comprehension.

Locate & Recall

•	 What is the main idea of this part?
•	 Who are the main characters?
•	 What is happening?
•	 Where does it take place?
•	 When does it take place?

Mrs. Jimenez: Yesterday, we learned about Chato and his new neighbors. Can anyone tell me 
what we know about the book so far? 

Jamir: It’s about a cat named Chato. At the beginning, he was really excited about his new 
neighbors and invited them over for dinner. But then when they came over, he was frightened.  

Ana: Yes! I think he was excited because his new neighbors were mice, but when a dog also 
came to dinner, he was scared. But they still had dinner together anyways.

Mrs. Jimenez: I appreciate how you both recalled the characters and how they felt in the 
story. Also, great use of the vocabulary word frightened, Jamir! Let’s first practice monitoring 
our understanding of the text for two minutes by asking one another these locate and recall 
questions in partners.

Mrs. Jimenez takes out a visual timer and sets it for two minutes. In pairs, students practice asking one 
another questions about the text to monitor their understanding of the basic elements of the story. 
Mrs. Jimenez listens closely to the discussions and prepares follow-up questions about how well they 
think they understood the story and questions to clarify and fix up any potential misconceptions. 
Mrs. Jimenez brings the students back as a small group and verbally highlights a few of the main 
points students recalled in their partner 
conversations. She also prompts students to 
share a disagreement they had about one part of 
the story as a way to highlight their collaborative 
conversation and model opportunities to 
monitor, clarify, and fix up misunderstandings to 
strengthen their reading comprehension.

Recommendation 5 

•	 Establish an engaging and motivating 
context in which to teach reading 
comprehension.

•	 Strategies: Create opportunities for students 
to see themselves as successful readers.
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What are the ways that Mrs. Jimenez establishes an engaging and motivating context for reading?

How does Mrs. Jimenez provide opportunities for students to see themselves as  
successful readers?

What are some routines, practices, and procedures embedded within her class structure?

[On Wednesday and Thursday, after the whole group instruction, Mrs. Jimenez continues with 
the small group]

Mrs. Jimenez: Now that we can recall the characters and plot, today we’re going to take a look 
at the interesting way the author, Gary Soto, describes what the characters are doing so we can 
make inferences about how they feel or what they are thinking. 

She shows them their learning target for their small group time today. They chorally read it aloud 
and take a minute to restate it in their own words. To understand an inference, Mrs. Jimenez draws 
on their prior knowledge. She asks students what makes them happy. She writes the sentence frame 
on the board, “I am happy when…” She uses a Think-Pair-Share routine where students first think to 
themselves, chat with a partner for 30 seconds each, before calling on one or two pairs to share their 
answers with the group. Mrs. Jimenez then asks students to stand up and act out what their bodies 
might be doing or saying when they feel happy. Cristal says, “Yippee,” Antonia high-fives a friend, and 
Shantal skips in place. Mrs. Jimenez points out that we can say that a character is happy, or we can 
describe how they high-five a friend or say “Yippee” to show that they are happy.

Mrs. Jimenez explains that they are going to look carefully at the text and how Gary Soto makes the 
writing interesting by requiring us to be detectives! Like when we say “yippee” and high-five a friend, 
sometimes the author uses “doing” verbs to show how the characters are feeling or what they are 
thinking rather than telling us in writing that they are “happy.” Therefore, we, as readers, must make 
an inference, like a detective, based on the rich verbs the author uses because the text doesn’t say 
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exactly how they are feeling. She explains that we use what we know, plus clues in the text, to make an 
inference—and that makes the author’s writing interesting! She opens Chato’s Kitchen to the page just 
after Chato learned about his new neighbors. 

Mrs. Jimenez: Students, remember when we first read Chato’s Kitchen and how new neighbors 
moved in next door to Chato? Here it says, “Chato beamed.” How does the author show how 
Chato is feeling? 

Mia: He’s happy because there’s a new family of mice that moved in next door.  

Mrs. Jimenez: Yes, he is happy. But the author does not just say, “He’s happy,” does he? He 
uses the word “beamed.” Usually, we use the word “beam” when the sun is shining and bright. 
(Mrs. Jimenez acts out the word and then shows the students a visual of the sun beaming in the 
sky.) Let’s say, “We’re beaming,” together and pretend we are the sun beaming. Ready?  

Students: (Chorally, while acting out the word) We’re beaming!!  

Ryan: That’s how Chato felt! He was beaming because he was so excited he couldn’t hold it in.  

Mrs. Jimenez: That’s right. The author showed us how Chato was feeling by using a doing 
verb “beam.” So, when the author uses doing verbs—instead of using adjectives, like sad or 
happy—we, the readers, have to make an inference based on the text to understand what the 
characters are feeling or what they’re thinking. As we read, let’s try making inferences about 
how characters are feeling or what they are thinking along the way.  

Making Inferences

•	 How does the author let us know how            
feels?

•	 How does the author let us know what            
is thinking?

•	 How do we know?

Mrs. Jimenez places a “making inferences” 
question card on the table and asks the students 
to read it with her. She explains that they use this 
card to ask themselves questions to help them 
make inferences along the way.

Mrs. Jimenez keeps the card in front of her and 
asks her students to reread the text with her. At 
strategic points, she stops and poses a few text-
dependent questions that she has prepared in 
advance using the language frames on the card. 
She has the students discuss the questions, and together they locate textual evidence in the book 
to model the process for making inferences about how the characters are feeling or what they are 
thinking. 

Mrs. Jimenez: How does the author let us know that Chato was so excited to invite his 
neighbors over to dinner? 

Ryan: I think he was excited because he’s a cat and they’re mice. 

Shantal: Yeah! Chato is excited. He is a cat. (She mimes claws and shows her teeth.) Cats like to 
chase mice. In the picture, Chato is excited.   

Mrs. Jimenez: Can you say more about why this picture shows that he’s “excited”? 

Shantal: I am not sure.
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Mrs. Jimenez: Let’s go into the book to see if we can find some text evidence to support your 
idea that Chato is excited. Find a partner and look together for some text evidence! (Mrs. 
Jimenez pauses and waits so the students can find evidence in the text with their partners.) 

Mia: I see something that tells me he’s excited. In the text, it said that Chato’s whiskers vibrated 
with pleasure.  

Mrs. Jimenez: Good job finding text evidence, Mia. In your example the author didn’t write 
“Chato felt excited.” What makes you say that “whiskers vibrating with pleasure” meant 
excited? 

Mia: Like when we talked about “Chato beaming.” The author doesn’t say he’s happy, but when 
I beam, like after eating yummy chocolate ice cream, I am happy!

Mrs. Jimenez: So Mia is using what she knows about emotions and making an inference about 
what Chato is feeling. Who else agrees or disagrees with Mia? (A few hands quickly pop up to 
add to the conversation.)

Sara: I agree with Mia. On this page, it also says Chato’s ears perked up. And in the picture, it 
shows one ear poked out to the side like my dog when he’s about to get a treat. 

Cristal: My dog too, Sara! My partner and I saw that the text said his tail began to swing to the 
rhythm which could also mean he’s excited.  

Mrs. Jimenez: I appreciate how you built on Sara’s prior knowledge, Cristal. Building on those 
examples, how else, Shantal, does the author let us know that Chato is excited? 

Shantal: … His eyes grew big?  

Mrs. Jimenez: Yes! I would agree. Okay, so it sounds like you all found evidence that the 
author, Gary Soto, used phrases like (points to student responses she had written on the board 
during the student discussion), “…His eyes growing big… his whiskers vibrating with pleasure… 
his tail moving to the rhythm… him writing tasty on the invitation… and Chato’s ears perking 
up.” So even though Soto never said Chato was excited to eat the mice, the author shows us in 
the text by using these doing verbs, which allows us to make inferences.

Mrs. Jimenez purposefully selected this text to support the use of interesting language and 
comprehension development. She leveraged various aspects of the text to demonstrate which 
reading comprehension strategy?
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To support all students, and particularly Ryan who is working on his executive functioning skills, the 
small group co-creates a chart together to practice making inferences. She writes down instances 
where the author uses rich doing verbs on the left for students to practice making an inference about 
how the characters felt or what they thought in the right column. Before students begin talking in 
pairs, she reads the sentence, has them act it out together, and then identifies any cognates, a word 
having similar linguistic derivatives, in students’ home languages before beginning partner discussion. 
Mrs. Jimenez floats around to each partner group to ask them guiding questions as they practice 
making inferences. After partner discussions, she asks a few students to share the ideas they discussed 
with the rest of the group.

Using Verbs to Show and Tell 

Showing with doing verbs Telling with being/having and  
thinking/feeling verbs

Chato’s whiskers vibrated with pleasure. Chato was excited.

The mice froze with their belongings and began 
to shiver like leaves in the wind.

The mice thought Chato was scary.

The cats ran and cowered under the dining 
table.

The cats didn’t feel safe.

On Friday, the final day of the lesson, and in accord with the process of a gradual release, Mrs. 
Jimenez sends the group to the independent writing station to complete a related writing task in pairs. 
The first task involves completing the chart they began yesterday as a small group but now on their 
own by finding new examples of how the author uses doing verbs in the text and writing out inferences 
about how the characters feel or what they are thinking. Mrs. Jimenez intends to gather and review the 
students’ independent writing samples to monitor their understanding and application of inferencing. 
An example tool can be found here. 

When the literacy stations end, Mrs. Jimenez gathers the whole class to review key takeaways from 
their time together and to reflect on their efforts. Mrs. Jimenez reviews the objective for the day and 
has students quickly reflect on a scale from one to five about how well they met the objective, and then 
show, on their fingers, how well they think they did. Then she asks for students to turn to their elbow 
partner to provide evidence for how they know they met the objective using a sentence frame: I met 
the objective because now I know how to … She then calls on a few students to share their evidence with 
the whole class. Next, she asks students to think about and discuss whether they thought the language 
Gary Soto used in the book made the story more interesting and why or why not? Finally, after the 
discussion, she tells students to kiss their brains (kisses hand and touches brain) and thank their brains 
for doing a great job today!

https://ies.ed.gov/ncee/rel/reading-comprehension-k-3/pdf/Mod1_Using_Verbs_Success_Criteria_Tool.pdf
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Teacher Reflection and Next Steps

Recommendation 5 

•	 Establish an engaging and motivating 
context in which to teach reading 
comprehension.

•	 Strategies: Create opportunities for students 
to see themselves as successful readers; give 
students reading choices.

Recommendation 4

•	 Select texts purposefully to support 
comprehension development.

•	 Strategy: Teach reading comprehension 
with multiple genres of text.

Over the next few days her students interact with 
new narrative texts of varied genres, all of which 
were purposefully selected to be contextually 
meaningful, language rich texts, for them to 
choose from and practice. Mrs. Jimenez observes 
closely. She is interested in understanding 
how the students are applying the reading 
comprehension strategies they have learned 
to determine how to support their continued 
literacy development through strategic lesson 
planning. For now, she keeps the anchor charts 
that they created together posted and visible for 
the students to use as reference as they rotate. 
The literacy stations included activities where her 
students are tasked to either:

•	 Listen to a new story and then practice 
using key questions to monitor 
comprehension.

•	 Listen to a new story and then practice inferencing.
•	 Pretend to be language detectives and practice making inferences based on the text evidence 

provided; access your prior knowledge and make a connection to the text; search for additional 
text to support your inference.

•	 Show your process for monitoring by developing and writing locate and recall questions on a 
post-it and place it on pages where you asked yourself those questions; provide the answers or 
explain what you did to clarify and fix up misunderstandings. 

•	 Highlight several doing words from another Gary Soto book; analyze their meaning for how 
these doing verbs show what a character feels or what a character thinks.

What might it look like to collect this evidence from each literacy station? What tasks might 
require more support or planning to show evidence of learning? How could you enhance 
those stations to make that possible?
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