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INTRODUCTION

~ A Call for Effective Adolescent Literacy Practices

skills necessary to read new or unusual words or to figure out their meanings.
Most fail to understand much of what they read. Older students who are
tackling complex informational text face serious and growing challenges. Even
in our modern, multimedia world, NjeSgEgntentsal "’kn‘@“-l dge (science, social
studies, history) affs [GRZ5N: ,.based TEsources?
(Biancarosa & Snow, 2004, Perfet‘u, Landl, & Oakhlll, 2005). The ultimate goal of
reading is understanding and learning from print; thus, reading programs must
support students in reaching this goal. In addition, middle and high schools are
challenged to create classroom environments that support student interest and
motivation to engage in school-based reading tasks.

In the last decade, much attention has been given to preventing early
reading difficulties (e.g., National Reading Panel [NRPI, 2000), while the
reading difficulties experienced by older students have been less of a priority
(Biancarosa & Snow, 2004). This is starting to change as adolescent reading
instruction becomes an increasingly “hot topic” in education (see Cassidy
& Cassidy, 2007). Already, a body of research-based practices is emerging
and program developers are focusing more on the instructional needs of
older students. Research-based materials and professional development
opportunities are increasingly available to teachers and other instructional
personnel working with struggling readers in secondary schools and
classrooms. Although preliminary and not widely disseminated, these efforts
represent a promising start.

The purpose of this practice brief is to provide schools dlstrlots and states
with background knowledge about best practices for older students who
struggle to read. It focuses on the reading skills that adolescents need to more
fully access content-area curricula and, in turn, secure a productive future. We
defineradolescent readingrasToccurring:between; fourthrandz12th:grades and-as

Rt S A LR M EAZ S

separate from. early. reading-in kindergarten threughthifd -grades.




Several documents inform the content of this brief, among them Reading
Interventions for Adolescent Struggling Readers: A Meta-Analysis with
Implications for Practice (Scammanca et al., 2007) and Academic Literacy
Instruction for Adolescents: A Guidance Document from the Center on
Instruction (Torgesen et al., 2007).

“Our intention is to provide a comprehensive overview of the current’
knowledge on best practices for teaching older students with reading
difficulties. For details on the research that supports each recommended
practice, please see Interventions for Adolescent Struggling Readers:

A Meta-Analysis with Implications for Practice, available online at
http://www.centeroninstruction.org/files/COl%ZOStruggling%20R‘eaders.pdf.

A Brief Background in Essential Components of Reading

According to the National Reading Panel report (NRP, 2000) &hé

o PRBhBHIEawAaTeness. 2 an auditory process that involves hearing sounds

that make up words. Skills in this area include rhyming, blending sounds
together to make words, and segmenting words into separate sounds.

* (PHBRIES= recognizing that sounds link to letters and that those letters are
combined to make words. To read and spell words, readers use their
knowledge of the alphabetic principle to identify patterns of letters that "
represent specific sounds.

o FlEeneyZréading effortlessly and automatically, recognizing individual
words “by sight.” Fluent reading sounds natural, as if the reader is
speaking casually.

* Vegapulafy=-understanding and using words in listening, speaking,
reading, and writing. '

o

» Comprefignsion=the purpose of reading. Involves complex cognitive

i

processes that enable the reader to gain meaning from text and repair
misunderstandings when they occur.
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The Focus of Reading Instruction for Adolescent Readers

Instructional recommendations for dlderreaders-differ only slightly from those
for younger readers. Theye

grorganized-into-five-general-areastyy

'rg;advancedeord studyzor-decodingrmdl multl,ynlLabmw words}”
bette i ~theﬂmore -foundationaktreadingskills 7
(such as 'deéodi'ng s ng —syllable , words) whloh many older readers have
accomplished. Of course, we recognize that older readers possess a range of
knowledge and skills, and there may be older readers who would profit from
instruction in the more foundational skills.

Because of the increased challenge of motivating older students and the
positive reading outcomes associated with attending to student motivation to
read, a section on motivation is also included.

Each section of this document describes the reading component,
characteristics of successful and struggling readers, and features of

effective instruction.

For Further Study

We are limited in the information we can include in this overview. In most

cases, sch“@'o‘lswnl megditeipreviderfurthier professmnah developmentiﬂ

reeommended:»The Spring 20108 professmnal development module created in
conjunction with the meta-analysis and this practice brief is another resource.

Furthermore, this report offers only limited information on assessment, an
essential component of effective literacy instruction. One place to look for more
information on assessment is the National Center on Student Progress
Monitoring,' www.studentprogress.org.




Finally, because this document presents only an overview of effective
reading practices for adolescent readers, it does not include technical
information about the studies from which the information is drawn. Refer to
- the earlier-mentioned Reading Interventions for Adolescent Struggling Readers:
A Meta-Analysis with Implications for Practice (Scammacca et al., 2007) and
Academic Literacy Instruction for Adolescents: A Guidance Document from the
Center on Instruction (Torgesen et al., 2007) for details of specific research
studies in reading.




WORD STUDY

REd a‘dlnq word’s"mvolve‘s"ph*‘on‘ol'ogi-cal-ipregwe’,ss;i_m'g

.....

T;fv" f;The Challenge

AR AT

Words (knowrng that the sequence of speech

patterns maps to the sequence of letter patterns

in prlnt see Ehri & McCormick, 1998).
uctionalpractices-that: foou3*on readrng at’

study sles help students read words more
effectively and efficiently, these skills uniquely
contribute to reading comprehension (Nagy,
Berninger, & Abbott, 2006; Scammacca et al.,

erstructuraly

”te”'me nmgful parts

For younger at—nsk and strugglrng readers, recommended. instructional
practice includes explicit instruction and practice in word study. Does this
recommendation hold for older struggling readers? Louisa Moats (2001)
suggests that the choice of reading interventions depends on a student’s
instructional need and what is likely to work best, not on chronological age or
grade level. REgearciidgmonstrates:that’cldérstudents:who: striggle-withe
readingratthe; 5 wWord:level-benefit:-from-i instructionzin-word:study-(Edmonds et
al., in press; Scammacca et al., 2007). A student who has difficulty decoding
words should receive instruction in word study whether he is in first grade,
fourth grade, or 12th grade. The instructional materials used may vary
depending on age and grade level, but the learning objectives remain the
same. Students who decode accurately but slowly may benefit more from

interventions that focus on fluency, comprehension, and vocabulary.

[ASTE 'E“tib"n"’in'"a"d\*/a‘n" ord- study—teaches~students*to be-flemble"'deoodersw




What Do Successful Readers Do?

fStigcessul Teadars ko ST AR AIGTaT patterns are-associated With
£5BUnas.and that these souRUS BIEHATT0 Make the words that we read. They are

able to use this knowledge to decode unknown or difficult words while they are
reading. As-they read, feadersproficient-inrword Stugy 850 employ structural

« ReaALSYIEbIc:Words and use « Mgy FEaeTBInGIEsvIasIE Words 7
strategies to figure out unknown words. effortlessly but have d
« \IERE EOARBCHoNS batwaen letter UL

patterns and sounds and use this
understanding to read words.

* BféaKIRknown wWords:into:syllables— * HayexdifficultyrbreakingnorassAte
during reading. ‘ syllables=>
" Us * OQftenrdornotuseswordzanalysiser

difficult G-W
partsisuch as inflectional endings,
prefixes, suffixes, and roots.

; Adapted from Bhattacharya & Ehﬁ, 2004; Nagy, Berninger, & Abbott, 2006.

Instructional Practices Associated with
Improved Word Reading

While many struggling readers at the secondary level are proficient at reading
single-syllable words (stint, core, plan) they may lack strategies to decode the
multisyllabic words that are common in higher-level reading materials (Archer,
Gleason, & Vachon, 2003). Often termed adVane diword:study, e entionsTiny
this area generally-include instruction:in-word-recognition and-wordanalysis: —
(Curtis, 2004).




Teaching Word Study

andstor ead:by ble,ndlng-the

e T M

pant 'togetheja,For example in the word mumb/e students learn to divide the
word into the syllables mum- (closed syllable indicates a short vowel sound)
and -ble (final stable syllable with consonant-le).
Effgctive word-studyrinstructions alswprowdes information-aboutzand~
i ' vandwstru-c’fure~of'thelapa GRSy

break the Word mto three segments trans- plant—ed They can assomate the
base word plant, with the preﬂx trans (across) and the suffix ed (happened in
the past). UBINGWOR * VIV
partie

(2Rt

assm"

Jalo H¥ :er:lsnbw

i

Teach students to |dentlfy and break words into syllable types.

¢ Teach students when and how to read multisyllabic words by blending the
parts together.

e Teach students to recognize irregular words that do not follow predicfable

patterns.

e Teach students the meanings of common prefixes, suffixes, inflectional
endings, and roots. Instruction should include ways in which words relate
to each other (e.g., trans: transfer, translate, transform, transition).

e Teach students how to break words into word parts and to combine word
parts to create words based on their roots, bases, or other features.

e Teach students how and when to use structural analysis to decode
}'\m unknown words.




FLUENCY

upderstanding: ;Fluenoy is |mportant both
accurate word reading and comprehension are
related to fluency (Shinn & Good, 1992). Because

fluent readers identify words "by sight,” they can
devote time and effort that might have gone to
decoding words to understanding what they are
reading. It is necessary to read frequently to
expand the sight word vocabulary readers need
to read fluently, and this is one area where
struggling readers fall behind. fE¥EREy00EST0Y
eaUSE EompTeension, however, itis a
necessary component of successful reading, and
fluency instruction may be useful for struggling
adolescents, who often are not fluent readers

,The Challenge
~ Many adolescent struggling readers da not ;.
\ ~-read fluently,.even-when they decade: W_ords ‘
g ‘accurately. While the ability to read
o automatically and eceurately is 'instrume‘r'ite'/‘to‘

: "understand/ng text; most secondary /eve/

_readlng programs do not /nc/ude /nstruct/on /n o

::flue Yoo e

A Suggestlan
o In addition: to /nstruct/on in other essent/"
. areas of read/ng, stud
L * and with difficulty sh
T opportumtles to! practlce fl
- with feedback from'a more pi
e;ther a teacher ora peer.

(Rasinski, Padak, McKeon, Wilcong, Friedauer, & Heim, 2005).

Most of the research findings about the benefits of fluency instruction
concern readers whose reading fluency is at or below third grade reading
expectations. Fluency instruction for older struggling readers may also be
appropriate (Wexler, Vaughn, Edmonds and Reutebuch, in press). Consider that:

e Students with reading difficulties often struggle to read fluently;

2 YA SRRt el
* [FtEncy.nst

stionysTotincludedinzmostreading-programs;-and

 The ability to read accurately and automatically is associated with reading
comprehension and learning from text, which is especially important for
adolescent readers who are faced with learning a great deal of challenging

content-area material through text reading.




What Do Successful Readers Do?

The table below presents typical features of successful and struggling readers
in the area of reading fluency.

e Read 100-160 words per minute {at the ¢ Read slowly and laboriously.
middle school level), depending on the

nature and difficulty of the text. * May continue to struggle with decoding

or may decode correctly but slowly.
¢ Decode words accurately and

i * May not pause u i
automatically. May not p at punctuation or

recognize phrases.
» Group words into meaningful chunks and

‘phrases » Often lack voice or articulation of

emotion while reading.

* Read with expression. * May lack proficiency in individual skills

e Combine multiple tasks while reading that result in dysfiuent reading and limit
(e.g., decoding, phrasing, understanding, comprehension.
and interpreting).

Instructional Practices Associated with Improved Fluency

Jgg TEAAING xinoﬁease‘d:r.ea.dlng;;o,p,p,o_r;t.unlixes-);;a:lvmterventlons that
involve repeated reading of the same passage(s) often yield improved fluency
on the practiced passage (Samuels, 1979). However, these gains only
generalize to new, previously unpracticed passages to the extent that both
share a large number of the same words (Rashotte & Torgesen, 1985).
Repeated reading may be no more effective than a similar amount of non-
repetitive wide reading for increasing older struggling students’ reading speed,
word recognition, and comprehension on unpracticed and dissimilar passages
{Homan, Klesius, & Hite, 1993).

Further research is needed on the role of fluency instruction generally for
older students and the relative effects of various fluency practices, including
repeated reading and non-repetitive wide reading. In the interim, several
instructional recommendations seem reasonable:

e Répeated reading of thesamert pass“ 7allows

"aytomate’ theirsightword’ vocabulary;- b/ y increase the number of

tUdentsitor lmprove“andm»—,

L




words they can read “on sight,” they generally become increasingly
fluent. For this reason, repeated practice reading the same text, with
opportunities for modeling and feedback from a more proficient reader,
may help older struggling readers. It is also likely beneficial to use focused
word-learning instruction that is coordinated with the passages used for
fluency practice. Repeated reading of passages that have embedded -
target words in otherwise “readable” text may be more useful than
practicing overly difficult passages or passages with unfamiliar vocabulary
to which students have not been repeatedly and frequently exposed.

g3 Teasonaplernstructionalkaptio

erofzknown yordsrorwhen:ateacher
V“"'"‘/‘“"‘” - s

‘ providerinstiuctioRal Support-Wide’reading has the benefit of exposing
students to new and different content, vocabulary, and text types. It may,
when teacher-supervised, offer instructional opportunities not available

within a repeated reading framework.

~Teaching Fluency and Providing Opportunities for Practice

Whether repeated oral reading or non-repetitive wide reading is the instruction
of choice, certain practices should be standard in either:

that students. are.practicing-reading-as-accuratély-as-possibleStudents
can monitor their own progress by maintaining a graph that shows

changes in performance over time.

«  Support flueney-practice-by havinga teacher-tato

ache mercapablezpeey
provide @ppropriate. ModelsEgftiient.reading and=co e‘efgggigg@bagkb

Wolh) Z sk i,
el

we FIRVO|Ve StUdemtS immoitoring their GWhR:progressteward reading?

fluencey:goals.
Repeated oral reading can benefit older readers when it is combined with word-
learning instruction, frequent and varied exposure to newly learned words, and

supervised practice. Recommended instructional practices:

o Ejtherselect passagestiariicluder targeted rvocabulary that-hasheen

It and practiced: orscnQos’e?textr_at:th,a~s~,tudeBFST*.“;;

previously..ta
independentreading ievel 7

anrTy

1
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- Non-repetitive wide reading offers exposure to different text structures, to new

and challenging vocabulary, and, if content-area texts are used, to important
grade-level subject matter. Non-repetitive wide reading is a reasonable option
when a student can comfortably identify most of the words. The
recommendations below require carefully planned instructional time when

students read orally, with monitoring and feedback provided by a teacher or -

trained peer.

nal readmg [EVEl7

awithrsuccessiverpassagess, -(as in a novel or text book) or a
series of passages {short readings of sxmllar difficulty). Do not have
students re-read the same passage repeatedly.

o [STREEY lmpreve Hncrease” passage—dlfflcultv“by selecting:textswith—

Syt




VOCABULARY

Knowing the meaning of words relates strongly

to reading comprehension and overall academic
~ success (e.g., Baumann, Kame'enui, & Ash,

2003; NRP 2000). YVFEHTStidentstnderstande

ey enceunter.in:iexy

R8Iy o-Understand-the content”
(@f /argteading/ However, vocabulary
knowledge is more than simply understanding

the meanings of words as we read A/6cabulary

of ,’Eb_?j,LCh”eSS and: varleduuses?f7
fofilanguage’. Word-conscious students are
interested in words and enjoy using and
hearing others use words well. They know
the importance of learning new words and
of mastering strategies associated with word
learning. They-understand that:werds_can:have /-
miltiple- meanmgs that‘often—varyrSome’umes—wv

@£@§L@~ts~;99_mpne-mﬁ7
What is involved in knowing and using a
word? Given the word support, you can probably
come up with a definition, generate a picture in
your mind, identify synonyms and antonyms, and
you may even be familiar with various uses and
forms of support as a verb and a noun. But what

|~ The Challenge ' PR
| How can teachers possibly teach the number Gt
. of words needed to make up for the huge %
- deficits in same students word knowledge

g A Suggestlan : -
" Teachers who understand how word Iearmng '
.+ occurs can select relevant words to teach and -
. ‘then implement evidence-based instructional -
. practices that support vocabulary development, -
They can also create enriching learning .
‘:‘ ‘ exper/ences that promote /nCIdenta/ word
"‘:‘Iearn/ng Vocabu/ary instruction for: students ;
- with learning d/sab///t/es (LD) need notbe .
r . limited to one strategy, but should combine
[ act/wt/es (e. g., explicit instruction and word
.*consciousness activities) to enhance word .
s "‘learn/ng (Bryant, Goodwin, Bryant & H/ggms
1< 2003). As with any instruction, the /earn/ng
o task should reflect teach/ng goals (J/tendr
0 Edwards, Sacks & Jacobson, 2004} For
example, eprm/t instruction is'most = -
- ‘appropr/ate for: /ntmducmg new vocabu/ar
- while deep understanding:and genera//zatl )
| are supported when students act/vely engag -
n vocabu/ary act/wt/es and see and use words' :
| in a'variety of contexts

about the word trammel? Perhaps you know already or can figure out its
meaning in the following sentence, “The fish were trammeled in the net.” To
trammel means to trap, but it can also mean to hinder progress. As a noun, it
can mean a fishing net or a shackle, among other things. Its definition is
multifaceted: to know the word well would require more than looking up

13




trammel in the dictionary and using it in a sentence for homework. 9657

Dale: placed Word |gariing-alonga continium thiatis stillrecognized:today:

1k ;jjﬁ?i’ﬁfﬁéé?fdiLETI.{"H'ETIWBFdE’

4. | kn‘OW»tn-e- word well; rn,,_udlng rts“\zar|ous“f;orms*deﬁn'ition‘srrfa'ndfu‘s’e37

Learnlng trammel and other words occurs over time through a host of activities

s it necessary to have a deep understanding of the word trammel/? How
much time should teachers spend teaching words such as these or others

é’,%DQEQ,
enhance*themstudents vooabulary knowledge and V\(g_rd ¢ nscroLJSness R
. I A

What Do Successful Readers Do?

It is not surprising that successful readers know more words than struggling

ader preparing for a competitive college knows

about@@@ﬁ)j@ﬁds (lesch, 2003). How do some students learn so many
new words while others do not? @000 TEaders read.more.and:become beter
HiorE Words? On the other handfpoors

regders. read:Jess,-andware-exposedio‘,and.ulear.n;ie_v_v,e_r,,.wgr.d_s. As a result, they
do not become strategic readers. Stanovich (1986) termed this phenomenon
the Matthew Effect—the rich get richer and the poor get poorer.

Further, because words are learned not only through reading, Righ:qualityEy

_ - - av
qonversations and-rieh: exgerrweneee_also -result _IU~IﬂCIdenta| word-learnifig?

B eyt ,...——-._.«,.._-..——pu

{th_oughout the dayMMany struggling readers lack both the guality of
experiences with new words and the quantity of exposures needed to gain the
vocabulary knowledge that would be useful to them as they progress through
school (Hirsch, 2003).

Students who struggle with reading often lack the word consciousness that

. would promote positive reading outcomes. The table below outlines several

14




relevant characteristics of successful and struggling readers in the area of
vocabulary knowledge.

o-Are exposed to-a breadth of vocabulary . .. . ¢ Have limited exposure to new words.
words in conversations and print at home
and at school from a very early age.

¢ May not enjoy reading, and therefore do
not select reading as an independent

¢ Have word consciousness. activity.

+ Understand most words when they are » May lack word consciousness, including
reading (at least 90%) and can make an awareness of the complex and varied
sense of unknown words to build their nature of words in written and oral
vocabulary knowledge. language.

e Learn words incrementally, through e Are unable to comprehend consistently
multiple exposures to new words. what they read or to learn new words

from reading.

Have content-specific prior knowledge
that helps them understand how words e Lack the variety of experiences and
are used in a particular context. exposures necessary to gain deep
understanding of new words.

Often have limited content-specific prior
knowledge that is insufficient to support
word learning.

Instructional Practices Associated with
Improved Vocabulary Knowledge

Effectlveg/,ocabulary HsTrUcTion engagesistudentsin teveloping-Word#
ONSCIO u*sness"r“equmes.aadeep‘<~|<now1eag_e,;;ot;speoi"

ONnSCio

-word Garning: and [C] 0 EER"

effe('m\u/e for teachlng vocabulary to alI students They may be particularly
effective for supporting students with learning disabilities (LD) (Bryant,
Goodwin, Bryant, & Higgins, 2003; Jitendra, Edwards, Sacks, &
Jacobson, 2004).

15
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Additive Vocabulary Instruction

Additive-vocabulary- instruction-entails- expl|0|tw|nstruct|on~and guided-practicer
oliitlel ds.Teach words that are |mportant and useful for students to
know. Recommended instructional practices:

tiers’ (Beck, McKeown, and Kucan 2002):

* Break'words into;

irasc;b/e b:ogenet/cs) Ter3 cabulary

sec ndary content“ar”éa Jnst 'c’fLon*yas words that “dre- Cl‘ltlcaHO Iearnmg

* Atgommodate the-pacerat’y vvh_lch_vocabulary—knowledge.grows Stahl
(2003, p. 19) noted, “\locabulary knowledge seems to grow gradually,
moving from the first meaningful exposure to a word to a full and flexible
knowledge."” It “‘I@s“'ab‘ou‘"t""EZfEEéhTéﬁdZ\?ﬁed':,eXposures;;to:faimélﬁa‘_;?

teach the word vegetat/on, teachers can ﬁrst provnde a S|mple defmmon,
read one or more texts that contain the word vegetation, lead a discussion
about local vegetation, provide examples and non-examples, create a J
semantic map of various forms of the root veg (e.g., vegetate, vegetable,
vegan), and use computer resources to extend understandi'ng.

'aiy‘s;.}words a_r_e*used {i.8., parts Speecn).
dlfferent “contexts)? so students can learn the multlple meanings and uses
of words. For example, the meaning of account varies depending on its

context. Some variations depend on whether the word account is a noun

or a verb.




aooommodate a students Weaknesses and build on her strengths, such
as adjusting the size or make-up of mstructlonal groups or modifying
instructional materials. For examplei teachers can clarify the task of
writing vocabulary definitions by modelmg what a good definition includes,
defining difficult words, or letting students complete vocabulary tasks in
pairs or smalllgrouplsE‘Restructuring tasks may be particularly effective for

struggling readers.cﬁ;

Generative Vocabulary Instruction ’

similar or related words or classes of words.

rstudentsTtoengage inwide Teading of texts atias”

which they can read about 9 out of every 10 words) and for a variety of

dents read, the: greater.thelr,opportunmes Eiol 4

and Iearnmg

e,

* ConnectinewW Words 1o oralllaiguage.or.other reading-materials: by usingT
the ewW Words ifi corversation and explicitlyprelating them to other uses
and occurrences.

17
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A

ach- aot|V|t|es~such~“a’s talkingraboutizy

wordigames; and; exploring-playfaliuses. of
‘asiidioms; pallndromes and oxymorons.

» Wserkey word strategies that providerphonetic-or-visual-inks to farget
_ gse strategies use a known word to cue the learners to
the target Word for example assocratrng the key word fear with
the vocabulary word ferocious because a person would fear a
ferocious animal. ‘

Ty

o SHoW Stidents how 1o break words nto parts-and-te use Contextzeluesi
TOOtWVOTds, pretixes; suffixes; and word-families torideritifyzt anjn-jg?

fAE A a2

Academic Vocabulary Instruction

earth sciences, somal studies, or mathematics. ACBUBIIGNOCaBUIERZnSIIUEHon
J885766tH additive-and-generative-instructional-practicest

For centuries, philosophers have debated the differences, if any, in
understanding the meanings of words and understanding the nature of the
concept those words represent. In this brief, we assume that understanding the
vocabulary of a given domain may not be entirely synonymous with a conceptual
understanding, but kno the meanmgs:fof*ke‘_y;‘yglqu‘gl_a an.extremelyy
irAportant partC ' ( uch, offers
important mstructlonal opportunities Recommended instructional practices:

(0]
(0¥
i
ot
ol
Q)
3
[0}

-area.materials:tolidentifyimpartant vocabularyfThese may be
Ter 3 words, but given their importance to understanding new or difficult
concepts, they will have high utility. For example, the word mitosis may
not, in general, get much daily use, but in the course of learning about or
discussing cell division and reproduction, it is a critical vocabulary word. Its
meaning, of course, is multilayered. A practicing biologist will have a vastly
more sophisticated understanding than a 6th grade life science student.
For the biologist, the mention of mitosis will prompt an array of
interrelated words and concepts, while the 6th grade student may only
know that mitosis has something to do with cells dividing and that it
differs from meiosis in some important way.

Rt A .n.....b




ncesindepth of under

AR

mitosis as

“the process in cell division by which the nucleus divides,
typically consisting of four stages, prophase, metaphase,
anaphase, and telophase, and normally resulting in two new
nuclei, each of which contains a complete copy of the parental
chromosomes” (Wikipedia, n.d.).

He or she méy also know that karyokinesis is sometimes used to describe
the same process. The detail at which a student understands each phase
of mitosis will vary, depending perhaps on local curriculum standards in
science, the student’s aptitude and motivation, or the instructional goals.

* (Useras t-procedures-to-identify-target-words students Know'andz
(WoTds st d 16 1earn/For example, pretassess vocapulary 7

AACATATARAST SR ACATS NS A LA L RN - M A

knowledgerbefore teaching-a-specific-content-areaunit;gse curriculum-
based progress monitoring to track vocabulary development over time, and
assess the level of understanding of words (e.g., Can the student define

the word? Use it in a sentence? Provide a synonym or antonym?).

e

o e T

needed:to-understand-as

of-the-vocabular

[gengrating-examples and MON-6Xamples, Orereatings

nword-families-or-list-multielesuses:of-aztarget word: Explicit=>

comprehensionand fespecially effective for students with disabilities

(Bryant et al., 2003, Jitendra et al., 2004).

* (Usecomputer 4E?‘QDI‘R!’992{7;@§'_-9;D§13§mDZDZFI@EI‘;Qiﬁxo;qapg,l_a.ry_d_eye.lop,m*e”ﬁT;.ZT}“’
For example, game-like formats engage students, online dictionaries and
reference materials may help students extend their knowledge of a word,
and hyperlinks (clickable words contained in online passages) allow

students to access additional information quickly or to see words used in
multiple contexts (Wood, 2001).

19




COMPREHENSION

Reading has many purposes. We read#{oiige
from information texts such as non-fictlon books
when we immerse ourselves in novels
magazines, or even comic books; and wezrea g
when we complete a job

appllcatlon or read the instructions to obtain a

driver's license.

Learning from textbooks or written dlrectlons
requires the ability to understand and remember
what has been read. As discussed, word study,
fluency, and vocabulary are all essential to
facilitating reading comprehension. Because
the need to gain meaning from text increases
dramatically as students progress through school,
knowing how to apply comprehension strategies
is necessary for adolescent readers (Biancarosa &
Snow, 2004; Perfetti, Landi, & Oakhill, 2005).

What Do Successful Readers Do?

Sugcesstulireaders-monitor their-comprehension/
while-thay-fead. Selfemoenitoring and self=
questioning ,, aderszt:tﬁ?fm,ak?z@@nne,eti%@%:ﬁ
toprories ,M ' itnchine
oomprehe‘n‘s‘lon breaks down,. and guidestheir.s
gs_v;we'jgjfl”, TpTSirategies to Tepair: runderstanding -y’
At one time or another, even successful readers
pass over paragraphs or pages of text before
realizing they have no idea what they just read.
On realizing this, a good reader might decide to

The Challenge ' - BV

- Most teachers expect students to use

‘= do not explicitly teach the skills to use these_-"
_strategies successfully (e.g., Pressley, 2006).--

A Sugyestlan

. the secondary level. Students who struggie to .
 understand and remember what they read g

., comprehension strateg/es Even when a _
" student is working on basic reading skills, .;‘hé:.

- demonstrate improved reading outcomes

- when they are taught reading comprehénsib“
. strategies (Edmonds et al,, in press; RAND. -
3 Reading Study Group, 2002). Thus most -~

" levels for strugg/ing readers appear in the
. word study, fluency, and vocabulary sectzons
" of this brief. :

comprehension strétegies during reading but

For example, after.reading, many teachers aék __
students to state the main idea of the passage"‘ R
but fail to teach students how to perform th:s S
important task. S

Reading camprehensmn may be the most . ;
/mpartant camponent of reading II‘IStI‘UCtIOﬂ at

require explicit instruction in reading

goal is comprehension. Most students

comprehension instructional practices can be;
implemented classwide in any setting where’ :
reading for meaning is emphasized, including: -
the content areas. Other suggestions for
building reading skills and modifying reading-

stop and attempt to summarize or to go back and re-read. Most struggling
adolescent readers have difficulty with reading comprehension because they do
not use these skills. They do not monitor their comprehension, primarily
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because they lack the tools to identify and then repair misunderstandings when
they occur. When we teach students to use comprehension strategies before,
during, and after reading, they can become better readers (Edmonds et al.,

in press).

¢ Monitor reading for understanding. e Fail to use metacognitive strategies as
Consider the writing from the author’s they read.
view, interacting with text during and after |-

i * May not be aware when understanding
reacing. breaks down.

* Link content with their prior knowledge. Do not question or interact with the text

 Use a variety of effective reading during or after reading.
strategies before, during, and after

reading. * May lack subject-specific prior

knowledge.

Set a purpose for reading and adjust their
rate and strategy use depending on the
text and content.

Do not readily make connections
between what they are learning and
what they already know.

+ Have limited knowledge and use of
strategies for galnmg information from
text.

May fail to read with purpose or goals.

« Often do not enjoy reading and lack
understanding of the utility of reading.

Adapted from Denton, Bryan, Wexler, Vaughn, & Reed, 2007; Pressley, 2006.

Instructional Practices Associated with
Improved Reading Comprehension

A review of reading comprehension studies with students with LD (Mastropieri
& Scruggs, 1997) supports the use of the strategies recommended by the
National Reading Panel, outlined below. Strategiesa A most beneficialawhens
vand-prastice thenTimmeaningfulcontexts; For example, use a
relevant text or textbook in the content area targeted for instruction to teach
students how to derive the main idea.
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Activate Prior Knowledger

Prisrknowlgdge s the: emsfmngﬂnformatlon StUdents have about-a-topic;- Zskill, or
fidga/ Activating this knowledge hEip

sstudentsTconnect what theyralready know
whatthey arerlearning--Styuggling readers may not automatically access
- prior- knowledge that-supports the new_information.they. will learn._Or they may

access incorrect or unrelated information that can even interfere with learning

Therefore, activate prior knowledge by previewing text before reading:

e Use specrflc strategles to activate prior knowledge such agl

Tim, revrewfr‘@ f’é’ﬁﬁrm‘

.,.«--,

Use Graphic Organizers

(GFAPRIC Organizers are visual representations that help
organize; and’

, jgds;from what they read Examples
include story maps,. framed outllnes concept maps, and Venn diagrams.

Graphic organizers can be effective tools to support comprehension for

students with LD (Kim, Vaughn, Wanzek, & Wei, 2004). Recommended
instructional practices:
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* FAdaptgraphic organizers 1o fext type. For example, while a compare-
contrast format may work for certain social studies readings, a story plot
diagram is better suited to a narrative text structure.

- Teach Comprehension-Monitoring Strategies .. .. .. ... .. ... . .

Y

>Cup.,- Tate;

t‘é@‘léé’ thatenable: th‘e*m tb*"ldentlfy’when /

[an concepts creatmg lmages stopping after each paragraph to
summarize, and generating questions.

unknown vvords or ideas.

* Promote’ TcomprehensionTonitoring: by
rreading,to guide and focus how

- Asklng qUEStIoNS e fore and auring
students read;

- Encouraging students to actively engage in readmg when they use

reading comprehension strategies to grapple with the meaning of text.

. ContxﬁU’é"to,teach BRATprovide” ime__to,practlce_usmg_comprehenswn*’

Teach Summarization Skills

Reading formeaning demands the-ability-to:conselidate largezamounts-of
£TRTSimation (several paragraphs or passages) into only the most important
elements. By providing organizational steps, practice, and feedback,

students are taught to focus their reading and re-reading to create summaries

that contain the main ideas of what they have read. Recommended

instructional practices:

510" cOntirm, diSCONtIFm, oL extenﬁ#ptedlguon:s_zmd S




* Tesghstudentsttorsummarize-small-amounts-of text;such as a short

paragraph before summarizing longer sections.

. - (SEIEETing atopic sentence or ifVenting a topic_senténge if one is.not _.
explicitly stated;

e

NG 6re word to-replace-a-list-of-relatetitems;

e

ESummary-makes:senses

Lewi s

anizersitorwrite-summaries:»

studerits
recognize and produce summaries that contain only key ideas.

Teach Students to Ask and Answer Questions

Students can be taught strategies to generate questions about what they read
and to answer teacher-generated questions effectively. TEReRInG STl dBRTs o

KEUeSTioRS Befors, duning. and-atter reading-supports:engagement:and
dhderstanding, Although teacher questions are most commonly used as an
assessment strategy, they can also be used as an effective comprehension
practice when they teach students how and where to find answers.

Recommended instructional practices:

queétions whose answers are explicitly stated in the text and those that
require students to make inferences based on what they have read.

o Usequestion generation on.its OwWn. or asipart of-multistrategy-instruction.

o Provide Students Witf §trategiss o evaluate feachergeneratéd gquestions»
For example, it is important to know if the answer will be found in the text
or if it should be inferred. ' '
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Multi-Component Comprehension Strategy Instruction

Multi-component strategies combine several comprehension strategies into an
organizational system, or plan, for reading. For example, over time teachers
provide instruction in previewing, mental imagery, main idea, questioning, and

o ERGIYE SIUUEHtSactve N n-usmaanultiplErstrateaigs through cooperative

learning, group discussions, and other interactive modes.

for students to apply strategies independently and automatically whenever
they are reading; they need support and practice to generalize skills.

ST

gruseTitand=why:Te benefit from reading

ST

highrstrats WHET
strategies, readers must be flexible so that they can shift their approach if
one strategy or technique is not working.

goulatefheir uSe ol strategies./TheyFshoula Know: 7 '

__summarizing. Recommended instructional practices:




" s0 engaged in reading that she loses track of -

MOTIVATION

Consider the reader who sits down to lunch with SRS ‘
a new novel that she has chosen. She becomes : The Challenge

Adolescent struggling readers often /ack
time. After turning the last page, she notices that motivation to read. This /mpa/rs their -

the sun is setting and her lunch sits untouched L ‘comprehension.and limits their ab///tyto"::"

beside her. Her reading has motivated her " develop effective reading strategies or'to.

because she is interested in the subject matter | sfearn from what they read, thus limiting the’r
s eXpOSUfe to Important Content'afea L

and curious about what will happen to the -
PP ‘/nfarmat/an War/d know/edge and vocabulary-.
characters as she reads. i ‘ , E
Consider another reader who has just brought | ,‘A Sugyestlon _ Z
home a new computer. He is eager to set it up, "”C'_“:Teachers can increase therr students
but the directions are complex, directing him to o “mativation to read byrncorporatrn
follow a series of steps to install the programs. ey camponents lnfO INSfoCl‘/UH ,
Opening the directions, he begins to read ,’students reed/ng mot/vatlon does not srngie-
carefully and with purpose. He is highly “handedly improve readrng skills; however o

. g g I that h " o Attentron to mat/vat/ng students shou/d occur
motivated to read well so that he can gather  within the context ofa comprehensrve readmgﬂi

the information needed to set up his b ‘program in which necessary reading skills and
computer correctly. : strateg/es are taught to struggl/ng readers
Motivation and engagement make reading : ' A
enjoyable, increase strategy use during reading,
and support comprehension (Guthrie & Wigfield,
2000). It is no surprise that those who enjoy
reading, read more, or that reading more improves reading outcomes.
Adolescent struggling readers often lack motivation to read. This impairs their
comprehension and limits their ability to develop effective reading strategies or
to learn from what they read, thus limiting their exposure to important content-
area information, world knowledge, and vocabulary (Morgan & Fuchs, 2007). In
school settings, they face increasingly difficult reading material and classroom
environments that tend to deemphasize the importance of fostering motivation
to read (Guthrie & Davis, 2003). Outside of school, struggling students generally
do not read for pleasure. They may also avoid potentially embarrassing
situations that involve public disclosure of their reading difficulties, such as
applying for a job or pursuing a driver’s license. Finding ways to motivate and

27




28

engage students in reading is an essential feature of adolescent

literacy instruction.

What Do Successful Readers Do?

from reading motivation.

~The table below summarizes-features-of-successful-and struggling-readers.in ... .
_the area of reading motivation and highlights how successful readers benefit

e Interact with text in a motivated and
strategic way.

e Have improved comprehension and
reading outcomes when engaged with
text.

e Read more and thus have more access to
a variety of topics and text types.  /

e Are interested and curious about topics
and content in texts and read to find out
more.

opportunities. Given the choice, prefer

May engage in reading as a passive
process without giving effortful attention
1o activating prior knowledge, using
reading strategies, or employing other
strategic thought processes.

Often have low comprehension of text.

Fail to access a variety of wide reading

not to read.

May not be interested in or curious
about exploring topics or content
through reading.

Adapted from Guthrie & Wigfield, 2000.

Instructional Practices Associated with Improved Motivation

In a summary of research on reading motivation, Guthrie and Humenick (2004)
identified four critical instructional features that can improve students’
motivation to read: 1) providing content goals for reading, 2) supporting student
autonomy, 3) providing interesting texts, and 4) increasing social interactions
among students related to reading. Because motivation to read is distinct from
more generalized motivations to learn or achieve, in describing strategies to
increase motivation we include only those that relate specifically to reading

motivation.

Unlike other features of reading instruction, teachers do not provide explicit
instruction in reading motivation. Rather, attention to increasing motivation
occurs during planning and implementing other reading activities. Many studies




have grouped several motivational strategies together since many are
interconnected. For example, to increase reading motivation and understanding,
teachers might first provide a stimulating hands-on activity, then have
cooperative learning groups generate questions related to the activity, and

finally have students find answers to their questions by reading relevant texts.

Provide Content Goals for Reading

A content goal is a question or purpose for reading. Content goals emphasize
the importance of and increase interest in learning from what we read (Guthrie‘
& Humenick, 2004). Teachers can help students find a purpose for reading and
foster their curiosity during reading. For example, a student who is reading

to find out how panda bears are becoming extinct is more likely to read text
carefully and to employ strategies that will help her understand what she

reads so that she can answer her question (Grolnick & Ryan, 1987). Unlike
performance goals that lemphasize virtues such as completing a task or doing
well on a test and may be competitive, content goals are grounded in the
attainment of conceptual knowledge. Recommended instructional practices:

e Facilitate the use of relevant background knowledge to increase interest in
gaining content mastery.

e Arrange hands-on experiences or other stimulating tasks that lead
students to want to find out more by reading.

e Make content goals interesting and relevant by having students read a
variety of materials to pursue a theme over a period of time, “publish” a
brochure related to a historical event or geographioal location, or learn
about a topic in order to teach it to someone else.

e Model the behaviors of a cur\ious reader who is rewarded with new
knowledge about an interesting topic.

e Involve students in creating content goals and tracking their progress in
meeting those goals. o

Give students feedback on their progress in meeting content goals.
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Support Student Autonomy

When students choose what they read, what activities they engage in related
to reading, and with whom they work, their motivation increases, as does the
time they spend reading. Recommended instructional practices:

- e Provide opportunities for students to choose which text they-read-by-

offering a list of appropriate readings. Students who can select their own
reading material use more effective reading strategies and perform better
on tests of comprehension.

e Give students control over some aspects of the task such as where to
" work in the classroom, what type of product to produce (e.g., essay or
poster), and which subjects to pursue.

e Allow students to select partners, join groups, or work alone.

Use Interesting Texts

Students enjoy reading texts that they find interesting and choose to continue
reading these texts during free time (Guthrie & Humenick, 2004). Further,
people remember interesting information more than information they find
uninteresting: High-interest text increases motivation to read. It also increases
comprehension and achievement (Guthrie & Humenick, 2004). Several
guidelines are helpful for selecting appropriate and interesting material,
whether the teacher is choosing for the student or the student is choosing
with teacher input:

e Choose texts on topics about which students possess background
knowledge. Knowing something about a text's content makes it more
interesting. Of course, school is about learning new things, and students
will also have to read texts that present unfamiliar information. The
recommendation is not to avoid introducing new material, but rather to be
mindful of the importance of motivation and the effect that unfamiliar
content can have on students’ engagement. This underscores the
importance of giving students ample background knowledge before asking
them to read texts that present new information.

e Texts that are visually pleasing and appear readable (that is, texts that
students perceive they will be successful at reading) are more interesting




and motivating. Pay attention to illustrations, layouts, graphics, and text
sizes that are appealing and support text comprehension. As always, texts
should be high quality, regardless of their appearance or reading level.

e A text's relevance and interest is often an individual matter. While some
~ texts are _‘jnjteresting to just about everyone, other texts are interesting
only when they support a reader’s content goals. Recall the student who
wants to understand the information in the computer manual so that he
can set up his computer. This text is relevant and important to him, but
may not interest a student who does not share the same content goals.

 To generate interest, provide stimulating tasks related to reading topics
prior to reading.

Increase Opportunities for Students to
Collaborate during Reading

Adolescents are motivated by working together (e.g., Ivey, 1999; Nichols &
Miller, 1994). When students can collaborate socially on reading and reading-
related tasks, they find the work more motivating and often continue working
even after completing the assigned task (Guthrie & Humenick, 2004).
Collaboration increases the number of opportunities struggling readers have to
respond, and when a struggling reader is grouped with a more capable peer, he
is more likely to be successful in the learning task. Similar to the other features
of motivation, social interaction not only increases motivation for reading, but
also increases understanding of what is read. Recommended instructional
practices:

e Allow students to collaborate by reading together, sharing information, and
explaining and presenting their knowledge to others during reading and
reading-related tasks.

e Teach collaborative group work skills such as appropriate group work
behavior, how to provide feedback to group members, and maintaining
individual accountability so that students benefit from working together.

e Use collaboration to foster a sense of belonging to the classroom
community (Anderman, 1999).
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PUTTING IT ALL TOGETHER

This document provides an overview of the current knowledge on effective,
research-based interventions for older students struggling with reading.

some additional key considerations in implementing reading interventions for
adolescents. They are summarized below, with the caveat that they are subject

“to variation depending on specific school and student needs. As with the other

recommendations in this document, professionals will benefit from
opportunities to learn, more about each before implementing it.

e Adjust the focus and intensity of interventions according to individual
student needs. Older students vary greatly in both the causes and
manifestations of their reading problems. First, assessment practices
must support the identification and progress monitoring of specific needs.
Second, while some students require interventions that can be carried
out in content-area classrooms (e.g., supporting vocabulary learning in
a science classroom) others need instruction better suited to small,
intensive learning environments (e.g., learning word-recognition
strategies). This targeted support is most effective when provided in
well-planned, regular small-group sessions over a long period of time.
Middle and high schools need reading specialists to provide focused and
extensive support to students with more significant reading deficiencies.

e Offer teachers in general education classrooms professional
development and support in providing classwide interventions in
reading. Considering the number of struggling readers in secondary
classrooms, many recommended practices can and should be
implemented in grade-level general education content area and literacy
classrooms. With the exception of word learning skills and fluency,
the reading strategies outlined here—vocabulary learning, reading
comprehension strategiés, and attention to reading motivation—support
all learners. However, general education, content-area teachers commonly
need support to learn and integrate these instructional practices. Further,
while all teachers can play a role in improving adolescent literacy, not
every teacher plays the same role. Administrators must lead schools in

~Academic Literacy-Instruction-for-Adolescents-(Torgesen- et-al;; 2007} rais@s- - - -rw o o e
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sorting out who is responsible for providing the various aspects of reading
instruction, when these practices will occur, and for whom.

Create ways for general education teachers and specialists to

. collaborate. Collaboration between general education teachers and

rgading specialists, special education teachers, and teachers of English

language learners is a priority if schools are to close the achievement =

gap in reading at the secondary level. This coordination of instructional
practices is especially important for students who receive additional
support in smaller intensive settings. For example, a student who is
learning to use a summarization technique in a reading classroom should
be encouraged to apply these skills in his social studies classroom.
Likewise, a student who is learning specific vocabulary in science will have
a greater opportunity to increase hervunderstanding when she is given
support and practice with the same vocabulary words and instructional
techniques in the reading class. In addition to coordinating instruction for
individual students, as mentioned above, collaboration is also necessary
to coordinate program-wide decisions and implement reading instruction.




CONCLUDING REMARKS

Certain recommendations may seem straightforward, easy to implement, or
already be part of your school, district, or state’s daily practice. There may also
" be some instructional practices that leave you wondering-how and when to put
them in place. We urge you to use this document to build your background
knowledge about features of reading instruction for older struggiing readers,
but not to stop here. The response to reading failure in the older grades needs
to be active and purposeful. It will look different depending on current practice
and individual needs and will require extensive professional development in the
features of instruction this brief describes as well as in other areas of effective
practices such as assessment. We cannot continue to implement practices that
fail to result in positive outcomes for struggling readers. To meet the needs of
these students, instruction must change. We now have the knowledge base to
provide this essential instruction.
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