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Summary of how the authors taught the lessons in the article Instruction of Metacognitive Strategies Enhances Reading Comprehension and Vocabulary Achievement of Third-Grade Students. http://www.readingrockets.org/article/21160/

The technique used by the authors was to have the teacher present a series of questions about a passage the students will read in class. The students are asked to answer the questions prior to reading the passage. This technique allows the student to compare what they knew from their prior knowledge to what they learned, ie comprehended, from reading the article. The questions require students to understand the subject matter and think about the information the passage is presenting. Below is a sample question presented in the article:

"Today you will read an expository passage and learn more about elephants. Let's see what you know about elephants." Mrs. Thornton asks a series of questions: How tall are elephants? How much do they weigh? Are there different kinds of elephants? What do elephants eat? How do they use their trunks? The students jot down their answers to these questions.

The teacher then writes a word on the board that is used in the article and has the class think about its antonyms, synonyms, and how it would be used in a sentence.  The goal is for the students to really understand the meaning of the word so when they see it later they will fully understand how it is used.  

The teacher asks the students to let her know what they are thinking as they read the article. As I said earlier the students will compare their answers they made prior to reading the article to the answers supported by the information in the expository passage. To make sure the students are really comparing the before reading passage answers to the answers they find while they read the passage she asks them to ‘let her hear them thinking’. This means she wants them to say something out loud that lets her know if the answers they wrote before reading the passage are the same or different to the answers they would give after reading the article. She also asks them to let her know when the article presents something they have never seen before. This technique encourages students to want to understand the information contained in the passage. 

After reading the passage the students were asked to summarize the major ideas, supporting ideas, and the details. In order to create a summary in their own words the students had to comprehend the information contained in the passage. This final summary completes the intervention program.

Below is a sample of the intervention used. The passage referred to is the one about the elephants. (This is copied from the article.)

Mrs. Thornton writes a word on the board and says, "This is the word versatile. It comes from two Latin word parts — vert (vertere, to turn) and ile (having to do with) — and means can be turned or used in different ways." She writes the word parts and the definition on the board under the word versatile and circles the information. "What words do you know that mean the same or almost the same as versatile?" The students respond with useful, flexible, and handy. "What words mean the opposite?" The students respond with inflexible, limited, and restricted. Mrs. Thornton webs the students' responses on the board. The synonyms are webbed to the left of the definition, and the antonyms are webbed to the right.

"In the passage you will read, the word versatile is used as an adjective. An adjective describes a noun. What are nouns that could be described as versatile?" Mrs. Thornton asks. The students respond with a tool, a person, and a jacket. "What might be described as versatile in a passage about elephants?" The students respond with the elephant's trunk. "Let's use the word versatile in a sentence." The students respond, "An elephant has a versatile trunk." All the students' responses are added to the web.

"Now it is time to read the passage. As you read, think about the answers to the questions I asked you earlier. I want to hear you thinking as you read. If you were right about something, let me hear you softly say 'yes.' If you need to correct information, let me hear you softly say 'oops.' If you learn something new, let me hear you softly say 'wow' or 'aha,'" says Mrs. Thornton. (Carreker, 2004).

The students begin reading the passage silently. Their interaction with the passage becomes instantly apparent as the students' subvocalized connections, corrections, and collections fill the room.

When the students finish reading the passage, Mrs. Thornton asks them to identify the important elements of the expository passage they have just read: the main idea, the supporting ideas, and the details. She writes the elements on a graphic organizer on the overhead projector.

The students then construct a summary paragraph, with Mrs. Thornton serving as the scribe and writing the paragraph on the overhead. Mrs. Thornton reminds the students that the summary paragraph must have one quarter the number of words of the passage, so they must decide what information is the most important. When the paragraph is complete, the students read the paragraph and answer a few questions, both orally and in written form.

The reading lesson in Mrs. Thornton's class illustrates lessons that were part of a five-week intervention study. The study was designed to determine the effectiveness of systematic direct instruction of metacognitive strategies on comprehension and vocabulary development, which will be discussed in this article.

Kozloff

Five Major Reading Skills

Proficient reading consists of five major skills.  When these skills are taught in a logically progressive sequence, early skills help students to learn and use the later-taught skills—leading to accurate, rapid reading with comprehension and enjoyment.  Below are brief definitions of each of the five main skills.  Statements in italics are from the IDEA website, at http://reading.uoregon.edu/big_ideas/trial_bi_index.php
1.
Phonemic Awareness: The ability to hear and manipulate sounds in words. The three main examples are:
a.  Blend sounds into words.  rrrruuuunnn ( run
b.  Segment words into sounds.  Run ( rrruuunnn

sat = /s/a/t/ = 3  sounds 
c.   Rhyme.  can, man, fan,  rrr__
c.   Segment words by identifying the first, last, and middle (medial) sounds.  “What is the first sound in rrrruuuunnn?”
A student who can hear and manipulate the sounds (phonemes) in words, can more easily: (1) remember which sound goes with which letter; (2) sound out words [cat.  k/aaaa/t.]; (3) spell [How do you spell cat.  kaaaat . /k/ is c.  /a/ is a.  /t/ is t.” ]; and (4) detect and correct errors in reading and spelling.  See http://reading.uoregon.edu/pa/index.php for more information on phonemic awareness.

2.
Alphabetic Principle: The ability to associate sounds with letters and use these sounds to form words.   Notice that the alphabetic principle (sometimes called phonics) has two skill-parts.   
a.
The students knows letter-sound or sound-symbol relationships: that m says /m/, i says /i/, and r says /r/.  
b.
When the student sees an unfamiliar word (rim) in a story book, the student uses letter-sound knowledge to sound out or decode the word—-perhaps letter by letter and then quickly.

“The bike has a bent rrrriiiimmm….rim.”  
Using the alphabetic principle (shown above), the student knows exactly what the word says.  Read more at http://reading.uoregon.edu/au/index.php
3.  Fluency with Text: The effortless, automatic ability to read words in connected text. Fluency is reading with accuracy and speed.  Fluency is important both for enjoyment and comprehension.  If a person struggles with words (gu…qu…guil…quil…) , the person will also struggle to figure out the meaning of sentences.  In fact, dysfluent readers spend so much time and effort trying to figure out what the separate words say, they can barely pay attention to the meaning of the sentence.  “The ju..jur….jury found her gu..qu…guil…quil…”) In other words, they learn very little from reading.

To help students read connected text (e.g., story passages) accurately and quickly, it is important to:
a.  Teach students to decode separate words (regular and irregular) accurately and quickly—which means (1) using knowledge of letter-sound correspondence (not guessing); and (2) blending the sounds into words.
b.  Teach students to self-correct.
c.  Provide practice reading words enough times that it is almost automatic; 
that is, the words become “sight words.”  
d.  Provide practice reading text with which students are already accurate, 
encouraging them to read faster and faster without making errors (i.e., more words correct per minute, or wcpm).
Read more about fluency here.  http://reading.uoregon.edu/flu/
4.
Vocabulary: The ability to understand (receptive) and use (expressive) words to acquire and convey meaning.  http://reading.uoregon.edu/voc/
5.  Comprehension: The complex cognitive process involving the intentional interaction between reader and text to convey meaning. In other words, sentences don’t tell you what they mean.  You have to interact with the text—for example, asking questions, checking to see if the text gives answers, rereading, connecting one sentence with a later sentence to get the flow of the argument or the flow of events in time.  These comprehension strategies are learned best when they are taught explicitly.  
Nichols

Learning to Read and Write: A Longitudinal Study of 54 Children

 From First Through Fourth Grades (Juel)

This article summarizes the findings of a longitudinal study that investigated a series of questions that focused on the importance of gaining pre-reading skills prior to the completion of the first grade. Pre-reading skills are identified as both phonemic awareness and the ability to decode words. This longitudinal study follows 129 students (to begin with) from first grade to fourth grade. Of the 129 students, only 54 of those students made it to the end of the study (being the completion of fourth grade). The remaining 75 students that did not make it to the end of the study were either held back a grade, transferred schools, or moved. The students in this study were from a low socioeconomic status area and varied in ethnicity between “Anglo, Black, and Hispanic Americans.” 

The foundation of this longitudinal study stems from findings in the “Simple View” (literature that suggests that “reading ability is composed of two factors, decoding and comprehension”). What the author found was that those who were poor readers in the first grade, remained poor readers upon completion of the fourth grade. This was contributed to the fact that those who did not develop phonemic awareness could not decode words, and thus, had difficulty recognizing words. It is suggested in this research that these pre-reading skills must be developed early in order to establish reading ability in subsequent years. Children that were read to and developed an understanding for decontextualized language early in life could were found to more easily develop pre-reading skills. In addition to developing pre-reading skills, the frequency at which a child would read at home helped to determine whether or not that child was a good reader.

This study also examines the children’s ability to write (using the Simple View criteria) which is composed of “spelling and ideation.” According to the author, children must first develop phonemic awareness in order to be able to spell words. In addition, the more a child reads, the better able they are able to come up with tools to aid the second criteria, ideation (which is the ability to generate and order ideas). So it follows, to become a good writer, one must first be a good reader. 

This study found that if certain pre-reading skills were not developed by a child in first grade, they would continue to be poor readers in the fourth grade, and presumably in the following years. In particular, the “inability to develop decoding skills worked to keep poor readers from improving” (Juel, p. 441). Conversely, those who were good readers by the end of the first grade were also good readers by the end of the fourth grade. The success of these students is explained through their ability to develop those (pre-reading, cognitive, and comprehension) skills early in life. 

The implications from this study are that children should be introduced to reading as early as eight months old (Juel, p. 446) in the form of being read to and hearing nursery rhymes. In addition, “educators must make certain that children learn to decode in the first grade” in order to establish their reading ability. For the children who are having difficulty decoding words, it is important for teachers to motivate them to read as well as to use listening comprehension. Lastly, it is important to develop good reading skills in order to become a good writer. The more stories one reads, the more creative potential they can develop. 

Tocci  Phonics and word recognition
This article examines the content and instructional plans of phonics and word recognition to be used with children with reading disabilities. Information is provided about the content of effective word- recognition instruction. Guidelines are included based on this information as well as on 4 other aspects of reading instruction (i.e., oral language development, print awareness, reading aloud, and independent wide reading) that are central to any accessible and effective classroom program. These guidelines will assist educators in selecting programs that enable all children to be successful in learning to read.
The goals of reading instruction are many, but certainly include that children will read with confidence, that they will understand what they read, and that they will find reading a source of knowledge and pleasure. To achieve these goals with all children, an effective classroom program of beginning reading instruction must provide children with a wide variety of experiences that relate to a number of important aspects of reading.

Some of these experiences focus on meaning. For example, children take part in oral language activities that concentrate on concept and vocabulary development; children hear good stories and informational texts read aloud; they read and discuss with other children what they read, often under the guidance of their teachers.
Other experiences focus on word recognition of printed words as children engage in print awareness, letter recognition, writing, and spelling activities. Children take part in phonics lessons and word-recognition strategy instruction. They learn that the sounds in spoken words relate to the patterns of letters in written words in predictable and often generalizable ways. As they read books and other print materials, children learn to combine their knowledge of print and sounds with their knowledge of language to read with meaning and enjoyment. It is evident that no one aspect of a beginning program should monopolize instructional time.

Carn  Instruction in metacognitive strategies
Review, Critique, and Analysis of Article #16 Instruction Of Metacognitive Strategies Enhances Reading Comprehension and Vocabulary Achievement of Third-Grade Students. 

This analysis will consist of a fact or facts obtained from reading the article and then a short statement of my thought as to whether or not they are consistent with good research practices.  

I. Definition of the project and parameter/parameters being studied –

A. This article used the definition of metacognition that was offered by Kuhn (2000). This definition is “Enhancing (a) metacognitive awareness of what one believes and how one knows and (b) metastrategic control in application of the strategies that process new information”. 

Since the definition uses the word being defined in it this definition is not a good one. Also the project is studying metacognitive strategies and while I do see a list of metacognitive strategies I did not find a specific definition of each of them. Since there is not a detailed definition of each of the strategies how can the researchers study them?

II. The sample –

A. Sample size - 

The sample consisted of 119 third grade students from two schools in the southwest United States. 

Due to the small size of the sample and limited geographic area this study would be considered a pilot project.

B. Sample Selection –

The sample was selected by the school district’s research department using the criteria that the selected schools be demographically and academically equal.

Since the two schools were not selected at random I would have to ask whether or not the two schools selected are representative of the average schools in the district. The research department could have a vested interest in implementing the program that is being tested and were biased in selecting schools that they knew would have a positive result from this intervention. 

C. Control and Intervention Groups –

One of the schools in the district was selected as the control school and the other was designated the intervention school.

This is good separation of the groups and will allow for a good comparison.

III. Pre and Post test –

 A. The same Pre and Post tests were administered at both the control and intervention schools.

The article also names the three tests that the project used to measure the academic skill levels of the students. It specifics the components of each test and provides a brief description of how each component is used.

Despite all of this information I did not see any back ground study results for prior use of these tests. Since there is no information regarding prior use I do not know if these test results are valid or credible. 
IV. Conclusion –

The results of the post test compared to the results of the pre test would indicate that the intervention had a positive effect on the outcomes. However I did not see any evidence that the researchers had made any effort to identify extraneous variables that could have explained this positive outcome. I also did not see any evidence that the researchers had attempted to prove the null hypothesis.

Based on the lack of these last two items my conclusion is that the project is encouraging but inconclusive

Handline.  What works in comprehension instruction
What Works in Comprehension Instruction  http://www.readingrockets.org/article/105/

The National Reading Panel recognized three main factors of reading comprehension: vocabulary instruction, active reading, and teacher preparation to deliver strategy instruction.

Vocabulary instruction

Vocabulary is important in oral reading instruction. It is important to recognize that readers have both am oral and a print vocabulary. From these the NPR concluded that vocabulary instruction does improve comprehension and that the use of computer instruction worked better than other methods. They also recommended that vocabulary be taught through both direct and indirect instruction.

Text comprehension instruction

Comprehension is defined as "intentional thinking during which meaning is constructed through interactions between text and reader" (Harris & Hodges, 1995). Direct and explicit instruction of comprehension skills help students improve their comprehension. From these studies the NPR identified seven types of instruction when taught as a multiple strategy method. These are the seven types:

· Comprehension monitoring 
· learn reading strategies together 

· Use of graphic and semantic organizers 
· Question answering
· Question generation
· Story structure
· Summarization

Teacher preparation and comprehension strategies instruction


Implementation of this strategy is difficult because it requires skill, flexibility and insight into students. In the Direct Explanation approach the teacher explains explicitly the reasoning and mental processes involved in reading comprehension.  Transactional Strategy Instruction focuses on the teacher's explicit explanations of thinking processes and ability to lead discussions. The teachers needed instruction before they could do this well.

Hill and Frye

#12 Ten Myths about Learning to Read

1. Learning to read is a natural process.

· It has often been suggested that children will learn to read if they are simply immersed in a literacy-rich environment and allowed to develop literacy skills in their own way. 

· It should be made clear that there is a difference between learning to read text and learning to understand a spoken language. Learning to understand speech is indeed a natural process; starting before birth, children tune in to spoken language in their environment, and as soon as they are able, they actively seek out and begin to incorporate a language.
· Reading acquisition, by contrast, is not at all natural. It is useful to remind ourselves that, while the ability to understand speech evolved over many, many thousands of years, reading and writing were invented by man (about seven different times and in different cultures), and have only been around for a few thousand years.
· Reading and writing simply have not existed long enough to be described as a "natural" phenomenon. 

· According to the National Institute for Literacy and the Center for Education Statistics, over 40 million adults in this country alone are functionally illiterate, and despite our best educational efforts, approximately 40% of our fourth graders lack even the most basic reading skills
2. Children will eventually learn to read if given enough time.

· Many who claim that reading is natural also claim that children need to be given time to develop their reading skills at their own pace.
· Research has revealed an extremely dangerous phenomenon that has been dubbed the "Matthew Effect." Over time, the gap between children who have well developed literacy skills and those who do not gets wider and wider.

· At the early grades, the literacy gap is relatively easy to cross, and with diagnostic, focused instruction, effective teachers can help children with poor literacy skills to become children with rich literacy skills. However, if literacy instruction needs are not met early, then the gap widens until the gap gets so wide that bridging it requires extensive, intensive, expensive and frustrating remedial instruction.
3. Reading programs are “successful”. 

· It is extremely common for schools to buy a reading program to address their reading instruction needs, and trust that the program will solve their school's literacy issues.
· However, while reading programs can be "useful," no reading program has ever been shown to be truly "successful" — not with all children, all teachers, and all cultures. And no reading program has been shown to accelerate all children to advanced levels of performance.
· People often ask if there are reading programs that research has shown to be effective, and the answer is that there is no reading program that, by itself, will even come close to ensuring high levels of reading success for all children
· Research has repeatedly indicated that the single most important variable in any reading program is the knowledge and skill of the teacher implementing the program.
· To achieve success for all children, teachers need to become extremely sophisticated and diagnostic in their approach to reading instruction.
4. We used to do a better job of teaching children to read.

· We have, in fact, never done a better job of teaching children to read than we do today. The bad news is, we've never really done a worse job either. We are basically just as successful today as we have always been
· The National Assessment of Educational Progress (the NAEP) assessment has been given to children across the country aged nine, thirteen, and seventeen since 1970. Student performance at those three age levels has not changed substantially in over 30 years — consistently, depending on the age tested, between 24% and 39% of students have scored in the "below basic" category, and between three and seven percent have scored in the "advanced" category. Other investigations have found that literacy rates have not really changed in this country since World War II, and some studies suggest that literacy rates were actually worse before the war.
· Literacy is essentially a prerequisite for success now, and in the future, the ability to read will be an increasingly indispensable skill
5. Skilled reading involves using syntactic and semantic cues to "guess" words, and good readers make many "mistakes" as they read authentic text.

· The idea that good readers use context cues to guess words in running text comes from a method of assessment developed by Ken Goodman that he called "miscue analysis.”
· For his dissertation, Goodman examined the types of mistakes that young readers make, and drew inferences about the strategies they employ as they read. He noticed that the children in his studies very often made errors as they read, but many of these errors did not change the meaning of the text (e.g., misreading "rabbit" as "bunny"). He surmised that the reason must be that good readers depend on context to predict upcoming words in passages of text. He further suggested that for good readers, these context cues are so important that the reader only needs to occasionally "sample" from the text (i.e., look at the words on the page) to confirm the predictions. Children who struggle to sound out words, Goodman says, are over-depending on the letter / word cues, and need to learn to pay more attention to the semantic and syntactic cues.

· In fact, repeated studies have shown that only poor readers depend upon context to try to "guess" words in text — good readers depend heavily upon the visual information contained in the words themselves (i.e., the letter / word cues) to quickly and automatically identify the word. Keith Stanovich has been especially critical of the three cueing systems model because the predictions made by the model are exactly the opposite of what has been observed in research studies. 

· It is clear that good readers depend very heavily upon the visual information contained in the word for word identification (what is commonly called the graphemic information or orthographic information). The semantic and syntactic information are critical for comprehension of passages of text, but they do not play an important role in decoding or identifying words. Good readers make virtually no mistakes as they read because they have developed extremely effective and efficient word identification skills that do not depend upon semantics/context or syntax.
6. Research can be used to support whatever your beliefs are — lots of programs are "research based."
· Unfortunately, it is true that a lot of people do selectively search and sample the research literature, citing only the research that seems to support their pre-conceived notions. Often research results are skewed or biased to appear to be consistent with hypotheses proposed.
· Real research is much more rigorous. Real research requires peer review. Real research is tested and scrutinized from many angles by multiple, unrelated researchers. There is documented objectivity associated with real research, and where possible, there is replication. And even after all of that, a healthy skepticism is still adopted by the research community. Researchers know that one piece of research evidence is nothing to get excited about. Several bits of evidence might get some attention. But it is only when there is substantial convergent evidence from multiple sources supporting a theory that the research community is willing to embrace the theory. 

· It takes years to convince the research community that a theory has merit, but it takes no time at all to convince the public. People outside of the research community tend to pay attention to unexpected or unusual findings.
· All of us need to adopt a bit of healthy skepticism, and we need to demand that a substantial research base be provided as evidence to support claims. And we also need to learn to pay more attention to the research evidence and less attention to the messenger — the credentials of a researcher are important, but even researchers can editorialize and put forth unfounded opinions. Just because a well-known researcher said it, that doesn't make it so. 

7. Phoneme awareness is a consequence (not a cause) of reading acquisition.
· The evidence showing the importance of phoneme awareness to literacy acquisition is overwhelming.
· Some claim that teaching children to develop phoneme awareness is not necessary or even beneficial. They usually accept that children do develop phoneme awareness as they learn to read, but they claim that phoneme awareness is nothing more than a byproduct of reading acquisition that arises as a result of learning to read — not the other way around. Further, it is often argued that phoneme awareness instruction is "inauthentic" and "unnatural," and is therefore inappropriate.
· The research evidence, however, does not support this view. First, it is quite clear that phoneme awareness is a necessary prerequisite for developing decoding skills in an alphabetic writing system such as English. Phoneme awareness in the early grades is one of the best predictors of future reading success. All successful readers have phoneme awareness. People who do not have phoneme awareness are always poor readers, and poor readers almost never have phoneme awareness.
· However, the most compelling evidence for the importance of phoneme awareness stems from the research that has shown that when children are taught to develop phoneme awareness, they are more likely to develop good word decoding skills, and they develop those skills faster and earlier than children who are not taught to be aware of phonemes in spoken words. 

· Second, phoneme awareness instruction can be very authentic and natural. Teachers can use music, tongue twisters, poetry and games to help children develop phoneme awareness.
· Given the importance of finding developmentally appropriate ways of helping children to develop foundational reading skills as early as possible (see the Matthew Effect discussion in Myth #2), assessment of phoneme awareness should begin early, and games and lessons that help children to develop an awareness of phonemes in speech should be used to help those who need it. 

8. Some people are just genetically "dyslexic."
· It was long argued that when a disparity existed between a person's intelligence and their reading skill, the person should be described as a dyslexic. The term "dyslexic" eventually became a catch-all term used to account for people who failed to learn to read despite apparent intellectual capacity and environmental support. 

· The term simply means difficulty with words, and anybody who has not learned to read could be called dyslexic. There is nothing about that taxonomy that addresses the underlying reasons for the difficulty with words. We know that people fail to learn to read for a very wide variety of reasons, and categorizing all non-readers under the dyslexia umbrella belies the complexity of reading disorders. 

· The three reasons people have difficulty developing basic reading skills are,

· They have difficulty developing decoding skills

· they have difficulty developing language comprehension skills

· Or both

9. Short-term tutoring for struggling readers can get them caught up with their peers, and the gains will be sustained

· Pull-out programs for reading instruction are extremely common in schools. Typically in one of these programs, a highly trained teacher will pull individual students out of the classroom for short, intensive, one-on-one instruction sessions. After a few weeks of this intensive intervention, the students are exited from the program, and they resume normal classroom activities. The prevalence of these fairly expensive programs reflects an underlying belief that this sort of intervention is effective, and that the gains that children experience in these programs are sustained when they return to the normal classroom. 

· Studies of these pull-out tutoring programs have shown that children who are not thriving like their peers in the classroom continue to fail to thrive when they are placed back in that classroom full time. This suggests that there is something about the classroom environment that is not supporting and scaffolding these children as they learn to read.
· Studies have shown that the best hope for these children is to place them with a strong reading teacher full time — a teacher who has a sophisticated understanding of the process of learning to read, a tendency to use assessment data to inform individualized instruction, and a talent for engaging students in focused and interesting instructional activities.
10. If it is in the curriculum, then the children will learn it, and a balanced reading curriculum is ideal.
· Clearly, if something is not a part of the curriculum, then children are very unlikely to learn it, but just because a concept or skill is taught, there is no guarantee that every child will learn it. Standards are starting to shift from an emphasis on what is taught to an emphasis on what is learned, and curricula are starting to make the same shift. However, it is still quite common to divide a curriculum into instructional minutes and to focus more on what is taught than on what is learned.
· ." Unfortunately, the term "balanced reading" is not very clearly defined. Most teachers currently claim to employ a balanced approach to their reading instruction (according to the National Assessment of Educational Progress (NAEP)), but what a balanced approach means to one teacher may be very different from what a balanced approach means to another. Some have started substituting the term "eclectic" for "balanced" to more aptly describe their instructional strategies. The approach most commonly used is to provide instruction traditionally associated with both the Phonics and the Whole Language philosophies, and to add things like phoneme awareness that were never traditionally associated with either philosophy.
· What does have an impact on student performance has been a recurring theme throughout this essay — the quality, strength, knowledge and sophistication of the teacher is what really matters for helping children to become proficient readers. The strength of the teacher plays a very large part in determining the reading success of a student. A strong teacher can help every one of her students develop advanced reading skills.
Towne    Put Reading First

The National Reading Panel (NRP) issued a report in 2000 that responded to a

Congressional mandate to help parents, teachers, and policymakers identify key skills and methods

central to reading achievement.The Panel was charged with reviewing research in reading

instruction (focusing on the critical years of kindergarten through third grade) and identifying

methods that consistently relate to reading success.

The Panel reviewed more than 100,000 studies. Through a carefully developed screening

procedure, Panel members examined research that met several important criteria:

●the research had to address achievement of one or more skills in reading. Studies of

effective teaching were not included unless reading achievement was measured;

●the research had to be generalizable to the larger population of students.Thus, case

studies with small numbers of children were excluded from the analysis;

●the research needed to examine the effectiveness of an approach. This type of research

requires the comparison of different treatments, such as comparing the achievement of

students using guided repeated reading to another group of students not using that strategy.

This experimental research approach was necessary to understand whether changes in

achievement could be attributed to the treatment;

●the research needed to be regarded as high quality. An article or book had to have been

reviewed by other scholars from the relevant field and judged to be sound and worthy of

publication. Therefore, discussions of studies reported in meetings or conferences without a

stringent peer review process were excluded from the analysis.

It describes the findings of the National Reading

Panel Report and provides analysis and discussion in five areas of reading instruction: phonemic

awareness, phonics, fluency, vocabulary, and text comprehension

Children can show us that they have phonemic awareness in several ways, including:

● recognizing which words in a set of words begin with the same sound

(“Bell, bike, and boy all have /b/ at the beginning.”);

● isolating and saying the first or last sound in a word (“The beginning sound

of dog is /d/.”“The ending sound of sit is /t/.”);

● combining, or blending the separate sounds in a word to say the word

(“/m/, /a/, /p/— map.”);

● breaking, or segmenting a word into its separate sounds (“up—/u/, /p/.”).

One

misunderstanding is that phonemic awareness and phonics are the same thing. Another misunderstanding about phonemic awareness is that it means the same as phonological

awareness. The two names are not interchangeable

Children can show us that they have phonological awareness in several ways, including:

● identifying and making oral rhymes;

“The pig has a (wig).”

“Pat the (cat).”

“The sun is (fun).”

● identifying and working with syllables in spoken words;

“I can clap the parts in my name:An-drew.”

● identifying and working with onsets and rimes in spoken syllables or

one-syllable words;

“The first part of sip is s-.”

“The last part of win is –in.”

● identifying and working with individual phonemes in spoken words.

“The first sound in sun is /s/.”

You do not need to devote a lot of class time to phonemic awareness instruction. Over the school

year, your entire phonemic awareness program should take no more than 20 hours.

The best approach is to assess students’ phonemic awareness before you begin instruction.

Assessment will let you know which students do and do not need the instruction, which students

should be taught the easier types of phoneme manipulation (such as identifying initial sounds in

words), and which should receive instruction in more advanced types (such as segmenting, blending, deletion/addition, and substitution).

Phonics instruction teaches children the relationships between the letters (graphemes)

of written language and the individual sounds (phonemes) of spoken language. It

teaches children to use these relationships to read and write words. Teachers of

reading and publishers of programs of beginning reading instruction sometimes use

different labels to describe these relationships, including the following:

● graphophonemic relationships

● letter-sound associations

● letter-sound correspondences

● sound-symbol correspondences

● sound-spellings

Key findings from the scientific research on phonics instruction include the following conclusions of

particular interest and value to classroom teachers:

Systematic and explicit phonics instruction is more effective than

non-systematic or no phonics instruction.

Systematic and explicit phonics instruction makes a bigger contribution to children’s growth in

reading than instruction that provides non-systematic or no phonics instruction.

Both kindergarten and first-grade children who receive systematic phonics instruction are better

at reading and spelling words than kindergarten and first-grade children who do not receive

systematic instruction. Systematic phonics instruction results in better growth in children’s ability to comprehend what they read than non-systematic or no phonics instruction.

A program of systematic phonics instruction clearly identifies a carefully selected and useful set of

letter-sound relationships and then organizes the introduction of these relationships into a logical

instructional sequence. The instructional sequence may include the relationships between the sounds associated with single letters (for example, the sound /m/ with the letter m), as well as with larger units of written language (for example, letter combinations such as th or ing or spelling patterns such as ea or ie). Furthermore, a systematic program of instruction provides children with ample opportunities to practice the relationships they are learning.

Approximately two years of phonics instruction is sufficient for most students. If phonics

instruction begins early in kindergarten, it should be completed by the end of first grade. If phonics instruction begins early in first grade, it should be completed by the end of second grade.

Fluency is the ability to read a text accurately and quickly. When fluent readers read silently, they recognize words automatically. They group words quickly to help them gain meaning from what they read. Fluent readers read aloud effortlessly and with expression. Their reading sounds natural, as if they are speaking. Readers who have not yet developed fluency read slowly, word by word.Their oral reading is choppy and plodding. Fluency develops gradually over considerable time and through substantial practice.

Fluency is not a stage of development at which readers can read all words quickly and easily. 

Fluency changes, depending on what readers are reading, their familiarity with the words, and the

amount of their practice with reading text

A recent large-scale study by the National Assessment of Educational Progress (NAEP) found that 44% of a representative sample of the nation’s fourth graders were low in fluency.The study also found a close relationship between fluency and reading comprehension. Students who scored lower on measures of fluency also scored lower on measures of comprehension, suggesting that fluency is a neglected reading skill in many American classrooms, affecting many students’ reading

comprehension.

Researchers have investigated two major instructional approaches related to fluency. In the first

approach, repeated and monitored oral reading (commonly called “repeated reading”), students read

passages aloud several times and receive guidance and feedback from the teacher. In the second

approach, independent silent reading, students are encouraged to read extensively on their own.

Key findings from the scientific research on fluency instruction include the following conclusions

about these two approaches that are of particular interest and value to classroom teachers.

No research evidence is available currently to confirm that instructional time spent on silent, independent reading with minimal guidance and feedback improves reading fluency and overall reading achievement.

1 Select two or three brief passages from a grade level basal text or other grade-level material

(regardless of students’ instructional levels).

2. Have individual students read each passage aloud for exactly one minute.

3. Count the total number of words the student read for each passage. Compute the average number of words read per minute.

4. Count the number of errors the student made on each passage. Compute the average number of errors per minute.

5. Subtract the average number of errors read per minute from the average total number of words read per minute. The result is the average number of words correct per minute (WCPM).

6. Repeat the procedure several times during the year. Graphing students’ WCPM throughout the year easily captures their reading growth.

7. Compare the results with published norms or standards to determine whether students are making suitable progress in

their fluency. For example, according to one published norm, students should be reading approximately 60 words per minute correctly by the end of first grade, 90–100 words per minute correctly by the end of second grade, and  approximately 114 words per minute correctly by the end of third grade.

You should formally and informally assess fluency regularly to ensure that your students are making

appropriate progress. The most informal assessment is simply listening to students read aloud and

making a judgment about their progress in fluency. You should, however, also include more formal

measures of fluency.

Vocabulary refers to the words we must know to communicate effectively. In general, vocabulary can be described as oral vocabulary or reading vocabulary. Oral vocabulary refers to words that we use in speaking or recognize in listening. Reading vocabulary refers to words we recognize or use in print.

Researchers often refer to four types of vocabulary

listening vocabulary—the words we need to know to understand what we hear.

speaking vocabulary—the words we use when we speak.

reading vocabulary—the words we need to know to understand what we read.

writing vocabulary—the words we use in writing. 

The scientific research on vocabulary instruction reveals that (1) most vocabulary is learned indirectly, and (2) some vocabulary must be taught directly. The following conclusions about

indirect vocabulary learning and direct vocabulary instruction are of particular interest and value

to classroom teachers:

 -Children learn the meanings of most words indirectly,

through everyday experiences with oral and written language.

 -Although a great deal of vocabulary is learned indirectly,

some vocabulary should be taught directly.

Comprehension is the reason for reading. If readers can read the words but do not understand what they are reading, they are not really reading. As they read, good readers are both purposeful and active.

Good readers are purposeful. Good readers have a purpose for reading. They may read to find out how to use a food processor, read a guidebook to gather information about national parks, read a textbook to satisfy the requirements of a course, read a magazine for entertainment, or read a classic novel to experience the pleasures of great literature. 

Good readers are active. Good readers think actively as they read. To make sense of what they read, good readers engage in a complicated process. Using their experiences and knowledge of the world, their knowledge of vocabulary and language structure, and their knowledge of reading strategies (or plans), good readers make sense of the text and know how to get the most out of it. They know when they have problems with understanding and how to resolve these problems as they occur.

Mc Donald.  Putting the Pieces of the Puzzle Together

INTRODUCTION

Expanded learning time policies that implement systematic vocabulary instruction can be especially beneficial for struggling readers and writers. Vocabulary knowledge has been identified as the most important indicator of oral language proficiency, which is particularly important for the comprehension of both spoken and written language.  Moreover, general vocabulary knowledge is the single best predictor of reading comprehension. The interdependence of word knowledge and reading comprehension increases as students advance through school.

Unfortunately, many low-income children and English language learners have limited word knowledge, which negatively affects their reading comprehension in the upper elementary and middle school grades.  As early as the first grade, children from higher income families know at least twice as many words as children from less affluent families.4

For English language learners in particular, the traditional school schedule often fails to provide enough opportunities for them to catch up.

So how can policymakers and practitioners address disparities in vocabulary and spoken language based on children’s family income and English-language proficiency?

(1) Schools should consider using systematic vocabulary instruction throughout the school day and during expanded learning time.

Explicit vocabulary instruction rarely occurs in schools.

Our primary recommendation is for educators and educational leadership to provide school-wide systematic vocabulary instruction for low-income children and English language learners.

(2) To implement systematic vocabulary instruction, educators need to accomplish three goals: sustain a school-wide vocabulary program, assess student knowledge, and help teachers target the right words during instruction.

(3) Expanded learning time policies may enhance systematic vocabulary instruction’s effectiveness for low-income children and English language learners.11
Embedding systematic vocabulary and literacy instruction in high-poverty schools that expand learning time holds significant promise for closing literacy gaps.  Although there are few studies that specifically examine the effects of systematic vocabulary instruction within an expanded learning time policy, research suggests that such an approach would accelerate the vocabulary and comprehension gains of struggling readers.  Recent evaluations of systematic vocabulary instruction during the regular school day have produced positive impacts on children’s vocabulary, comprehension, and writing skills. It is therefore reasonable for us to assume that implementing systematic vocabulary instruction in an expanded learning time curriculum would have equally positive effects on student outcomes.  Evidence from a rigorous experimental study is needed to determine whether the combination of systematic vocabulary instruction and expanded learning time could help close and eliminate literacy gaps.

PART I

In the upper elementary and middle grades, many low-income children and English language learners lack the literacy skills to succeed in school and to read grade-level texts.

A 2007 report from the National Center for Education Statistics, or NCES, found that 70 percent of English language learners, or ELLs, in fourth and eighth grade scored below basic in their reading ability as measured by the National Assessment of Educational Progress, or NAEP.

In both grades, middle-income children (i.e., not eligible for free lunch) scored nearly three-fourths of a standard deviation higher than low-income children. In addition, English-proficient children also scored a full standard deviation higher than English language learners. These gaps imply that on average, low-income children and English –language learners scored in the bottom quartile on the Grade 4 and 8 NAEP reading tests.

Young children from different socioeconomic groups come to school with dramatically different listening vocabularies: Low-income children enter kindergarten with 3,000 words, while children from middle-class families may enter with a vocabulary of 20,000 words.  Comparisons across socioeconomic groups show that less-educated parents tend to talk less and use a less-varied vocabulary with their children.

By age 3, the recorded vocabulary size of children from professional families (average 1,116 words) is substantially larger than for children from working-class (average 749 words) and welfare families (average 525). On average, children from professional families also hear more new words per hour than children from less-advantaged families.

Children in professional families have heard almost as many words by age 1 (11.2 million) as children in welfare families have heard by age 4 (13 million).

English language learners are “school dependent” for English language development, and so the quantity and quality of exposure to rich and abundant language in school is absolutely essential.

One longitudinal study showed that oral language skills developed by children at the age of 4. It predicted their word reading in the first grade as well as reading comprehension in the third grade. This “fourth-grade slump” appears to occur for low-income children because they are unfamiliar with the linguistic and cognitive demands of texts, which grow after the third grade. After that point language increasingly becomes more decontextualized, abstract, technical, and literary as children progress through school.

DEFINITION:

Oral language is vocabulary knowledge (knowing a lot of important words), but it also involves familiarity with the kind of syntax found in texts (which children get from being read to), deep word knowledge of how words can have multiple meanings (the word “draft” is a good example), and familiarity with the different kinds of narrative discourse processes (how information is set up and organized, which is different for literature than for science).

Results from the national Reading First Impact Study underscore the need for more direct and explicit vocabulary instruction.  Although the Reading First legislation encouraged schools to implement scientifically based reading instruction in phonemic awareness, phonics, fluency, vocabulary, and comprehension, the national evaluation of Reading First indicated that teachers spent more time on phonics and comprehension than on vocabulary instruction in both first and second grade.

Case in point: One study showed that explicit instruction of vocabulary in the third, fourth, and fifth grades occurred on average for 1.67 minutes a day, or about 100 seconds of vocabulary instruction.

Providing more time and opportunities for less-advantaged students to read or be read to (especially for English language learners) during the school day and as an integral part of ELT would be a critical support for increasing language and literacy across the grade levels.

It appears that the transition from “learning to read to reading to learn” is more difficult for children who are unfamiliar with the language of later-grade texts, which is increasingly abstract and offers little in the way of contextual support. In The Reading Crisis: Why Poor Children Fall Behind, Jeanne Chall, Vicki Jacobs, and Luke Baldwin found that low-income children fell behind most rapidly on tests of word meaning (i.e., vocabulary).

In Chall’s study, low-income children were scoring at or above national norms on third grade tests. In other words, the children were reading at grade level on measures of word reading, oral reading, silent reading comprehension, and word meaning. However, by the end of fifth grade, these children were already a grade level behind in word meaning (GE = 4.8). And by seventh grade, the mean score on word knowledge was 5.0 GEs and nearly three grade equivalents below the national norm of 7.9 GEs.

PART II

Systematic vocabulary instruction delivered by elementary teachers and by science, social studies, and math teachers in the middle grades can help accelerate the acquisition of new words.

Vocabulary instruction is typically restricted to English language arts, or ELA, classroom teachers, who are chiefly responsible for implementing vocabulary programs.

In short, a school-wide plan for vocabulary instruction is more effective than one restricted to English language arts classrooms.

The vocabulary gap that exists between low- and high-achieving students can be narrowed by selecting words for instruction—and assessments—in a more targeted and purposeful manner. These include choosing: (a) words that are unknown to students; (b) words that are related thematically; (c) morphological families; and (d) words that appear in a variety of different and rich textual contexts.

It is difficult to measure children’s word knowledge because vocabulary assessments in the upper grades tend to be disconnected from the actual curriculum and content area texts children are supposed to master. In short, diagnostic measures of children’s vocabulary are a prerequisite for effective instruction.

Word study should be an integral part of the school’s curricular goals.

Additionally, target words should be embedded in classroom discussion and activities that cross the reading, speaking, listening, and writing domains. These words frequently appear across content area texts (words such as “deny,” “refer,” “represent,” and “analyze”) and their various meanings are highlighted by teachers across subject matter.

All-purpose academic words that are crucial for understanding texts, regardless of content area (words such as “infer,” “deny,” “justify,” “analyze,” and “interpret”). They are high-leverage words that are used to express thinking, classifying, and expressing relationships but are often overlooked instructionally, as they are thought to be learned incidentally.

PART III

Both systematic vocabulary instruction and expanded learning time include (1) schools as the focus of reform, (2) a redesigned curriculum to add learning time, (3) expanded learning time for all students, (4) targeting of low-income schools, and (5) a focus on a school-wide effort to improve core academics, enrichment, and professional development.

ELT policies should significantly expand learning time by approximately 30 percent, which translates into two hours per day or 360 hours per year. To date, there is no study that evaluates the effects of systematic vocabulary instruction in an expanded learning time policy.

In response, Word Generation was designed to meet goals at three levels:

· At the student level, the program would build knowledge of high-frequency academic words, skills at spoken and written academic discourse, and world knowledge.

•  At the teacher level, the program would help promote regular use of effective strategies usable in everyday instruction.

•  At the school level, the program would help faculty collaborate across grades and across content areas. This particular feature of school-wide implementation (or at the very least a grade level) is crucial, as it depends on the participation of teachers in different content areas to display different contexts for use and multiple exposures to the target words. This requires groups of teachers who may not frequently have the opportunity to discuss instruction to work together and to hold each other accountable for the work of supporting students’ vocabulary and literacy development.

Word Generation was piloted in two Boston middle schools during the 2006-07 academic year, and it then expanded to include four new schools in 2007-08. Now in its third year, 2008-09, Word Generation is being implemented in eight Boston Public Schools as well as in several other Massachusetts districts and individual schools in other states.

In its second year, an evaluation of Word Generation by researchers at the Harvard Graduate School of Education showed significantly greater growth on a curriculum-specific test among sixth- through eighth-grade students in the six schools implementing the program than in comparison schools. Students who came from language-minority families in the treatment schools displayed greater growth than the English-proficient students.

This study looked at the performance of students in five schools implementing the Word Generation program and compared them to the performance of students in three schools within the same system that did not choose to implement the program.

The comparison schools were performing better than the treatment schools at the start of the study, and that impression was confirmed by differences in performance on the curriculum-specific pretest.

The goal of Project Excel was to expand learning time for the 20 lowest-performing elementary schools, which served a high concentration of mobile students, low-income students, and English language learners. Unlike the Word Generation intervention, Project Excel focused more broadly on increasing instructional time across content areas.

20 Excel schools were matched to 20 control schools on the basis of the School Accountability Index, or SAI, score in 2000-01. Although the percentage of English language learners was similar in Excel schools (36 percent) and control schools (34 percent), Excel schools had a larger percentage of low-income students (48 percent) than control schools (28 percent).

On the SOL Grade 3 tests between Excel and control schools closed by two points in 2003—the final year of the evaluation. On the Grade 5 SOL English tests, the gap between Excel and control schools closed by 10 points.

PART IV

Ultimately, evidence from a rigorous experimental study is needed to determine whether the combination of systematic vocabulary instruction and expanded learning time could help close and eliminate literacy gaps.

Brennan   Reading IS Rocket Science

*Reading is the fundamental skill upon which all formal education depends. Research now shows that a child who doesn’t learn the reading basics early is unlikely to learn them at all. Any child who doesn’t learn to read early and well will not easily master other skills and knowledge, and is unlikely to ever flourish in school or in life.

*Low reading achievement, more than any other factor, is the root cause of chronically low-performing schools, which harm students and contribute to the loss of public confidence in our school system.

*Yet, in spite of all our knowledge, statistics reveal an alarming prevalence of struggling and poor readers that is not limited to any one segment of society: 

- About 20 percent of elementary students nationwide have significant problems learning to read.

- At least 20 percent of elementary students do not read fluently enough to enjoy or engage in independent reading.

- The rate of reading failure for African-American, Hispanic, limited-English speakers and poor children ranges from 60 percent to 70 percent.

-One-third of poor readers nationwide are from college-educated families.

- Twenty-five percent of adults in this country lack the basic literacy skills required in a typical job.

*Learning to read is not natural or easy for most children. Reading is an acquired skill.

*Contrary to the popular theory that learning to read is natural and easy, learning to read is a complex linguistic achievement.

*Professional preparation programs have a responsibility to teach a defined body of knowledge,

skills, and abilities that are based on the best research in the field.

*Teachers must understand the basic psychological processes in reading, how children develop reading skill, how good readers differ from poor readers, how the English language is structured

in spoken and written form, and the validated principles of effective reading instruction. The ability to design and deliver lessons to academically diverse learners, to select validated instructional methods and materials, and use assessments to tailor instruction are all central to effective teaching.

*Teaching strategies are active, exploratory, and engaging. They also balance language skill instruction with its application to purposeful daily writing and reading, no matter what the skill level of the learner.

*At every level, teachers need to connect the teaching of skills with the joy of reading and writing, using read-alouds and the motivating activities popularized by the whole-language

movement.

*If research guides their profession, teachers will be in a better position to countermand the  proliferation of appealing but unsupported ideas that have been harmful influences for more than a decade.

*Just about all children can be taught to read and deserve no less from their teachers. Teachers, in turn, deserve no less than the knowledge, skills, and supported practice that will enable their teaching to succeed. There is no more important challenge for education to undertake.

Kozloff.       Stanovich  Matthew effects

Evidence is mounting that the primary specific

mechanism that enables early reading success

is phonological awareness: conscious

access to the phonemic level of the speech

stream and some ability to cognitively manipulate

representations at this level. 362

phonological awareness tasks often correlate

more highly with early reading acquisition

than do omnibus measures such as general intelligence

tests or reading readiness tests  363

The essential properties of

the model being outlined here are dependent

only on the fact that a causal link running from

phonological awareness to reading acquisition

has been established, independent of the status

of the opposite causal link.  363 

A beginning reader must at

some point discover the alphabetic principle:

that units of print map onto units of sound (see

Perfetti, 1984). This principle may be induced;

it may be acquired through direct instruction; it

may be acquired along with or after the buildup

of a visually-based sight vocabulary-but it

must be acquired if a child is to progress successfully

in reading. Children must be able to

decode independentlyt he manyu nknownw ords

that will be encountered in the early stages of

reading. By acquiring some knowledge of spelling-

to-sound mappings, the child will gain the

reading independence that eventually leads to

the levels of practice that are prerequisites to

fluent reading. The research cited above appears

to indicate that some minimal level of explicit

phonemic awareness is required for the

acquisition of the spelling-to-sound knowledge

that supports independent decoding. 363

It is apparently important that the prerequisite

phonological awareness and skill at spelling-

to-sound mapping be in place early in the child's development, because their absence can

initiate a causal chain of escalating negative side

effects.  364

extremely large differences in reading

practice begin to emerge as early as the middle

of the first-grade year. In October, the children

in the three most able groups in his sample read

a mean of 12.2 words per child per reading session,

the children in three average ability

groups read 11.9 words per child per reading

session, and the children in the two least able

groups were not reading. By January, the mean

for the most able groups was 51.9, for the average

ability groups, 25.8, and for the least able

groups, 11.5. In April the respective means

were 81.4, 72.3, and 31.6. This of course says

nothing about differences in home reading,

which would probably be at least as large.

Thus, soon after experiencing greater difficulty

in breaking the spelling-to-sound code, poorer

readers begin…  364

The combination of

lack of practice, deficient decoding skills, and

difficult materials results in unrewarding early

reading experiences that lead to less involvement

in reading-relateda ctivities. Lack of exposure

and practice on the part of the less skilled

reader delays the development of automaticity

and speed at the word-recognition level. Slow,

capacity-draining word-recognition processes

require cognitive resources that should be allocated

to higher-level processes of text integration

and comprehension (LaBerge & Samuels,

1974; Perfetti, 1985; Stanovich, 1980). Thus,

reading for meaning is hindered, unrewarding

reading experiences multiply, and practice is

avoided or merely tolerated without real cognitive

involvement.  364

In short, many things that facilitate

further growth in reading comprehension

ability-general knowledge, vocabulary, syntactic

knowledge-are developed by reading itself. 364

Stanovich presents a longitudinal model of increasing reading difficulties.

Weak phonemic awareness ( weak decoding skills  (child struggles to figure out what word say) ( excessive energy and time spent decoding ( weak comprehensive ( less reading ( less development of vocabulary, general knowledge, and syntactical structures (e.g., arguments, lists, facts).

Beginning weaknesses are seen in first grade.

Implication:  assess and strengthen phonemic awareness and decoding early.

Nichols.  Matthew effect  Stanovich

THE MATTHEW EFFECT (STANOVICH)
The “Matthew effect” attempts to explain the phenomenon of how those who become good readers progressively become better readers over time while those who are not good readers are unlikely to develop into good readers if certain skills are not obtained early in life. In other words this is the “rich get richer” approach to reading. This idea comes from the Gospel according to Matthew: “For unto every one that hath shall be given, and he shall have abundance: but from him that hath not shall be taken away even that which he hath” (XXV: 29). 

Stanovich argues that those who successfully obtain the skills that assist in the development of becoming a good reader at an early age are more likely to build on these skills while those who do not develop these skills will either develop a reading disability or become a poor reader due to what could be considered a building block approach. Those who obtain the aforementioned skills will receive favorable attention which will boost their self-esteem. Furthermore, they will continue reading more which will help them develop a larger vocabulary and become better able to gain meaning from context, while simultaneously increasing fluency. Meanwhile, the opposite occurs for those who are considered poor readers and as a result they have little interest in becoming better readers in the future. 

This article promotes the reality that there are many contributing factors that lead to someone becoming a good or poor reader. These factors are the reader’s ability to understand and gain; phonological awareness, phonemic awareness, nonverbal intelligence, vocabulary, listening comprehension, context use for word recognition, and decoding words.  While these factors help to explain some of the differences between good and poor readers, it is impossible to assume that any single factor could provide the key to understanding a reading disability entirely. This article also hints to the fact that individual differences in reading achievement can have a multitude of both internal and external influences that impact the student’s reading capacity. It is a collection of a variety of factors that help to determine the individual differences among readers. For example, if a child learning to read does not successfully obtain phonemic awareness, learning to decode a word will be difficult, which in turn would hinder the student’s reading fluency. This article also highlights existence of causal relationships that attempt to explain the Matthew effect. A causal relationship may explain how someone who has yet to develop phonological awareness will have difficulty with reading acquisition.Even when causal relationships are identified, one must determine which way the causal arrow points. For example, in this article, the author points out that there is a causal relationship between eye movement and reading fluency. It was realized that those with slower eye movement tended to be poorer readers, thus it was perceived that if one wanted to increase fluency, they need to increase eye movement speed. After further investigation, it became clear that those who were better readers had quicker eye movement due to the fact that what they were reading was easier to comprehend, thus, they were able to read quicker (naturally meaning that they would have quicker eye movement). In contrast, those who were not fluent readers had slower eye movement. 

The major purpose of this article is to raise questions that help us understand what separates good and bad readers, while suggesting that there are a number of “causal mechanisms” that help to explain the divide. The author suggests, however, that there are fewer “causal mechanisms” that determine reading ability due to the fact that some of the cognitive processes that are present in good readers are a result of their own reading achievement (Stanovich, p. 395). The implication of this is that the relationship between what is thought to determine reading ability could simply be the effects of reading achievement. Ultimately, it is the complexity such “reciprocal relationships” that help to explain the individual differences in reading ability and achievement.

Kozloff.  Vaughn  Synthesis of Reading Interventions and Effects on Reading Outcomes for Older Struggling Readers
This paper reports a synthesis of intervention studies conducted between 1994 and  2004 with older students (grades 6-12) with reading difficulties.  Interventions addressing decoding, fluency, vocabulary and comprehension were included if they measured the effects on reading comprehension.  Twenty-nine studies were located and synthesized. Thirteen studies met criteria for a meta-analysis yielding ES=.89 for the weighted average of the difference in comprehension outcomes between treatment and comparison students. Word-level interventions were associated with ES=.49 in comprehension outcomes between treatment and comparison students. Implications for comprehension instruction for older struggling readers is described.   P 1

PROBLEM      Recently, a report on adolescent literacy indicated that as many as 70% of secondary students require some form of reading remediation (Biancarosa & Snow, 2004).   P 17

Our educational system expects that secondary students are able to decode fluently and comprehend material with challenging content (Alvermann, 2002).  Some struggling secondary readers, however, lack sufficient advanced decoding, fluency, vocabulary, and comprehension skills to master the complex content (Kamil, 2003).   P2

The ultimate goal of reading instruction at the secondary level is comprehension—gaining meaning from text. A number of factors contribute to students not being able to comprehend text. Comprehension can break down when students have problems with one or more of the following: (a) decoding words, including structural analysis, (b) reading text with adequate speed and accuracy (fluency), (c) understanding the meanings of words, (d) relating content to prior knowledge, (e) applying comprehension strategies, and (f) monitoring understanding (Carlisle & Rice, 2002; National Institute for Literacy, 2001; RAND Reading Study Group, 2002).   P 3

(  Consistent with findings of Stanovich.

Results from the meta-analysis indicate that students with reading difficulties and disabilities can improve their comprehension when provided with a targeted reading intervention in comprehension, multiple reading components or, to a lesser extent, word reading strategies.   P 13

Findings also suggest there may be a diminishing relationship between accuracy (e.g., word recognition and fluent reading) and comprehension with secondary students. When students reach the upper elementary grades other factors such as background knowledge, word knowledge and use of strategies contribute to comprehension (Kintsch & Kintsch, 2004).  The large effects of interventions that developed students’ strategy knowledge and use and the relatively lower effects of other types of interventions on comprehension support these previous findings. Thus, for students who lack word reading skills, it is necessary to build these word-level skills while teaching comprehension so that access to increasingly difficult levels of print is available to them. P 14

that older struggling readers benefit from explicit comprehension strategy instruction—that is, modeling and thinking aloud how to self-question and reflect during and after reading and engaging students to become actively involved in monitoring their understanding and processing text meaning.  Pp 14-15

Though the number of expository text studies was few in this synthesis, overall narrative text was associated with higher effect sizes from comprehension interventions than expository text.  Thus comprehension practices developed to address narrative text comprehension may benefit narrative text comprehension and have a lower impact on reading expository text – at least for older struggling readers. It may also be that older struggling readers display reading difficulties that are more recalcitrant and require more intensive interventions (e.g., longer duration, more targeted) to achieve similar results. P 15

Second, the use of researcher-developed measures (or nonstandardized measures) was associated with higher effect sizes than standardized measures.  P 16

Summary and implications.
1.  To increase comprehension, teach comprehension strategies (read aloud, ask questions).

2. Teaching decoding alone has less effect on comprehension than teaching comprehension.

3. However, if students have difficulty at the word level, teach both decoding and comprehension.

4. Comprehension instruction has a greater effect on narrative than on expository text. Therefore, teach expository effect first?
5. Teacher-made assessment of comprehension may reveal changes better than standardized measures (??)
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